














































































































































































































































































































































































































































Method 

Participants 
A total of 100 international students enrolled in the first-year study in an Australian 
university were invited to participate an online survey. They were aged from 17 to 25 
years old. All participants completed their study of the International Perspectives 
subject and were informed of the aims and the process of this study by the researchers 
prior to the commencement of the data collection. All the students showed their 
interests and commitment to complete the online survey. Among the participants, 67 
came from East Asian countries (e.g., China, Japan, South Korea, Mongolia, etc.), 20 
were from South Asian countries (e.g., India, Nepal, Bangladesh, Pakistan, Sri Lanka, 
etc.), 11 came from Southeast Asian countries, (e.g., Cambodia, Indonesia, Laos, 
Myanmar, Malaysia, Philippines, etc.), and two were from other countries. 

Online survey 
The online survey designed for this study consisted of four multiple choice 
close-ended questions, 10 Likert-type questions, two ranking questions and one 
open-ended question to examine the international students’ perceptions and 
experiences of using Gapminder to enhance their academic skills in learning in the 
Australian university context. Ten Likert-type questions with five-point multiple 
choice answers range from: 1 = Strongly disagree; 2 = Disagree; 3 = Neither disagree 
nor agree; 4 = Agree; 5 = Strongly agree. Sample Likert-type questions employed in 
the study were: Gapminder is a useful tool to retrieve relevant research data; 
Gapminder facilitates me to enhance my critical thinking skills; Gapminder assists me 
develop my data collection and analysis skills. The raw statistical data collected from 
the multiple choices and Likert-type questions were grouped and transformed into 
tables reporting frequency counts. The qualitative data collected from the open-ended 
question in terms of the students’ understandings of the usefulness of Gapminder in 
completion of their assignment writing were compared, contrasted and reported in 
corresponding themes, and the overlapping data were removed so as to avoid 
redundancy. 

Results and discussion 

The frequency data from the online survey are presented as follows. Table 1 displays 
the international students’ understandings of the application of Gapminder in research 
data collection and their research skills development. The participants demonstrated 
their positive attitudes towards Gapminder regarding collecting relevant research data 
for the specific research purpose and facilitating the development of their research 
skills. Up to 85% of the students agreed that Gapminder was a useful tool to retrieve 
relevant research data and introduced research skills, and 77% of the participants 
believed that Gapminder could provide a large number of valid and reliable data. 
Nearly four-fifths of the participants were able to use Gapminder to retrieve the 
required data and believed that Gapminder assisted them developing the skills of 
collecting and analyzing research data. 
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Table 1. Application of Gapminder in data collection and research skills 
development 

Statement Strongly 
disagree Disagree 

Neither 
disagree 

nor agree 
Agree Strongly 

agree Mean 

S1 4.00% 2.00% 10.00% 60.00% 24.00% 3.98 
S2 3.00% 4.00% 8.00% 53.00% 32.00% 4.07 
S3 4.00% 3.00% 16.00% 53.00% 24.00% 3.91 
S8 3.00% 3.00% 15.00% 52.00% 27.00% 3.97 
S9 4.00% 4.00% 12.00% 54.00% 26.00% 3.94 
S1: Gapminder introduces research skills (e.g., data collection and analysis). 
S2: Gapminder is a useful tool to retrieve relevant research data. 
S3: Gapminder provides a large number of valid and reliable data for the research 
purpose. 
S8: I am able to use Gapminder to retrieve the required research data. 
S9: Gapminder assists me developing my data collection and analysis skills. 

Research skills, particularly the data collection and analysis skills, are the important 
skills that the university students have to obtain, which, to a great extent, ensure the 
academic success in their study. In Australian universities, the students are engaged in 
a range of research projects in different subjects. They need to well develop their 
research skills to complete the projects and satisfy the requirements set by each 
subject. As the international students come from a different education background, 
they are not familiar with the application of empirical research in Australian education 
system. This is one of the academic culture shocks that the international students may 
experience and suffer from, particularly to the students from the Asian background 
(Li, Chen & Duanmu, 2010). As almost all of the participants of this study came from 
Asian countries (98%), they must have experienced the academic shock of retrieving 
and using research data in the study. The data suggest that Gapminder has been 
recognized as a reliable online database providing relevant research data for specific 
research purposes. The users can enhance their data collection and analysis skills via 
using Gapminder to retrieve the required research data. 

Except for the research skills, other skills as English language skills and critical 
thinking skills also play decisive roles in achieving the academic success (Parsons, 
2010; Sovic, 2008). Data show that over half of the participants admitted that 
Gapminder helped them enhance their English language skills (58%), particularly in 
the development of reading and writing skills. Over two-thirds of the students 
reported that Gapminder assisted them developing their critical thinking skills (67%) 
as well as cultural awareness (71%). 
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Table 2. Application of Gapminder in learning skills development 

Statement Strongly 
disagree Disagree 

Neither 
disagree 

nor agree 
Agree Strongly 

agree Mean 

S4 6.00% 7.00% 29.00% 42.00% 16.00% 3.56 
S5 5.00% 5.00% 23.00% 48.00% 19.00% 3.71 
S6 4.00% 4.00% 21.00% 47.00% 24.00% 3.84 
S4: Gapminder helps me develop my English language skills, reading and writing 

skills in particular. 
S5: Gapminder facilitates me to enhance my critical thinking skills. 
S6: Gapminder assists me in enhancing my cultural awareness. 

Language obstacle is the most obvious and biggest obstacle for those whose first 
language is not English to adapt to the educational setting in an English-speaking 
country (Sovic, 2008). Though the international students have achieved the competent 
level in IELTS (The International English Language Test System) Test, such scores 
do not guarantee the success in their study. Studying in a university requires the 
students to articulate their learner English to the proficient user English that can 
facilitate them to adapt to the new teaching and learning environment (Shen & Yuan, 
2013). 

Additionally, language and culture are tightly interwoven and neither should be 
studied in isolation from the other (Ahearn, 2001). It is important for the international 
students to enhance their cultural awareness not only to scaffold their English 
language learning (Yuan, 2014) but to well adapt to educational and social settings 
(Nieto & Booth, 2010). It is noted that the Gapminder can facilitate the development 
of the students’ English language reading and writing skills as well as the cultural 
awareness as they are required to work out the evidence of the developing trends of 
their home countries and the impacts of globalization to complete the assigned 
research tasks. 

The research projects require the students to apply their critical thinking skills to 
examine the specific perspectives within certain areas. These are the essential skills 
that ensure the students’ academic success in the university (Yu & Wright, 2016). The 
students were found to be able to enhance the critical thinking skills by using 
Gapminder to track the dramatic changes of the two variables of ‘life expectancy’ and 
‘GDP’ in the students’ home countries over the past 100 years. Table 3 demonstrates 
the rankings of the five skills that the students have improved after using Gapminder 
to complete the assignment writing. It is found that the students have improved data 
collection skills most, followed by English writing skills, critical thinking skills, data 
analysis skills and literature review skills. 
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Table 3. Improved skills after using Gapminder to complete the assignment 
writing 

Skills 1 2 3 4 5 Score 
English writing 31.00% 18.00% 14.00% 18.00% 19.00% 3.24 
Literature 
review 

7.00% 20.00% 18.00% 21.00% 34.00% 2.45 

Critical thinking 20.00% 19.00% 30.00% 20.00% 11.00% 3.17 
Data collection 28.00% 22.00% 13.00% 25.00% 12.00% 3.29 
Data analysis 14.00% 21.00% 25.00% 16.00% 24.00% 2.85 

The results reflect the functions of Gapminder that provide reliable data for its users, 
which could assist them achieving the tasks assigned. The Gapminder users can 
enhance their critical thinking skills when they try to track specific data from this 
online database to satisfy the research aim. The students are able to develop their data 
analysis skills, English writing skills as well as literature review skills when they 
analyze the retrieved data and wrap up the research findings into a report. It is a 
training process for the learners to develop the closely interrelated research skills that 
are essential to the academic success in a university. Gapminder as an online database 
has triggered this process by providing relevant research data for the initiatives of data 
analysis and the follow-up data interpretation and findings generating. 

The students indicated that Gapminder provided “real” and “precise data” and helped 
them “to know what happened in the past” (see Table 4). As an online database, 
Gapminder is equipped with a large amount of factual and accurate data for its users. 
The international students have to get used to the applying the data to the empirical 
research in the Australian university learning context. Gapminder is also user-friendly, 
making “the data collection and data analysis easy and fast” (see Table 4). The 
students can well develop the concept of globalization by acquiring some relevant 
information of different countries across the world” and studying the “various 
relationships between different factors of different countries” and “the development 
and changes in different fields over the time” (see Table 4). Having a global vision 
can help the international students become global citizens to adapt to different settings. 
It is noticed that Gapminder could be used as a foundation to inform the students of a 
range of cultural knowledge with specific research data and initiate the investigation 
in the global context. However, very few students would like Gapminder to present 
the data in the Chinese language as well, reflecting the students’ lower competent 
English level. A few students would like to have more specific data from Gapminder. 
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Table 4. Reflection on the use of Gapminder to complete the assignment writing 

Positive comments Different voices 
“It provides real data.” 
“It provides a lot of precise data.” 
“Gapminder shows various relationships between different 
factors of different countries.” 
“…easy to understand the information.” 
“Gapminder made the data collection and data analysis 
easy and fast.” 
“Gapminder helps me to know what happened in the past.” 
“…this is a useful website for me to get to know some 
information of different countries across the world.” 
“…it clearly indicates the development and changes in 
different fields over the time.” 
“…it shows me the trends.” 
“Gapminder helped me gather specific information needed 
for my research task and also helped me notice the 
differences between different cultures.” 
“…it promotes a new way of thinking about the world and 
society.” 

“Not very specific.” 
“No Chinese 
language.” 
“No comment.” 

In terms of the application of Gapminder, nearly three-quarters (73%) of the students 
would like to use it in their future study. The participants showed their interests in 
using Gapminder that assisted them completing the assigned assignment. For the 
international students coming from Asian countries, it might have been the first time 
for them to be exposed to an online database and struggled to complete the 
assignment by employing the empirical data. The students demonstrated their 
appreciation to the learning experiences that could assist them overcoming the 
academic shock and well adapting to the teaching and learning in Australian 
universities. 

Table 5. Students’ intention to employ Gapminder in their future study 

Strongly 
disagree Disagree 

Neither 
disagree 

nor agree 
Agree Strongly 

agree Mean 

5% 4% 18% 46% 27% 3.86 

Gapminder appears to be a useful online database for the international students to 
retrieve relevant data. It acted as a trigger to enhance the students’ academic skills, 
English reading and writing skills as well as cultural awareness, helping them adapt to 
the teaching and learning in Australian universities. 
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Conclusions 

It could be concluded that Gapminder can facilitate international students to enhance 
their research skills, English language reading and writing skills, cultural awareness 
and critical thinking skills, assisting them well overcome the academic cultural shock 
and adapt to the Australian education environment. As a free online database, 
Gapminder provides factual, accurate and reliable data for those who would like to 
utilize relevant data to initiate the research. It could be implied that leveraging 
appropriate online databases could help international students develop both academic 
skills and English language competence, better facilitating the academic success in 
their study. Findings of this study could well be employed to inform the teaching of 
international students in Australian universities and in other similar contexts as well. 
However, this study only used one research method – online survey, for data 
collection. The future study might employ the interviews to collect more detailed data 
from the participants to triangulate the data collected. 
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Abstract 
One of the Department of Education’s initiatives to increase the literacy rate in the 
Philippines has been the conversion of elementary schools into integrated schools, 
meaning, a high school department is created or added. In the Northern Luzon area 
particularly in Ilocos Norte and Laoag City, nine elementary schools have been 
converted into Integrated Schools. This is to make sure that those who graduate from 
these schools will continue their schooling as these are practically located in isolated 
places. Unfortunately, the transformation of these elementary 
schools into integrated schools poses interesting challenges to the present school 
administrators because from managing just an elementary school, they already need to 
oversee the operation of an elementary and a high school and now with an added two-
year Senior High School in one campus. This means, their responsibilities have 
become doubled if not multiplied. This phenomenological study, therefore, aimed to 
develop a model based on the practices of the school administrators of integrated 
schools in the management of their respective institutions. Results of the interviews 
and focused group discussions reveal that there are management practices that are 
common to the integrated schools. However, some practices were also found to be 
unique to the schools. These practices reflect their coping strategies toward the 
limitations accompanying the changes in structure, instruction, and system of 
operation in the school. From these practices in managing change, processes and 
approaches were identified and a transformational model of management for 
integrated schools was subsequently designed. 

Keywords: integrated school, transformational model, management 
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Introduction 

The value of education particularly in a developing country like the Philippines 
cannot be underestimated.  It is believed as the tool that could transform a person to 
live a better life and more importantly a socially well-being. According to Dolan 
(1991), education is the primary avenue for upward social and economic mobility. All 
in all, it is one’s education which decides what one can make out of his/her life. 

In addition to the Philippine Constitution, the right of every Filipino to quality basic 
education is further emphasized in Republic Act 9155 or the Governance of Basic 
Education Act of 2001.  Along with Republic Act 6655 or the Free Secondary 
Education Act, these laws reaffirm the policy of the State to protect and promote the 
rights of all Filipinos by providing children free and compulsory education in the 
elementary and high school level.  

Corollary to this, the Philippines came up with the Philippine Education for All 2015 
National Action Plan entitled, Functionally Literate Filipinos, an Educated Nation.  
The EFA 2015 Plan emphasizes the need to provide basic education for all and adds a 
dimension to what has been thus far almost exclusively school-based education. It 
points to an “urgent need to respond to the learning needs of youth and adults who are 
either have never been to school, have dropped out, reverted to illiteracy, or need 
basic or advanced skills to find jobs.” It suggests a “viable alternative learning 
system” to formal schooling that together with the schools can ensure that “minimum 
learning achievement will be a reality for all Filipinos.” Thus, the EFA 2015 Plan 
emphasizes that educational opportunities are channels of learning which can become 
effective conduits of values orientation, consciousness and information useful and 
relevant to a wide range of social goals (UNESCO, 2015).  

In accordance with the broadening of accessibility to basic education, the program 
commitment has the following components: a) establishment of a school in every 
barangay not having an elementary school and in every town without a high school; b) 
organization of multi-grade classrooms; c) completion of incomplete elementary 
schools; and d) provision of basic instructional materials, facilities and equipment at 
the elementary and high school levels (Department of Education, 2006). 

Related to the first commitment, several elementary schools nationwide have been 
converted into integrated schools to make sure that those who graduate from 
elementary schools who have to travel several kilometers away from the nearest high 
school will continue schooling. Observations show that a number of elementary 
graduates especially from far-flung areas would find it difficult to move to the next 
ladder of education because there is no accessible high school in the area, or that, 
there is a high school but it is several kilometers away.  Parents even admit that the 
expenses their children have to spend for travel to the nearest high school are such a 
burden to them. 

In Ilocos Norte and Laoag City, nine elementary schools have been converted into 
Integrated Schools to help achieve the goals of EFA 2015. Some of these schools 
have already the complete regular four-year curriculum and are starting even to offer 
Senior High School effective June 2016.  
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Unfortunately, the transformation of these elementary schools into integrated schools 
poses interesting challenges to the present school administrators because from 
managing just an elementary school, they already need to oversee the operation of an 
elementary and a high school with an added two-year Senior High School in one 
campus. This means, their responsibilities have become doubled if not multiplied. 

Generally, school administrators, also known as the school principals, are responsible 
for the overall operation of their schools – from leading school reforms that would 
raise student achievement to facilitating the school’s interactions with parents and 
other stakeholders in the community, developing school discipline policies and 
enforcing them, ensuring that facilities and equipment are available, safe and in good 
working order, and preparing and submitting reports and documents.  

More specifically, the NCBSSH or National Competency-Based Standards for School 
Heads (2010) defines the different dimensions of being an effective school 
administrator.  It clearly states that an effective school administrator is one who can 
implement continuous school improvement, who can produce better learning 
outcomes among its pupils/students and who can help change institutional culture 
among others. All these become even more challenging when the school administrator 
manages an integrated school. 

Certainly, administrators of integrated schools oversee a complex operation and 
according to one author, strong principals may be the single most important factor in 
determining the effectiveness of a school.  As Larry Payne, Director of the University 
of Houston-based Institute for Urban Education has stressed: The principal is the 
principle, and everything flows from there (Markley, 1996). 

Empirical researches have been conducted along educational management and 
leadership.  But after almost a decade since the establishment of integrated schools in 
the province, no research along documenting the practices and difficulties of school 
administrators managing integrated schools has been recorded or published yet. A 
study on such a concern that could eventually lead to the drawing out of a 
management model that could guide not only the  administrators of other integrated 
schools in the country but also those of single schools is, therefore, deemed 
significant. 

This study therefore aimed to develop a model for the management of integrated 
schools in the Philippines. Specifically, it sought answers to the following: 

1. How do school administrators manage their integrated schools along the
seven domains of school leadership and management namely: 
a) school leadership;
b) instructional leadership;
c) creating a student-centered learning climate;
d) human resource management and professional development;
e) parent involvement and community partnership;
f) school management and operations; and
g) personal and professional attributes and interpersonal effectiveness?
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2. What model can be developed in the management of integrated schools?

Literature Review 

The Principal as a School Administrator 

As stipulated in DepEd Order number 17, s. 1997 titled, ”Adopting a Policy of 
Empowering School Principals,” all public elementary and secondary school 
principals are vested with instructional administrative and fiscal autonomy for a more 
effective and efficient delivery of quality basic education. 

Related to this, a full-fledged school principal in every complete public elementary 
and secondary school is given a plantilla item provided they have passed the 
qualifying examination for principals. Teachers who are designated “officers-in-
charge” or “teachers-in-charge” of schools shall be upgraded to become plantilla 
items of school principals in the said schools. School principal items shall be 
considered of equal rank and salary grade whether for the elementary or secondary 
schools. 

Moreover, DepEd Order No. 42, s. 2007 stipulates the qualifications of a school head. 
A school head is a person responsible for the administrative and instructional 
supervision of the school or cluster of schools. As such, the school head is expected to 
possess the following leadership dimensions: educational leadership – the ability to 
craft and pursue a shared school vision and mission, as well as develop and 
implement curriculum policies, programs and projects; people leadership – the ability 
to work and develop effective relationships with stakeholders and exert a positive 
influence upon people; and strategic leadership – the ability to explore complex 
issues from a global perspective, manage an educational enterprise and maximize the 
use of resources. In addition to these and to passing the national qualifying test, 
applicants for principal positions must possess the following criteria: performance; 
experience and outstanding accomplishments; education and training; potential; and 
psycho-social attributes and personality traits. 

National Competency-Based Standards for School Heads 

The National Competency Standards for School Heads are contained in the DepEd 
Order No. 32 series of 2010, also known as “The National Adoption and 
Implementation of the National Competency-Based Standards for School Heads.”  
This framework defines the different dimensions of being an effective school head.  It 
clearly states that an effective school head is one who can implement continuous 
school improvement, who can produce better learning outcomes among its 
pupils/students and who can help change institutional culture among others.	
  

The competencies identified for the school heads are classified into seven domains for 
school leadership and management. These include: school leadership, instructional 
leadership, creating a student-centered learning climate, HR management and 
professional development, parent involvement and community partnership, school 
management and operations, and personal and professional attributes and 
interpersonal effectiveness. 
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School leadership. Effective leadership is the core of every successful school. This 
domain emphasizes that effective school leaders collaboratively create a vision and 
establish a climate for teachers, non-teaching personnel and learners to reach their 
highest level of achievement. 

Instructional leadership. Education reforms have created an urgent need for strong 
emphasis on the development of instructional leadership skills. This domain covers 
those actions in instructional leadership (e.g. assessment for learning, development 
and implementation, instructional supervision and technical assistance that school 
administrators take or delegate to others to promote good teaching and high level 
learning among pupils/students.  

Creating a student-centered learning climate. The domain requires that effective 
school leaders set high standards and create high expectations for learners at the same 
time recognizing their achievement.  

HR management and professional development. Effective school leaders develop the 
skills and talents of those around them. This domain includes the nurturing and 
supporting of a learning community that recruits teachers based on NCBTS and 
promotes the continuous growth and development of personnel based on IPPD and 
SPPD.  

Parent involvement and community partnership. Effective school administrators 
engage in shared decision making with the community in achieving universal 
participation, completion and functional literacy. This domain covers parent and other 
stakeholders’ involvement to raise learners’ performance.  

School management and operations.  This domain covers the critical role school 
administrators play in managing the implementation and monitoring of their schools’ 
improvement plan/annual implementation plan.  

Personal and professional attributes and interpersonal effectiveness. Effective school 
leaders are models of professionalism and ethical and moral leadership. This domain 
includes the development of pride in the nobility of the teaching profession 
 These same seven domains with their accompanying competencies were used in this 
study as bases for describing the practices of and challenges encountered by the 
school administrators in managing integrated schools.  

Conversion of Elementary Schools into Integrated Schools  

Observations from previous years show that there have been an alarming low 
participation rate of high school students and a relatively high dropout rate, 
particularly from those living in areas with no secondary school or with a secondary 
school but is about 8-10 kilometers away. 

With this scenario, parents find it costly to send their children to a distant school 
which requires them to spend a considerable amount for transportation excluding 
school and food allowances. It is usually this financial constraint that prevents the 
students from continuing their secondary education and leading them to dropping out 
of school.  
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The transformation of elementary schools into integrated schools is mandated by 
DECS Order number 91 s, 1999. This order allows elementary schools to offer 
secondary education particularly to qualified schools where their distance to a nearest 
public high school is at least 8 kilometers. 

The conversion, therefore, of eligible elementary schools into integrated schools 
opened an opportunity for children to enter high school and pursue their education 
until they graduate. This is not only less costly for parents but is also more convenient 
on the part of students who would travel only a short distance to reach the school. 
Moreover, the conversion of qualified elementary schools into integrated schools is 
expected to utilize a more efficient operation of the Local Educational System in the 
municipality and to encourage students who dropped out to return to school and finish 
their basic education. Subsequently, this would give them the opportunity to obtain 
the quality of education that they deserve and become future leaders and professionals 
of the province and of the country in general. 

Once the elementary school is converted into an integrated school by virtue of a 
House Bill enacted by the Congress, endorsed by the Senate and later approved by the 
President to become a law, all personnel including the school principal, assets, 
liabilities and records are transferred and absorbed by the integrated school and that 
the Secretary of Education will be directed to immediately include in the 
Department’s program and operationalization of the school, the funding of which 
shall be included in the annual General Appropriations Act (GAA).  

This set-up makes the role, duties and responsibilities of the school 
principal/administrator doubly challenging and complex. 

Models of Educational Management 

Two of the best known frameworks of educational management are those by Bolam 
and Deal (1991) and Morgan (1997).  However, in this study, Bush’s (2007) main 
theories which are classified into six major models of educational management were 
highlighted. These models which include formal, collegial, political, subjective, 
ambiguity and cultural, also parallel leadership models. For instance, in the formal 
model, administrators possess authority legitimized by their formal positions within 
the organization and are accountable to sponsoring bodies for the activities of their 
organization. The type of leadership therefore that is  most closely associated with this 
model is transformational or managerial. Managerial leadership assumes that the 
focus of leaders ought to be on functions, tasks and behaviors and that if these 
functions are carried out competently the work of others in the organization will be 
facilitated (Leithwood, Jantzi & Steinbach, 1999). 

In the collegial model, power is shared among some or all members of the 
organization who are thought to have a shared understanding about the aims of the 
institution; hence, the type of leadership associated with this model is participative 
leadership. In the political model, policy and decisions emerge through a process of 
negotiation and bargaining; thus, the type of leadership associated with this model is 
transactional leadership. In the subjective model, each person is considered with a 
subjective and selective perception of the organization; hence, is associated with the 
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post-modern leadership. In the ambiguity model, uncertainty and unpredictability in 
organizations are stressed thus in a climate of ambiguity, traditional notions of 
leadership require modification. Lastly, the cultural model focuses on the values, 
beliefs and norms of individuals which make the heart of organizations thus is 
paralleled with the moral type of leadership. 

Essentially, a management’s success is dependent on the extent to which each role in 
the organization is fulfilled. It is believed that for effective management, an 
organization ought to bring together a team of leaders that, when working together in 
harmony, can scale the most complex and dynamic of issues. 

Methodology 

This study made use of phenomenological research in analyzing and interpreting 
narrative data. Data were therefore gathered from the principals/school administrators 
of the eight Integrated Schools in Laoag City and in Ilocos Norte through semi-
structured interview. Some stakeholders like parents and barangay officials were also 
interviewed.   

Prior to the official conduct of the interviews, the interview schedule was tried out to 
one former integrated school administrator. This was done to determine the clarity 
and validity of the questions in terms of soliciting answers to the identified problems 
of this study.  From this, minor modifications on some questions were done. The 
Integrated School where the interview schedule was tried out was still part of the 
participants. The interviews were recorded which were later transcribed, encoded and 
interpreted. Field notes were also used.  

Prior to the gathering of data, permission was granted from the Schools Division 
Superintendents of both the divisions of Ilocos Norte and Laoag City. All the 
participants were provided a copy of the Informed Consent Form and the aims of the 
research. The nature of the study was also discussed with them by the researcher. 
Requests were communicated to them to participate in the study on a voluntary basis. 
In addition, signed consent was obtained from all the participants prior to the 
gathering of data and they were assured that no identifying information would be 
included in any part of the research report. All the participants were likewise assured 
that the information they would be providing would be used only for this study and 
that they were informed that they could withdraw from the study without any risk or 
penalty. Lastly, the participants gave their consent to the dissemination of the results 
of the study and that they could have access to the results at the MMSU Graduate 
School library in Laoag and at the MMSU Main Library in Batac. 

Discussion 

There are salient practices of the integrated schools that were identified. Some of 
these are common to them all. However, there are also practices unique to each of 
them. These practices were consolidated along the domains of school leadership 
prescribed in the NCBSSH.  
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School Leadership 

According to the NCBSSH (2010), effective leadership is the core of every successful 
school. This domain emphasizes that effective school leaders collaboratively create a 
vision and establish a climate for teachers, non-teaching personnel and learners to 
reach their highest level of achievement. 

Based on the results of the interviews, the school administrators of the integrated 
schools practice democratic leadership style as manifested in their approaches in 
managing their respective institutions. They encourage creativity, and team members 
are often highly engaged in projects and decisions. The administrators’ approaches 
include: a) communicating the vision, mission, goals and objectives of their schools; 
b) capability and team building; c) unifying workforce; d) collegial problem solving;
e) leading by example; and f) managing change.

Communicating the vision, mission, goals and objectives of their schools. From the 
initial take off as an integrated school, it has become a culture of these schools in their 
subsequent operations that the vision, mission, goals and objectives of DepEd and 
their schools are presented and deliberated each year through a meeting with the 
stakeholders particularly during their first general assembly at the start of the school 
year. However, prior to the dissemination process, the administration and the teachers 
deliberate among themselves first to ensure uniformity in interpretation. This is 
reflected in the following claims: 

“I explain the vision, mission, goals and objectives of 
DepEd through a general assembly meeting with the 
stakeholders. We discuss these in meetings, especially PTA 
general assembly meetings to ask our stakeholders what 
they can do to support DepEd in general and our school in 
particular.”      -Myra 

Capability and team building is conducted at a quarterly basis complimenting the 
Learner Action Center (LAC) being held every Thursday where teachers also engage 
in th collaborative development of learning materials. 

Unifying workforce. Promoting unity and cohesive relationship is sustained by all the 
administrators. Since everyone is in themselves beginners, their integration made 
them learn from their own experiences and explore on possible actions particularly at 
times of crisis brought about by budgetary, human and material resources constraints. 

Collegial problem solving. Evidently, the school administrators employ various 
strategies in approaching problems in their respective institutions which are 
considered situation-and-person specific. One is resolving integration issues.  As a 
means to resolve an issue, the school administrators use their convincing powers to 
encourage the teachers to embrace changes. As some teachers narrated: 

“… we were motivated and encouraged by the principal that 
the inclusion of high school in our school will benefit many 
students in our place.” “Namaymayat ta basssit ngamin ti 
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mabayadan ti public school ngem ti private schools.” 
(“Benefited in the sense that it would be a public school, 
minimal fees would be collected compared to the expensive 
fees in the private schools.”) – Mimi 

Another is resolving conflicts. The administrators under study were found to be both 
an arbitrator and a conciliator in resolving internal and external conflicts. This could 
be gauged from the contention of the administrators who shared: 

“…We solve problems at the school level. I assist teachers 
and students to understand the problem and identify possible 
solutions.” -  Remie  
“I talked with the PTA, I talked with the teachers and 
together, we solved the problem. They accepted their fault 
and the matter was solved.” – Miriam 

Interestingly, problems related to lack of classrooms, dearth of teachers, enrolment, 
lack of learning resources, school drop-outs, and land dispute were addressed with the 
principal tapping all possible stakeholders of the school. 

Leading by example and managing change. Leading is not merely a matter of telling 
what needs to be done. To carry out things in accordance with the plan, the school 
administrators had to be more of a demonstrator rather than teller. As the teachers 
disclosed:  

“…She sets example, sir. No agob-obra isuna, 
ayabannakami tapno kano ammominto met ti agobra.” 
(When she is working, she calls for us to show what she is 
doing for us to be oriented.) – Mimi 

In terms of managing change, the experience of two school administrators were 
highlighted. One school administrator did not suffer the rigor of introducing change as 
the integration was started by her predecessor. She claimed:  

“For the seven months that I am here, sir, my first concern is 
to continue the works of my predecessor. I have to continue 
what they had started like the facilities, the physical plant, 
and improvement of the teachers-like promotion.” – Remie 

That of the other school administrator is unique, the constituents and the service 
community crave for change. He shared: 

“… when I came here, all teachers were disoriented because 
the former administrator was about to retire then, they were 
somewhat neglected. But when I came, it’s good that they 
were not resistant to change. They wanted change. Even the 
mentality of the parents here, previously, and even the 
alumni, they were not active in supporting the school 
because they could not see change.” – Rogie 
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Generally, however, the school administrators instituted change in their respective 
schools. To carry out the planned change, they instituted some identified measures to 
minimize resistance and tension following democratic leadership. 

Instructional Leadership 

The administration and teachers were found to be aggressive in their desire to 
improve instruction. It could be noted that the first sets of teachers that manned the 
secondary program were elementary oriented. Further, the demands of the new 
curriculum, the K to 12 program, is quite challenging that they have to exert so much 
effort to address dearth of instructional materials. Mentoring particularly on the 
fundamentals of computer by teachers who are computer literate made them survive 
the challenges. The aggressive involvement of other stakeholders such as the parents, 
alumni and community enabled them to put up facilities in aid of instruction. 

The religious implementation of the LAC propelled production of more instructional 
materials complimented by the teachers own collections downloaded electronically. 
Likewise, their building connections with other schools and alumni, and strong 
involvement of the parents, made them improve library collections.   

Their active participation in activities spearheaded by professional organizations such 
as the MTAP compliment the teaching and learning activities. Adherence to the 
standards of test construction guide them in assessing students’ performance. 
Although department heads are empowered to directly supervise their constituents, 
surprise visit is being done by the principals to determine other classroom and 
instructional needs rather than evaluating methods and pedagogy. 

Creating a Student-Centered Learning Climate 

The strong participation and involvement of parents, community and alumni, in 
addition to the support provided by DepEd itself, enabled them to put up technology 
facility to support computer education and computer technology program to develop 
the skills of  students particularly in that track and as take-off point for teachers to a 
multi-media mode of delivering instruction. 

Worth noting is the involvement of the barangay council particularly the barangay 
tanod who help ensure student security. The creation of the Child Protection 
Committee ascertains protection of the rights of the students and prevents child abuse 
in the campus. In addition, a guard is hired by the PTA to oversee student security 
within the school.  

Classroom environment is structured in a manner that they are conducive to student 
learning. Proper lighting and ventilation is facilitated from the support of parents in 
materials and labor.  

Human Resource Management and Professional Development 

Capability and team building surfaced in most of the schools. The innate potentials of 
the teachers were identified and their services are being tapped to assist in some 
management operations. With the strong motivation of the principals, the teachers 
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participate in trainings and seminars at their own expense, and more importantly, to 
pursue graduate studies – all to provide for their professional development. 

The empowerment of the department heads and coordinators made the teachers self-
propelling. More significantly, coaching and mentoring is prominent among the 
schools which enabled the schools to self-organize and learn from their own 
experiences. 

A one-on-one feedback is observed for teachers to be made aware of areas they need 
to improve on. In terms of student performance, they are consulted individually to 
provide for appropriate alternative measures to address their learning needs. 

Although a committee is tasked to evaluate their performance, their process allows 
teachers to assist in the appraisal of their own credentials in aid of ranking and 
promotion. Every teacher has his/her Individual Professional Plan Development 
(IPPD) in place which guides them in their daily activities throughout the school year. 
This also serves as basis for their performance evaluation.    

Parent Involvement and Community Partnership 

The assistance extended by parents, the community, the local government unit (LGU) 
and alumni is unquestionable. Besides providing financial assistance, parents 
volunteer to help in the maintenance of the campus and security of school properties. 
Repairs of facilities especially electrical, carpentry and construction works, are 
handled by parents– without asking for remuneration.  

Rapport with the community appeared to be highly manifested as evidenced by their 
full participation and involvement in school activities particularly during fund raising 
projects. What is more unique is the recognition of the parents’ efforts, especially 
those who are actively involved in helping in the development of the school, where 
they are awarded certificates of recognition at the end of each school year. These are 
the services they offer beyond the usual activities in the Brigada Eskwela.  

School Management and Operations 

Another important characteristic of most of the integrated schools is that of the 
principals,’ department heads’ and teachers’ sharing of responsibility. The culture of 
mutual, collaborative and coordinated responsibility exist in schools making the 
principals’ work less tedious and less stressful. 

Personal and Professional Attributes and Interpersonal Effectiveness 

The principals were found to possess positive personality traits characteristic of 
democratic leaders. Their being open-minded leads to a more collaborative decision-
making where teachers, parents and other stakeholders could freely provide 
suggestions in order to solve problems. They are not only leaders, they too, are 
followers. They work without necessarily seeking assistance from others and whose 
actions signal the rest of the teachers to also move and do their part. 
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Transparency is evident in most of the integrated schools. Canvassing and acquisition 
of school supplies is handled by a committee, even donations and collections are 
managed by them and reported to parents. Further, parents are regularly informed on 
the developments in the school and needs are presented in aid of planning and 
formulating strategies to address them.  

Internal equity is the secret of some integrated schools where faculty are treated fairly 
especially when it comes to evaluation of their performance. Their being consulted 
and participation in the evaluation of their IPPD and credentials make them aware of 
how they faired in the general assessment. 

Management Model 

A careful analysis of the practices of the integrated schools led to the development of 
a model dubbed as Transformational Model of Management for Integrated 
Schools (Figure 1).  

The integrated schools are relatively young. As of the moment, the schools have not 
gained full status as an integrated school since the current curriculum year being 
implemented in the secondary level is still at Grade 11. Two stages of development 
were therefore identified: Initiation Phase and Transition Phase. The first phase 
covers the initial year of implementation of the conversion while the second is from 
the second year onward. These schools are considered to be still in the Transition 
stage. 

Based on the experiences of the integrated schools, as reflected in the disclosures of 
the administrators, teachers, parents and community leaders, 10 Cs surfaced in their 
practices: Convince, Campaign, Communicate, Collaborate, Cooperate, Coordinate, 
Control, Consult, Connect and Compensate. These processes do not necessarily come 
in succession, they are situation-and-function specific. 

In summing up, the model developed is an offshoot of the new leadership initiatives 
under the Results-Based Performance Management System (RPMS) and National 
Competency Standards for School Heads (NCSSH) which gave more autonomy to 
school leaders and teachers to lead and manage schools. The system identified the 
domains upon which the administrators, together with the stakeholders, could draw 
initiatives in the development of the school.  Emphasis is on innovation and to instill 
greater professionalism in the management of schools. 
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Figure 1. The Model 

Lastly, the model is reflective of the complexity theory of educational management. 
The Complexity theory (Ng, 2015) establishes the founding knowledge in 
understanding the school as a complex organization, as well as an important 
stakeholder in addressing national demands. The growing complexity in the 
management of the integrated school is marked with processes and approaches in 
dealing with concerns particularly during their transition period which could be a 
benchmark for other schools of similar situation, as well as already established 
schools, to model upon. 

Conclusion 

In their efforts to self-organize, the integrated schools implemented measures to cope 
with the challenges brought about by changes in their organizational set up and 
system of operation. As they cope with these challenges, practices evolved in order 
for them to survive the trials of conversion and ensure that no activity is jeopardized 
despite budgetary constraints and limited resources. 

In their struggles to survive and overcome restrictions, they developed a unique 
organizational culture that enables them to keep their schools going and more 
importantly, the management of changes in the organization. 
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Abstract 
In this study, the researcher investigated the role of socio-economic status (SES) on 
acceptance and usage of mobile devices for the purpose of informal language learning. 
In order to compare students of different SES, the researcher collected data from 
public university and private university students. Data were collected through a paper-
based survey instrument and semi-structured interviews. The results of the survey 
were analyzed quantitatively using descriptive and inferential statistics. After 
analyzing these data, several students were asked to participate in semi-structured 
interviews to delve deeper into the answers they provided on the questionnaire. The 
results of this study showed that there was a significant difference in usage of 
informal mobile-assisted language learning between students who were economically 
advantaged and those who were not. 
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Introduction 
 
Japan is known as a highly technologically proficient country with a wealthy 
population. However, since the 1990s, the country has been in economic recession. 
Currently, one in six Japanese children live under the poverty line (CAO, 2015). This 
growing socio-economic gap reduces the chances of these children gaining access to 
quality education and the technical skills necessary to thrive in the modern world. In 
particular, English language skills are important for success in a wide range of careers. 
In this global society, companies are expanding their businesses beyond local 
boarders and connecting to other companies around the world. Because of this trend, 
people must possess adequate proficiency in English to communicate with associates 
or customers in other countries. In addition, in order to encourage people to work in 
international situations, numerous Japanese companies are using English proficiency 
as a criterion for hiring and promotion decisions. University students need to study 
English to prepare for their future and mobile technology offers several advantages to 
help them in this task. Mobile technology provides an opportunity to study in any 
place and at any time. Yet, the growing economic gap between citizens, might affect 
access to these devices. Furthermore, because lower socio-economic status (SES) 
students might have less opportunity to study and travel abroad, their interest and 
familiarity with foreign language media might be reduced, which could impact their 
informal contact with this content. For these reasons, it is important to find out how 
SES might affect students’ informal mobile assisted language learning (MALL).  

 
Literature Review 
 
SES in Japan. Japan is one of the wealthiest countries in the world, however, poverty 
and wealth inequality are growing concerns. According to Ministry of Health, Labor 
and Welfare (2016), since 1985, the relative poverty rate has been increasing every 
year. In 2016, the relative poverty rate was 15.6, which means that 15.6 % of the 
population lived under the poverty line. In addition, a number of research studies have 
explored the relationship between SES and education.  
 
A research group from Ochanomizu University (2013) conducted a study regarding 
the factors that influence elementary and middle school students’ learning such as 
SES, parents’ academic background, students’ learning environment outside of school 
and their motivation. The researchers found that students from higher SES received 
higher scores on Japanese reading and math exams than lower SES students. The 
possible reasons cited were that students with higher SES and parents with higher 
academic background were provided with more opportunities for learning such as the 
chance to interact with English-language speakers and foreign cultures, library access, 
and talking about school life or their future at home. These activities indirectly 
influenced students’ current learning habits and might also influence their learning in 
higher education settings. 
 
The Japanese university system.  In Japan, public and private universities have 
different enrollment systems. Public universities require applicants to take both the 
Center Exam, a national assessment conducted by the National Center for University 
Entrance Examinations, and an individual examination for the university to which the 
student is applying. However, there is an alternate way that some students can be 
admitted to public university. This is through the recommendation system and the 
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admission office system where students are granted admission due to a special skill 
they possess and the results of an interview. According to the Ministry of Education, 
Culture, Sport, Science and Technology (MEXT, 2018), about 28% of students are 
accepted through this alternative system. Private universities, on the other hand, tend 
to offer more opportunity for students to be accepted to their universities in non-
traditional ways. Approximately 40% of students, for example, were accepted through 
a recommendation in private universities (MEXT, 2017a). Also, because many private 
universities are affiliated with private secondary schools in Japan, students are often 
granted automatic admission if they graduate from one of these institutions. For this 
reason, students whose goal is to enter a public university usually spend more time 
preparing for standardized examinations.  

Mobile-assisted language learning. Mobile learning is characterized by the use of 
mobile technologies to acquire knowledge anywhere and anytime. In the last decade, 
mobile technologies have improved greatly, and this has allowed learners to make use 
of the portability and flexibility of these devices across disciplines. For language 
learners, mobile devices are especially useful because they allow for access to 
authentic content, native speaker interactions, and because of the commercial 
opportunities, a growing number of applications to facilitate language learning. 

There is a tremendous amount of literature in the field of MALL that focuses on 
various aspects of language learning and mobile technology. For example, 
Suwantarathip and Orawiwatnakul (2015) examined the improvement of vocabulary 
learning by using paper-based and mobile device based activities in university 
English-language classes. They found that the group using mobile devices improved 
their vocabulary test scores more than the paper-based group. This was because the 
mobile device group could work on their exercises outside of classroom, which 
provided students the flexibility to study at any place or time. This convenience also 
improved students’ motivation for learning.  

Yeh (2017) investigated the effect and perception of using podcasts for improving 
listening skills. The researcher found that students held a positive attitude toward 
podcasts and improved their listening skill through there use. In addition, students 
appreciated that they could choose podcasts that interested them and had access to 
latest information. This research indicated that in addition to improving language skill, 
it is possible to improve students’ motivation and interest in other countries. 

Shi, Luo, and He (2017) used the instant message application “WeChat” to encourage 
Chinese university students to communicate with each other in English. The 
interaction through text message made students feel comfortable to communicate in 
English rather than speaking English in the classroom. In addition, it helped improve 
their English proficiency.  

These studies show the variety of ways that mobile devices can make an impact on 
language learning. Mobile technology provides unique leaning attributes that can 
motivate and interest students in the process of language learning.  For these reasons, 
it is important to investigate how SES affects MALL and how students use and accept 
mobile devices to expand their opportunities for language-learning. 
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Purpose and Research Questions 

The purpose of this research inquiry was to explore how SES impacted Japanese 
university students’ acceptance and usage of informal MALL. The following research 
questions guided this investigation: 

1. What is Japanese university students’ overall acceptance of the use of mobile
devices for informal English-language learning?

2. What is their actual use of mobile devices for informal English-language
learning?

3. Are there differences in usage and acceptance due to SES?

Methodology 

The research was conducted using a mixed-method approach. The quantitative data 
was collected through a questionnaire at two universities – one private and one public. 
The number of participants totaled 112 (62 from the public university, 50 from the 
private university). Fifty-two point six percent were male and 42.1% were female. 
They ranged in age from 18-20 years old. Their majors were Economics, 
Environmental Science, and Human Culture. The survey instrument used in this 
research was a modified version of the M-learning Acceptance Model (Abu Al-Aish 
& Love, 2013). The modification changed the focus of the instrument from general 
mobile learning to informal MALL in addition to translating the questionnaire to 
Japanese. Research conducted by Mills (2016) showed that the modified instrument is 
valid. In addition, a frequency of usage scale for informal MALL, developed by Mills 
(2016) was used in this investigation. The questionnaire included the following 
sections: (1) acceptance of mobile devices for informal English learning, (2) usage of 
mobile devices for informal English learning, (3) demographics, and (4) open-ended 
questions. 

The qualitative data was collected through a group interview conducted in the public 
university. Participants for the interview were selected based on their responses to the 
quantitative questionnaire. The number of participants was eight - five were male and 
three were female. They ranged in age from 18 to19 years. Their majors were 
Environmental Science and Human Cultures. The interview was semi-structured, and 
a list of questions were created in order to guide the session. The group interview was 
recorded, and Excel was used to create and catalog themes by which the data was 
coded.  

Investigating SES. One limitation that was placed on the researcher in this 
investigation was that the universities restricted direct questions regarding SES and 
financial situation because students might feel uncomfortable or hesitate to answer the 
questions. Therefore, the researcher hypothesized that students attending a public 
university were more likely to be economically disadvantaged than students attending 
a private university. This is because the cost of tuition is 50% less at public 
universities than at private ones (MEXT, 2017b). Also, there are various discounts 
available to students who live in the prefecture where the public university is located. 
For example, the public university where the researcher conducted the study has a 
system where students who are residents of the prefecture receive a 50% discount on 
the entrance fee. Moreover, research conducted by Japan Student Services 
Organization (2014) showed that the average family income among public university 
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students is lower than private and national university students. In order to investigate 
this hypothesis, the researcher surveyed students in both settings about why they 
chose to attend their respective universities. The survey question was multiple choices 
and students could choose the reasons of location, tuition, major, professors, 
reputation and other.  

Figure 1: Reasons for choosing to attend this university 

The survey results showed that 71% of students chose public university because of the 
lower tuition; on the other hand, only 8% chose this answer in private universities. 
For many of the public university students, lower tuition was as important as the 
major they wanted to study when choosing a university. Private university students’ 
most important factor was major and other, but tuition was not something they needed 
to care about. This result supports the researcher’s hypothesis that public university 
students are from a lower SES compared to private university students.  

Results and Discussion 

Acceptance. There was no significant difference between public and private 
university students regarding acceptance of mobile devices for informal English-
language learning. Many of the students said that mobile devices were useful for 
informal English-language learning because of the portability and ease of use. Also, 
they felt that they could study in a more enjoyable way with mobile devices. This 
indicated that both groups of students were generally accepting of the use of mobile 
devices for informal English-language learning.  

The IAFOR International Conference on Education – Hawaii 2018 Official Conference Proceedings

ISSN: 2189-1036 233



 
Figure 2: Acceptance of MALL 

 
Usage. An independent sample t test was conducted to find a difference in usage of 
MALL between public and private university students. The test was significant, t (97) 
= -2.569,p = 0.012. Private university students (M=2.79, SD=0.57) used mobile 
devices for informal English-language learning more than public university students 
(M=2.48, SD=0.61).  

 

 
Figure 3: Usage of MALL 

 
In addition, there was a difference regarding which informal MALL activities they 
engaged in. The most common activities among public university students were using 
dictionary and translation applications. In contrast, private university students used 
their devices to listen to music and watch TV shows and movies in English. These 
results seem to indicate that students in public universities are more likely to use their 
devices for self-directed study rather than unconscious informal learning.  
 
Because it was hypothesized that private university students had a higher SES than 
public university students it could be inferred that SES influenced mobile device 
usage for informal MALL in the Japanese context both in frequency and in the types 
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of activities chosen. This may be explained by higher SES having greater access to 
technology, the Internet, and data plans than lower SES students. In addition, higher 
SES students are more likely to have the resources to travel abroad for study and 
leisure, so this may influence their usage of foreign media like TV shows, movies, 
and music.  
 
Findings from group interviews. The interview was conducted with public 
university students focusing on their usage and perception towards MALL. Most of 
the students said that they used their mobile device at one time for informal learning 
in order to prepare for their university enrollment exam. For example, they used 
applications to memorize vocabulary or learn English grammar. However, all of them 
said that they erased these applications as soon as they finished the enrollment exam 
and instead, they downloaded Japanese games for entertainment. This result indicates 
that students are familiar with utilizing mobile device for learning, but the problem 
was their motivation for continuing this practice.  
 
In contrast to private university students, the number of students who watch English 
speaking TV shows or movies was low among public university students. In the 
interview, most of the students said that they were interested in English speaking TV 
shows or movies, but they did not know how to find interesting ones. Thus, if the 
instructor introduced TV shows or movies in the classes, they would probably check 
them out in their free time. Through English language media content, students can 
learn about cultures in other countries. MALL outside of classroom provides 
unexpected opportunities to interact with English language that is used in real life 
(Kukulska-Hulme, 2017). This would be a good opportunity for lower SES students 
who might not have the chance to go abroad either for travel or studying English to 
experience how English is used in real contexts and learn about the target language 
culture. There are many free sources of English speaking media such as YouTube; 
therefore, the instructor could introduce free media to increase their cultural 
interaction at no cost. 
 
All the students said that mobile technology was useful because they could use it 
anywhere and anytime. This is a significant advantage of using mobile devices. 
However, there are some downsides of using mobile devices such as battery shortage 
and slow processing speed (Stockwell, & Hubbard, 2013). In this setting, the 
obstacles of using mobile devices for informal learning were Wi-Fi connection and 
battery. They had limited amount of data based on their mobile provider service plans 
and also, their university did not provide free Wi-Fi. This is a major problem in Japan 
where free Wi-Fi is not easily available even now. In addition, their phone battery 
drained quickly; therefore, they mainly used their mobile phone at home where they 
have Wi-Fi and access to a battery charger. It is also important to note here that most 
Japanese businesses, like restaurants, don’t allow customers to use the electrical 
sockets. It is vital that universities provide free Wi-Fi to the students so that they have 
access to the Internet more often, not only in their house. Students can listen or watch 
English language media content and might be able to improve their English skills 
consciously or unconsciously. 
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Conclusion 
 
This research investigated how SES affected students’ use and acceptance of MALL 
by comparing public and private university students. The result showed that there was 
no difference in acceptance of using MALL; both groups had positive attitude 
towards MALL. However, their usage of MALL was significantly different. Public 
university students mostly used mobile devices as a dictionary and translation tool, 
which are supplements for their traditional learning. On the other hand, while private 
university students used mobile devices dictionary and translation applications, they 
also used mobile devices for listening music or TV shows and movies. It indicated 
that students’ socio-economic status background influence their English language 
learning by limiting amount of interaction to foreign cultures. Also, despite the 
portability, public students did not have access to Wi-Fi through their mobile devices 
because of limited data amount and not having free Wi-Fi environment. Learning 
English sometimes costs money, going abroad, attending English language school or 
buying listening materials; therefore, it was important for instructors to provide low 
cost or free resources so that every student has the opportunity to learn real life 
English and gain an interest in learning. To do so, using mobile devices have the 
advantage because most of students already have a smartphone. The important part is 
to introduce available resources and encourage students to use their mobile devices 
for learning. 
 
There were some limitations to this research. First, the researcher was unable to 
question individual students’ regarding their SES due to rules set by the universities 
and for ethical reasons. This hindered the researcher’s ability to study the effect of 
SES on informal MALL effectively. Second, the researcher took a role as a facilitator 
in the group interview and seven out of eight participants were taking the researcher’s 
English-language course. This was a problem because even though the researcher 
clearly explained that the interview would not affect their grade, they might be 
hesitant to state their honest opinion. 
 
In future investigations, researchers should attempt to find a more accurate measure of 
SES than was used here. Also, when collecting data through an interview, it would be 
better if an outside facilitator is used rather than the participants’ instructor. This 
would help in reducing bias and the negative effects of unequal power distance 
relationships.  
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Abstract  
Despite of their considerable influence on multiple aspects of learning, language 
textbooks have most often been investigated for their cultural representation, 
frequently from the perspective of whose culture is represented, including target 
culture, source culture, and international cultures. Using examples from two lesson in 
two EFL textbooks, this article highlights the need for studies to also explore how a 
particular culture or topic is portrayed in textbooks. In particular, the article is 
interested in what these portrayals imply to learners about the world and their place in 
it. The findings suggest that what is implied in the two lessons examined is that 
English learners should be concerned with social justice issues, but only superficially. 
English learners in Taiwan should also recognize that even though Taiwanese people 
and Americans may be equals in their ability, they are very different socially. In 
addition, while a Taiwanese may be even more accomplished than an American, his 
success is inevitably measured against an American, the comparison of which 
determines the true worth of people in other parts of the world. Implications from 
these findings for both research and practice are discussed at the end of the article. 

Keywords: English-as-a-foreign-language (EFL) textbooks, critical discourse analysis 
(CDA) 
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Introduction 

Textbooks, as the main source and authority of learning, exert great influences on 
learners. As Ndura (2004) points out, “the content of instructional materials 
significantly affects students’ attitudes and dispositions toward themselves, other 
people and society” (p. 143). Despite of their considerable influence on multiple 
aspects of learning, language textbooks are most often investigated from the 
perspective of whose culture is represented, including target culture, source culture, 
and international cultures (Cortazzi & Jin, 1999). In such studies (e.g. Chao, 2011; 
Kim, 2012; Wu, 2010), analysis often focuses on representations of characters from 
different local and global backgrounds, representations of the local culture and other 
non-English/non-Western cultures, as well as intercultural elements such as 
“immigration, travel, cultural contacts, or intercultural comparisons” (Ke, 2012, p. 
175).  

Other examples of these types of textbook analysis include Song’s (2013) 
examination of Korean EFL textbooks, which found a predominance of information 
related to the target-language culture, namely, American English and culture. Su’s 
(2016) study of Taiwan senior high school EFL textbooks revealed American and 
British cultural content to be prevailing, even though aspects of a variety of other 
cultures were included. Shin, Eslami, and Chen (2011) analyzed internationally 
distributed English-language textbooks and found that content related to inner circle 
cultures (i.e. America and Britain) were the most prevalent. A common finding across 
these recent studies is that there has been increased attention toward intercultural 
understanding and interaction, even though these remain at the “traditional 
knowledge-oriented level of cultural presentation” (Shin, Eslami, & Chen, 2011, p. 
263) and “superficial interactions” (Song, 2013, p. 386).

That there is a hidden curriculum, defined by Giroux (1988) as “those unstated norms, 
values, and beliefs that are transmitted to students” (p. 51), in English-language 
teaching (ELT) textbooks, including those for native speakers as well as English-as-a-
second-language (ESL) and English-as-a-foreign-language (EFL) learners is a well-
received notion. However, considerations of hidden curriculum in ELT textbooks have, 
unfailing, for decades, focused on “whose perspectives, life, experiences, and cultural 
values are being transmitted” (Su, 2016, p. 393) while almost no attention has been 
paid to the issue of how those “perspectives, life, experiences, and cultural values” are 
portrayed. The latter agenda, apparently, has been better hidden.  

Purpose Statement 

The purpose of this paper is therefore to uncover this heretofore well-hidden agenda 
by using examples from two lessons in two EFL textbooks in order to highlight the 
need for studies that explore how a particular culture or topic is portrayed in textbooks. 
In particular, the article is interested in what these portrayals imply to learners about 
the world and their place in it 
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Theoretical Framework 

This article takes a critical perspective towards the understanding of language 
textbooks. Janks (2008) explains that “the use of the word ‘critical’ signals a view of 
language as central to the workings of ideology—as a key means of mobilizing 
meaning to sustain or contest relations of domination in society” (p. 183). As a result 
of such a theoretical lens, the goal of language education would be to systematically 
address how it is often through language (and by extension texts) that meanings are 
constructed in particular ways to sustain ideologies that privilege some while 
marginalizing others (Hawkins & Norton, 2009). Such a perspective that highlights 
the ideological nature of language and discourses would consider textbooks to “carry 
culture and ideological messages” (Pennycook, 2000, pp. 98-99), and even as a more 
effective instantiation of ideology than language classes (Heinrich, 2005). Thus, the 
critical perspective drives this study that is concerned with the subject positions 
provided to students in language textbooks regarding their place in the world as 
English-language learners. 

Method 

Locally produced senior high school (grades 10-12) EFL textbooks, regardless of the 
publisher, follow a similar format in each lesson. The central focus of each lesson is 
the reading selection, the title of which also serves as the title of the lesson. This is 
preceded by a pre-reading section which usually includes questions or activities that 
either elicit student interest or background knowledge in the reading selection. 
Following the reading passage, there are comprehension questions and discussion 
questions to help students understand the passage and share their thoughts on the topic. 
This is then followed by a vocabulary section which lists words from the passage to 
be learned. There is also a grammar pattern section that introduces one or two 
grammatical structures taken from important sentences in the reading passage. Finally, 
extension activities, such as writing practice, round up the lesson.  

Six versions of EFL senior high school textbooks from four publishers (Far East, 
Lung Teng, Nan-I, and San Min) are currently in use in Taiwan. Although there are 
four publishers, there are six versions of EFL textbooks because both Far East and 
San Min publishes two versions. Each version contains six books, i.e. one book for 
each semester. Each senior high school selects their own textbook, and both Lung 
Teng and San Min Version B are widely used. In deciding on particular lessons to 
serve as the example for analysis and discussion in this article, I decided on Book 1  
as it is the first EFL textbooks students come into contact with upon entering senior 
high school. In both the Lung Teng version and the San Min B version, there are 12 
lessons in Book 1. From each, I chose the first lesson that discusses a socially relevant 
issue rather than one that is a work of fiction. (Please see Table 1 below for a list of 
titles and topics from the two textbooks.) This article discusses the reading selection 
and the pre-reading section in two lessons from the two textbooks. One of them is 
entitled “Inventing a Better World,” which appears in Lesson 3 Book 1 in San Min 
Version B (Che, 2014). The other is entitled “Do You Treat Left-Handers Right?” 
which appears in Lesson 4 Book 1 in Lung-Teng (Chou, 2010). 
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Table 1. Book 1 of both textbooks and their reading selections. 

Lesson San Min--Title/Topic* Lung Teng--Title/Topic* 
1   Lost in the New School/The first day 

of a Taiwanese boy going to a high 
school in the U.S.A 

Learn English, Go Global/The 
importance of the English 
language 

2   A Lesson in Forgiveness/A boy 
learning a lesson in forgiveness 

Freshman Zit Girl/Self-confidence 

3   Inventing a Better World/The stories of 
two great inventions 

The Hospital Window/Helping 
people** 

4   A Colorful Life/Influences and 
symbolic meanings of colors 

Do You Treat Left-Handers 
Right?/Respect for the minority 

5   A Recipe for a Delicious 
Friendship/Discussing famous quotes 
about friends and friendship 

Water in Lijiang: A Gift from 
God/The ancient wisdom of water 
use 

6   When in Bulgaria, Do as the 
Bulgarians Do/Learning actual 
meanings of gestures 

Rhyming Fun in Poetry/Rhyming 
in a poem 

7   A Little Science Works a Lot of 
Magic/Using science and learning the 
secret behind the magic of science 

Elevator Ups and 
Downs/Technology and 
innovation 

8   The Long-Haired Spirits and the 
Thao/Thinking of a slogan to remind 
people to live in harmony with nature 

A Wonderful Tour on the 
Menu/Exotic eating habits 

9   A Rabbit’s Foot and a Piece of 
Wood/Learning about the origins of 
some certain superstitions 

Ride for Joy, Ride for Health/The 
story of a successful Taiwanese 
entrepreneur 

10   Why Do We Lie?/Observing people’s 
strange actions when they tell a lie 

Rudolph, the Red-Nosed 
Reindeer/The origin of the 
legendary character 

11   The Best Medicine/Finding out how 
easily one laughs 

Saving Sight Worldwide/A charity 
organization 

12   Working for Nothing Pays 
Off/Learning more about volunteering 
organizations and groups 

Enjoy Idioms from Head to 
Toe/Language usages 

*This is information from the table of contents in each of the textbooks. After
specifying the title of each lesson, the textbooks also specify the “topic” of the lesson.
**While the title and topic of this lesson “the hospital window/helping people” reads
like a socially relevant lesson, it is actually a story about two men named John and
Robert who “were both seriously ill” and who “shared the same hospital room”
(Chou, 2010, p. 35).

Reflecting the theoretical foundation based on which this study was conceptualized, 
critical discourse analysis (CDA) was the method through which the reading 
selections were analyzed. The goal of CDA is to illuminate how “language is 
implicated in the reproduction of and resistance to inequitable relations of power” 
(Norton, 1997, p. 207), and “the role of discourse in creating, maintaining, or 
potentially changing, unequal and hegemonic power relations” (Weninger & Kiss, 
2015, p. 57). Importantly, therefore, a CDA approach analyzes not “how texts reflect 
reality,” but how “the discourses operating in [texts] produce reality” (Ilieva, 2000, p. 
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54, emphasis in the original). Following Fairclough (1989, 1995), CDA involves three 
interrelated dimensions of analysis associated with three aspects of discourse. The 
linguistic features of a text should be analyzed and then considered within the context 
of the production and consumption of the text, which should in turn be understood in 
relation to the conditions surrounding the sociocultural practices relevant to the text.  

In following the CDA approach to making sense of the two lessons in the two EFL 
textbooks, the meaning of the linguistic features and accompanying images in each 
lesson were first analyzed, the results of which were then examined within the context 
of the textbook’s production and consumption as the source material for English 
learning in the EFL classroom. This was then explored in relation to the sociocultural 
context of English in a country belonging to the outer circle (Kachru, 1992) of 
English users in the wider global situation. 

In the sections to follow, unless otherwise stated, all the excerpts are taken from the 
reading selection under discussion.  

Findings and Discussion 

“Inventing a Better World” 

This reading selection consists of six paragraphs and is around 430 words in length. 
Two inventions are discussed in the reading selection to support the thesis stated in 
the first paragraph of the article, that “many times, people come up with ideas to meet 
their own needs. Later, the solutions to their problems may become great inventions 
that change our way of life.” The two inventions, a faucet “controlled by a built-in 
sensing device” and the Post-it note, are respectively attributed to Teng Hung-chi 
(henceforth Teng), a Taiwanese, and Spencer Silver, an American. Thus, from a 
cultural representation perspective, a Taiwanese and an American are both included in 
this article about important inventions. However, what is more important is how these 
inventors are portrayed, both linguistically and visually.  

The article discusses Teng first. In the two paragraphs that describe him, one explains 
how he came up with the idea of a faucet that could “run automatically without being 
touched” because “his hands were dirty from work, so he did not want to touch the 
faucet.” The other paragraph then discussed his success of winning international 
prizes for his inventions. In other words, Teng’s life and work was portrayed as a 
smooth-sailing process and a result of his own dedication and creativity without input 
from others. The latter point is reflected in the three images accompanying his 
portrayal which has a denotational relationship (Weninger & Kiss, 2013) to the two 
paragraphs about Teng. In the first image, we see a photo of Teng hard at work, 
underneath which is a caption that reads, “Taiwan’s Edison in his laboratory.” The 
second is an image of a pair of hands under a running faucet. The third image is of 
Teng with a big smile on his face, holding up a medal and a certificate, with the 
caption “winning first prize at the iENA exhibition.”  

While Teng’s success seems to have involved no one else, Spencer Silver (henceforth 
Silver) and the process of how the Post-it note was invented is portrayed very 
differently both linguistically and visually. The Post-it note was “the result of a failed 
experiment” to “invent a strong glue.” Despite of the failure, however, Silver “wasn’t 
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disappointed,” but “instead, he tried to convince his co-workers of the usefulness of 
the weak glue.” Most of his colleagues were not convinced, except for Art Fry 
(henceforth Fry), who discovered the utility of the weak glue while singing “hymns 
during church services,” which eventually lead to the creation of the Post-it note. In 
the two visuals that accompany the discussion of this invention, the first was a picture 
of Silver and Fry at a table full of Post-it notes. They are sitting side by side, shaking 
hands, with big smiles on their faces. This image shows a connotative relationship 
(Weninger & Kiss, 2013) to the passage, as the message is an implied one rather than 
one that is mentioned explicitly, i.e. that Silver and Fry appreciate having worked 
together to create the Post-it note, and also enjoy sharing their accomplishment. The 
other visual is an image of a group of people singing hymns at a church service, as 
people at standing at pews and looking down at the books they are holding. The shape 
and colors of the windows in the background also denote that this scene is that of a 
church service, which is mentioned in the paragraph above which this image is placed. 
It is not clear whether Fry is depicted in this image, but the medium to long shot 
distance of the image shows that the focus is not whether Fry is depicted, but that 
people are gathered at a church service. Finally, in the pre-reading section entitled 
Before You Read, there are nine images of “things you may need in your everyday 
life,” and students are asked to rank them in the order of importance. These nine items 
are a lightbulb, an air conditioner, a notepad, a box of tissues, a smartphone, a 
refrigerator, a television set, a cup of instant noodles, and a mirror. As these are 
images of things rather than inventors, they are not relevant to the goals of this study 
concerned with how people and issues are represented.  

Thus, the Taiwanese and the American(s) are portrayed to be on equal footing, as both 
have invented something that people all over the world use on a daily basis, and both 
are a part of the “world” discussed in the title “inventing a better world.” It can be 
argued that the Taiwanese is depicted as even more impressive in his accomplishment 
as he “has created many other useful inventions” and have won many prizes. However, 
regardless of how successful Teng is, at best, he can only ever be as good as an 
American, i.e. “Taiwan’s Edison.” Edison, whose world-wide recognition as an 
inventor is such that he requires no introduction, as none is given in the passage, is 
implied in the passage as the inventor against whom all other inventors in the world 
need be compared, and the definitive success for anyone is to be recognized in 
relation to Edison rather than be a great inventor in their own right. 

An important difference in the discussion of these inventors is their social relations, or 
in the case of Teng, the lack thereof. Both linguistically and visually, Teng is 
portrayed to be completely alone, either hard at work, or basking in glory. There is 
also an undertone of competitiveness associated with Teng, who has won many prizes 
partly as a result of entering into many competitions. In contrast, the Americans are 
portrayed as engaged in group activities (such as singing hymns together) and 
appreciative of team work. This is emphasized, as in the paragraphs that depict how 
the Post-it note was created, both Silver and Fry are portrayed as either trying to 
“convince his co-workers,” in the case of Silver, and “shar[ing] his thought with 
others in the company,” in the case of Fry. Therefore, even though the Taiwanese 
seems more successful, he works alone and revels in winning prizes while the 
Americans appreciate team work and relationships with others. It can be argued, 
however, that a cooperative mindset is often regarded as a more positive trait than a 
competitive one, as explained by Richard et al., (2002): “In much of the social-
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psychological and educational literature, competition is viewed as something 
harmful…whereas cooperation is described as competent social behavior that entails 
many positive consequences” (p. 515).Hence, while just as capable as his American 
counterparts in his creative abilities, Teng might not be as wholesome his fellow 
American inventors.  

“Do You Treat Left-Handers Right?” 

This reading selection consists of four paragraphs and is around 300 words in length. 
The first paragraph includes a brief introduction of how “90% of the people in the 
world” prefer to use their right hand. The second paragraph explains the difficulties 
faced by “people who prefer to reach out to the world with their left hand,” including 
writing from left to right and when they use scissors. How left-handedness was 
viewed historically was then described in the following one sentence, “That’s why 
left-handedness was once thought of as being abnormal and sometimes even a 
disease.” The paragraph then ends with information on some famous people who were 
and are left-handers, including da Vinci, Napoleon, and a popular Taiwanese-
American singer Wang Leehom.  

The third paragraph begins with the information that the main cause of left-
handedness is “still unknown,” and then gives a few examples of how people have 
become more understanding and considerate of left-handedness. The final example is 
that in England, “there is even a piano for the left-handed. The keyboard and pedals 
are reversed!” The concluding paragraph includes a hodge-podge of information, 
beginning with the suggestion that one can be thoughtful to left-handers by saying to 
them “Happy Left-Handers’ Day” on August 13, which, the passage goes on to 
suggest, might even lead one to meet their Mr. or Ms. “Right.” The paragraph ends 
with a caution for right-handers to be careful when attempting to hug a left-hander or 
kiss them on the cheek, as this might lead to “bump[ing] into each other!” 

In terms of the visual, there is only one image that accompanies the reading passage, 
and it is placed next to the information in the third paragraph about the “piano for the 
left-handed” in England. In the image, two pianos are positioned side by side, with the 
one on the left labeled “left-handed piano” and the one on the right labeled “right-
handed piano.” In the Warm-Up section that precedes the reading passage, five 
photographs are included. As the photos are placed under the title of the lesson, “Do 
You Treat Left-Handers Right?” it can be assumed that these are photos of well-know 
people who are left-handers. From left to right, the first is Maria Sharapova (a 
Russian tennis player who is a US resident), former US President Barack Obama, 
Natalie Imbruglia (an Australian performer, naturalized in the UK), Prince William 
(the Duke of Cambridge), and finally Angelina Jolie (an American actress). These 
images imply that left-handed is primarily a western issue (relevant most significantly 
to Americans and the British). They also indicate that, even though this is a locally-
produced textbook by a Taiwanese publisher, only images of western people are 
deemed appropriate for inclusion in an English-language textbook, as not even the 
popular singer Wang Leehom mentioned in the reading passage is included.  

Thus, the issue of left-handedness is presented in this lesson as mostly a western issue 
but also a global issue. First, the article states that left-handed people “have a hard 
time writing from left to right.” This statement does not take into account of some 
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East Asian scripts, such as written Chinese, which traditionally go from top to bottom 
and from right to left. The article also mentions that “in England, there is even a piano 
for the left-handed” in which “the keyboard and pedals are reversed.” While this is an 
important creation, it does not benefit left-handed people who do not reside in 
England or who do not have the financial means to acquire such a piano. Finally, left-
handedness is also presented as a global issue with the mention of Left-Hander’s Day, 
which the readers of this article (i.e. the EFL learners in Taiwan) are encouraged to 
participate in. This reflects Canale’s (2016) observation that “in textbooks of 
languages of global status,” such as English, what is often represented is “an 
emerging homogenous (global) meta-culture that unites all English users” (p. 237). In 
this article, the specificity of left-handedness in different cultures is never mentioned 
or acknowledged. By presenting left-handedness first as a western issue and then as a 
global issue, the article has positioned a western issue as essentially a global issue, i.e. 
as the global norm, and as such, could be made relevant to Taiwanese EFL learners if 
only they remember “to say ‘Happy Left-Handers’ Day!’ every August 13.” 

In addition, while the reading highlights a social justice issue, i.e. the rights of a 
minority group, the issue is presented in a superficial manner. In other words, 
“treat[ing] left-handers right,” according to the passage, means doing the following: 
knowing that left-handers have a difficult time writing from left to right and using 
scissors, that left-handedness was in the past considered “abnormal” and “a disease,” 
and that “the main causes [of left-handedness] are still unknown.” Treating left-
handers right also means making designs of doors, computers, and piano, etc. that are 
left-hander friendly, celebrating Left-Hander’s Day, and being careful when giving 
them hugs or kisses on the cheek. Of these, the description of left-handed people in 
the past, “as being abnormal and sometimes even a disease” is the most superficial. 
Rather than simply being considered as a disease or being abnormal, there was a long 
time in history when left-handed people were subject to severe vilification and left-
handedness viewed as witchery, the consequences of which are often unimaginable 
today. Another issue glossed over is how even today, left-handers are still stigmatized 
in some cultures, such as in China (Kushner, 2013). Thus, by including a social justice 
issue related to a minority group but handling it in a lighthearted manner, the lesson 
does not engage in any politics “other than the politics of representation,” (Banet-
Weiser, 2007, p. 222), i.e. the assumption that having included the topic is enough, 
and that a more considerate discussion of the cultural-historical dynamics surrounding 
the issue is not necessary.  

The politics of exclusion is also at work regarding how the issue is discussed. Canale 
(2016) explains the politics of exclusion as “the exclusion of certain groups…to 
achieve an idealized and homogeneous representation” (p. 234). In this passage, the 
representation of the situation for left-handed people is indeed “idealized” as a result 
of the exclusion of their vilification historically and current stigmatization in some 
parts of the world. It could be argued that such an exclusion is necessary as there is a 
strict limit to how long an article can be in an EFL textbook. However, as Canale 
(2016) cautions, “this is still problematic since this type of exclusion may mis- or 
underrepresent the foreign culture [or in this case the issue] and may also fail to 
favour students’ critical awareness by not showing the complexities underlying any 
cultural group [or any issue]” (p. 232). When students repeatedly encounter such 
portrayals in different lessons about different people and issues, superficial and 
lighthearted understanding of complex social matters would eventually become their 
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normative way of thinking. 

From a CDA perspective, word limit, or as Canale more eloquently describes as 
“information load,” is a poor excuse for excluding certain information if one 
considers “why and how is a topic being written about, and what other ways of 
writing about the topic are there? (Ilieva, 2000, p. 54). Indeed, the article about left-
handed people could have been written with a focus on their historical treatment or 
current stigmatization. In other words, how a topic is discussed very clearly 
demonstrates the ideological leaning of an author or publisher, but more importantly, 
it shows “the imbrication of linguistic-discursive practices with the wider 
sociopolitical structures of power and domination” (Kress, 1990, p. 85). In the case of 
this reading selection, the “wider sociopolitical structures of power and domination” 
is a view towards minority groups and their discrimination as characterized by a post- 
ideology, i.e. that equality has been achieved, and therefore, activism to fight against 
discrimination is no longer necessary. Gill (2016) has discussed this in terms of 
gender relations and Kornfield (2016) has identified such an ideology in relation to 
racism. This passage suggests a post- ideology towards physical discrimination, as it 
glosses over any substantial discussion of how left-handedness was viewed 
historically and also ignores stigmatization of left-handedness that still survives in 
some cultures (Eveleth, 2013).  

General Discussion 

The preceding sections have addressed how particular topics (in “Do You Treat Left-
Handers Right?”) and people belonging to particular cultures (in “Inventing a Better 
World”) have been portrayed in EFL textbooks. But what do these portrayals that 
appear in an EFL textbook demonstrate to English learners about the world and their 
place in it? This will be discussed in the following.  

According to these lessons, English learners should be concerned with social justice 
issues, but only superficially. That is, in learning about minority groups around the 
world, simply knowing that they exit is enough, as most discrimination occurred in 
the past, and the world today has achieved equality for all, for the most part. These 
minority groups should be celebrated in ways that improve the convenience of life for 
them and for others.  

As English learners, they should also know that Taiwan and America are both a part 
of the world, and have an equal place in it, at least in terms of people’s ability as 
inventors. However, success as a Taiwanese, despite of receiving multiple awards, 
nevertheless has to be measured against an American, such as Edison, the comparison 
of which determines the true worth of people in other parts of the world.  

In addition, English learners should also recognize that even though Taiwanese people 
and Americans may be equals in their ability, they are very different socially. 
Americans appreciate cooperation and are happy to share acclaim. They also enjoy 
harmonious social relations. Taiwanese people, on the other hand, toil alone and 
succeed alone, perhaps valuing rivalry more than anything else, the reason for 
entering competitions and receiving awards.  
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Conclusion 

In their discussion of a critical perspective towards language education, Hawkins & 
Norton (2009) emphasized “the importance of relating micro relations of applied 
linguistics to macro relations of society” (p. 2). This has been the goal of the present 
article, achieved through a critical discourse analysis of two lessons in two EFL 
textbooks from Taiwan.   

The findings have shown that just as important as whose cultures and what topics are 
included in English-language textbooks is how these cultures and topics are portrayed 
and the consequences of the portrayals. As this has been demonstrated through an 
analysis of two lessons rather than a whole series or sets of textbooks, the logical 
conclusion might be to suggest a more comprehensive analysis of textbooks from this 
lens. Another logical line of investigation might be to explore how teachers and 
students using these textbooks respond to the ideologies discussed in this article, an 
avenue of inquiry suggested by Canale (2016) and Guerrettatz and Johnston (2013). 
However, what seems to be even more urgent is the consideration of per-service 
teachers, whose relations to textbooks is much less often highlighted, but who may be 
in the best position to make the most difference in the long run. An issue that should 
be deliberated, for both research and practice, is how to work with future teachers so 
that they not only have a better understanding of dominant ideologies in English-
language textbooks but also how to overcome these hegemonic discourses in their 
everyday use of these authoritative texts with their students so as to enhance critical 
awareness of language as social and ideological practices for the next generation of 
learners.  
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Abstract 
The U.S. Institute of Medicine (IOM) 2016 report urges educators to incorporate the 
social determinants of health into training the U.S. health workforce at every level: 
clinicians, administrators, educators, researchers, and policy makers. The IOM study 
on a framework to support teaching health professionals about social determinants of 
health (SDH) was commissioned because “[e]ducating health professionals about the 
social determinants of health generates awareness of the potential root causes of ill 
health and the importance of addressing them in and with communities. … [leading] 
to more effective strategies for improving health and health care for underserved 
populations.” Taking into account the social determinants of health improves all 
professional practice and helps us achieve equity at a population level. Tobacco and 
infant mortality provides cases showing the influence of SDH on health equity 
interventions and outcomes.  These cases are reviewed using the lens of the Multilevel 
Model of Social Determinants of Health. Nurses and other professionals can answer 
the call to incorporate SDH into professional education.  The IOM report offers a 
framework for transforming our curricula.  It also offers frameworks and learning 
activities for use in the classroom.  These are reviewed for usefulness.  
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Applying Health Equity to the Classroom: 
 
Using the IOM Report on Social Determinants of Health to Teach Professionals 
 
Introduction 
 
The social determinants of health (SDH) consist of “the conditions in which people 
are born, grow, live, work, and age, including the health system”1.  Data that emerged 
from Canada in the 1970’s2 demonstrated that these factors account for about half of 
health outcomes, while behavior, biology and health services account for far less 
(Figure 1).  These data have been repeatedly reinforced in the decades since3,4.  Yet, 
we do not teach health professionals much about SDH, a serious deficiency in their 
preparation to serve in today’s world5,6.  Agencies in England and Canada, U.S. 
scholars, and World Health Organization (WHO) have issued calls for more holistic 
education of health professionals for today’s world, health professionals who 
understand the social determinants of health7.  
  

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 1. Contributors to Health Outcomes. 
These data emerged in the 1970’s from Canada2 and have remained remarkably stable 

over the decades since3,4. 
 

The Institute of Medicine (IOM) issued a recent report urging educators to incorporate 
the SDH into training the U.S. health workforce at every level: clinicians, 
administrators, educators, researchers, and policy makers8. The IOM report included 
recommendations, frameworks, and other resources to support teaching health 
professionals about social determinants of health.  The report was commissioned 
because “[e]ducating health professionals about the social determinants of health 
generates awareness of the potential root causes of ill health and the importance of 
addressing them in and with communities. … [leading] to more effective strategies for 
improving health and health care for underserved populations.”9 Taking into account 
the social determinants of health improves health services and helps us achieve equity 
at a population level. 
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In fact, we might call SDH social determinants of life, rather than health, since they 
affect many other outcomes than health.  Educators in all professions that deal with 
human services can and should answer the call to incorporate them into curricula. But, 
educators often lack the tools for doing so.  In the IOM report, it is noted that health 
professional educators generally lack sufficient training, diversity, community 
partners, a unifying framework, and evidence of appropriate educational approaches.  
SDH can be useful to educators in other disciplines, as they likely face similar issues.  
Below and using the IOM report resources, educators can begin to fill some of those 
gaps. 
 
Social Determinants of Health 
 
Students often show a passion to learn the practice skills of their proposed profession.  
The relevance of context to working with their patients (or clients, or customers) may 
not always be obvious to them. Faculty also sometimes feel this way about SDH.  
They may need training to increase their own understanding how that context, SDH, 
affects outcomes, and how it applies to their practice.   
 
Health equity is one issue—perhaps the most salient one in the US—for clinicians to 
take SDH into account.  Healthy People 2020, the national plan for public health, has 
included equity as an overarching goal, defining it as the “attainment of the highest 
level of health for all people. Achieving health equity requires valuing everyone 
equally with focused and ongoing societal efforts to address avoidable inequalities, 
historical and contemporary injustices, and the elimination of health and health care 
disparities.”10  This started with racial disparities, but now includes other populations, 
such as rural, or Lesbian/Gay/Transgender/Intersex, or any population that 
experiences a preventable disparity.   
 
SDH help us understand health inequities.  These inequities appear on the population 
level, as differences between groups, perhaps in an agency where we work. When we 
provide care for individuals, we see health inequities as our outcomes, at the end, the 
results. Where do they come from?  If we take a couple of steps back, we see 
disparities in the care of medical conditions.  We have enormous bodies of evidence 
for this in the US11.  We know from these data that women don’t get the same care for 
heart disease as men, and rural and poor populations have harder times getting to 
primary care providers, etc.  This is where clinical health care providers are, in the 
clinical agency, providing clinical care.  Actually, the care we give is a social 
determinant of health.  But, we usually think of this in a systems level, in terms of 
access to care.  If, as in the Trajectory of Health Inequities (Figure 2), you take a 
couple more steps back, you see more disparities that lead to health inequities in 
outcomes, in terms of exposures and behaviors.  So, if you are American Indian you 
are more likely to smoke12, and lower paying jobs tend to have more occupational 
hazards13.  If you take a couple more steps back, you get to environmental exposures 
that have disparities.  For example, poor neighborhoods are more likely to be unsafe14 
or have toxic waste15. 
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Figure 2.  The Trajectory of Health Inequities 

The Trajectory of Health Inequities helps us to identify the root causes of health 
inequities by taking us a few steps back, to the social determinants of health that lie 

behind the immediately obvious inequities of medical conditions between populations 
we see in at health agencies16. 

 
SDH are experienced by people before they enter the examination rooms.  And, 
prevalences of SDH occur in populations, which may or may not be present in the 
individual in front of us.  Addressing inequities in SDH falls out of our control as 
health professionals, right?  Not exactly.  Addressing SDH As clinical providers, we 
do need to take SDH into account as we care for people, and we can’t do that if we do 
not know about them.  When we counsel and advise, we need to take them into 
account.  When we counsel diabetic patients to eat more fresh produce, for example, 
we need to know if fresh produce is available in their neighborhoods or if they have to 
ride two buses for an hour each way to get to a source of healthy food.  If we ask 
persons heart disease to quit smoking, can they get free nicotine patches to help them?  
If we recommend to someone get regular exercise, we need to know if there are safe 
places to walk or ride a bike in their communities.  (See Jones17 for more on this.)  If 
there are not such resources, we as professionals should speak on behalf of developing 
them, using the resources of our education and credibility to advocate for our people 
and our community.  And, we should teach this to students, that health means more 
than just clinical care, that a profession means more than practice, more than an office 
and a desk. 
 
In other professions, SDH also apply to the work.  We call them the social 
determinants of health, but they affect every aspect of the quality of our lives and our 
behavior.  Architects, for example, might create excellent plans for their clients.  But, 
if the supply chain does not have the right materials available, those plans will not 
result in good buildings.  Civil engineers might design bridges beautifully to 
withstand earthquakes, but if the contractors and inspections are corrupt in their 
region, the bridges will fall.  The sales staff might believe that their skills will make 
the sale, but the conditions in which their customers live and work affect their 
decisions just as much.  All these professions need to know the SDH of those they 
serve in order to serve them well.  So, those who educate them must understand and 
teach about SDH. 
 
Multilevel Model of the Social Determinants of Health 
 
One way to help students understand SDH is to use frameworks to illustrate their 
interactions with each other and influence on health outcomes and/or quality of life.  
The multilevel model shown in Figure 3 offers a general approach, one Dalhgren and 
Whitehead developed for the WHO in its work on health equity18.  All of the factors 
listed in the model affect both behaviors and health outcomes, at both the population 
and individual level.  (Examples taken from tobacco and infant mortality follow.)  
The central factors of age, sex, constitution (e.g., genetics, appearance, family 
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history), cannot be modified.  As you move out in the shells, factors can be modified, 
but less and less by the individual, and more and more by larger groups in society.  
This model can work well to explain SDH and their influence to students, both in 
health and other professions. 
 

 
Figure 3.  Multilevel Model of Social Determinants of Health 

Dahlgren and Whitehead introduced this model of the social determinants of health in 
1993 for the World Health Organization to use in its work on health equity in Europe.  

Here it is shown in a revised design18. 
 

Reducing Tobacco Use by Addressing Social Determinants of Health 
 
Most considerations of SDH look at broader areas, such as educational opportunities, 
employment, or community safety.  A more focused target, such as the environmental 
change of eliminating second hand smoke from public places, does not usually come 
to mind.  Yet, this focused intervention using a SDH has important effects, and shows 
us their power.  The WHO has sponsored the Framework Convention on Tobacco 
Control, the first treaty negotiated by the WHO, starting in 2005 with 40 countries.  
Now ratified by 168 parties19, it covers 2.8 billion people globally20.  Treaty 
provisions contain evidence-based policies that reduce tobacco dependence. 
“Interventions were defined as cost effective if the cost per disability adjusted life 
years (DALY) averted was less than three times the country’s gross domestic product 
per capita and very cost effective if each DALY could be averted at a cost less than 
the gross domestic product per capita.”21  In other words, all treaty provisions not only 
effectively stop people from smoking, but also save governments money.  This 
example of SDH shows that a focused SDH intervention can have clear benefit.  
Many think of tobacco use as eminently individual, but SDH have enormous effects 
on this individual behavior.   
 
Treaty provisions all do this by changing SDH, resulting in changes in individual 
decisions about tobacco use and tobacco cessation.  Provisions work mainly via the 
general socioeconomic, cultural, and environmental conditions shell of the Multilevel 
Model just introduced. 
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• Regulation of tobacco product contents 
• Elimination of public tobacco smoke 
• Packaging and labelling of tobacco products  
• Price and tax measures  
• Education, communication, training and public awareness  
• Tobacco advertising, promotion and sponsorship  
• Illicit trade in tobacco products  
• Sales to and by minors  
• Provision of support for economically viable alternative activities  

 
Tobacco provides an example of how interventions changing the social determinants 
can target a specific health behavior.  It is pretty direct, looking at environmental 
factors directly related to tobacco.  But, the WHO, the IOM report, and many others 
also make the argument that more general social determinants of health also must be 
addressed to promote health generally, and health equity specifically.  Health 
disparities in U.S. infant mortality rates provides an excellent example.  We can use 
SDH to understand this critical health issue.   
 
Racial and Ethnic Inequities in U.S. Infant Mortality Rates 
 
U.S. infant mortality rates have dropped steadily over the last several decades (Figure 
4).  However, the gap between the races have changed very little over that time.  As 
Wise put it, each death is a “shame,” but the gaps in the rates are “shameful”22.  How 
can so much progress be made overall, and so little in the health inequity?  SDH help 
explain this contradiction. 
 

 
Figure 4.  U.S. Infant Mortality Rates by Race & Ethnicity 

Although infant mortality rates have dropped in all groups over the last 20 years, gaps 
between populations persist.  Source:  CDC/NHCS National Vital Statistics System. 
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Although at one time it held currency, few now argue that genetic differences drive 
racial disparities in infant mortality23.  Low birth weight (LBW) is the biggest risk 
factor linked to infant mortality rates.  David and Collins published a landmark study 
of racial disparities in LBW24, early in a wave of studies that show that SDH have far 
more effect on inequities in rates of both LBW and infant mortality. This study of 
birth weights in Illinois from 1980 to 1995 showed that birthweights of U.S.-born 
Blacks consistently averaged lower than those of U.S.-born Whites, while those of 
African-born Blacks were similar to U.S.-born Whites.  This data helped eliminate 
support from the hypothesized genetic tendency of Blacks toward a normal range of 
smaller birth weights.  Conversely, the David and Collins’ data supported the 
Weathering Hypothesis25,26, that the experience of stress over a lifetime contributes to 
poor birth outcomes among U.S.-born Blacks.   

 
Racial inequities in infant mortality rates provide an example of how the Multilevel 
Model may be used to explain health or other inequities, using each level in the 
model.  Studies provide data for how SDH in every part of the Multilevel Model 
contribute to racial disparities in U.S. infant mortality rates.  The contribution of SDH 
shows that such disparities are preventable and inequitable. 
  
Age, Sex, and Constitutional Factors 

• Mothers older than 40 years or in their adolescence have babies more likely to 
die in infancy27. 

• Rates of infant mortality in the US have substantial variation by race and 
ethnicity (Figure 3).  Black American and American Indian babies die a 100% 
and 50% higher rates than European American babies, respectively27.  And, 
these inequities have widened over the last decade, as rates overall have 
dropped27.   

  
Individual Lifestyle Factors 

• Maternal use of tobacco, alcohol, and recreational substances are associated 
with increased rates of infant mortality28.  

  
Social and Community Networks 

• Unmarried mothers have a 73% higher chance of their babies dying in 
infancy27.  This may be related to less access to social networks than mothers 
with a partner. 

  
Living and Working Conditions 

• Mothers with lower educational levels more often have babies who die in the 
first year of life28. 

• Starting care later in pregnancy or absence of medical insurance are risk 
factors both linked to preterm delivery (PTD) 29, which is a substantial risk 
factor for infant mortality27, 28, 29. 

• Longtime residents of poor and higher density communities also experience 
higher rates of LBW, which is the biggest risk factor for infant mortality28. 
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General Socioeconomic, Cultural, and Environmental Conditions 
• The strongest risk factors linked to infant mortality are LBW and PTD.  Infant 

mortality is 25 times more likely among LBW babies27.  LBW is found in two 
thirds of all infant mortality30, PTD in one third31.  Leading scholars of infant 
mortality, LBW, and PTD have identified maternal stress and specifically 
racism as etiological in these outcomes32 33, 34, 35. 

• Low socioeconomic status has also been identified as leading to higher rates of 
infant mortality28. 

  
Frameworks 
 
The IOM report provides guidance for teaching SDH.  It provides seven frameworks 
useful for classroom teaching.  The report also provides a framework for 
incorporating service learning into an educational program.  One chapter gives the 
results of a review of the literature of learning activities useful for teaching SDH, and 
offers examples of learning activities.  Finally, the report presents a framework for 
incorporating SDH into an educational program, a framework which applies to health 
professional and other education programs.  These resources are presented briefly 
here.  Those that seem useful in specific cases can be examined in more detail in the 
report itself. 
 
The IOM reports devotes a chapter to present a model to help educators incorporate 
teaching SDH throughout an educational institution, including placing the institution 
itself within a context of SDH.  This conceptual model (Figure 5) illustrates an 
institutional shift “from individual examples of education, networks, and partnerships 
to the broader concept of frameworks within which curricula and programs can be 
tailored to meet situational requirements.”36.  This shift helps educational institutions 
provide support for an integration of SDH into education at all levels, for new 
providers, graduate education, continuing education, practicing professionals, policy 
makers, and administrators.  The goal at the center is lifelong learning. 
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Figure 5. Institute of Medicine Conceptual Model for Framework for 
Strengthening Health Professional Education in the Social Determinants of 

Health37The IOM report points out the need for three domains for successful 
integration of SDH throughout an educational program: content, structural stupport, 
and community partners.  Each domain has necessary components.  It also places the 

educational institution inside its own set of SDH.  This model draws on several 
sources, given in the original report. 

 
The IOM report recommends that we use the framework in many areas of education.  
It calls for educators to use it to create lifelong learners.  Providers should us it to 
guide work and missions.  Researchers should use it to guide the development of an 
evidence base to teach this content, which sorely lacks. They also ask for programs 
that include interprofessional education, community-engaged learning, experiential 
education, and health outcomes research. 
 
The model presents three domains needed for successful integration of SDH into an 
educational institution, each with needed components, all addressed in the report.  The 
education domain has four components.  Experiential learning is one, which includes, 
applied learning, community engagement, and performance assessment.  
Collaborative learning is another component, which includes problem and project-
based learning, student engagement, and critical thinking.  An integrated curriculum is 
the third component in this domain, which encompasses interprofessional and cross-
sectoral content and is longitudinally organized across the curriculum.  Finally, 
continuing professional development provides the last component, which includes 
both faculty development and interprofessional workplace learning. 
 
The Community domain has three components.  First, it must have a reciprocal 
commitment in terms of community assets, willingness to engage, networks, and, 
resources.  Also, community priorities must be taken into account in terms of 
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evaluation of health impacts toward equity and well-being.  The domain also requires 
community engagement, in terms of workforce diversity, recruitment and retention. 
 
The Organization domain refers to infrastructure and administrative support for 
teaching SDH.  This domain requires the component of a vision for and commitment 
to education in the social determinants of health, which can be seen in the policies, 
strategies, and program reviews, in resources allotted, in how the infrastructure is 
designed, and in promotion and career pathways.  Another component is a supportive 
organizational environment, which includes transformative learning, dissemination of 
pedagogical research, and faculty development and continuing professional 
development. 

 
Learning Activities 
 
Like most educational research, few data have been generated about how to teach 
professionals to incorporate SDH into their practice. In the IOM report, scholars 
reviewed the literature looking for examples of health professional programs that 
taught SDH.  They did not identify any long term evaluations for educational 
interventions, such as community-based or health outcomes38.   
 
The review did identify descriptions of course activities and student reports of their 
evaluations of them.  Service learning topped the list as the type of experience most 
often used to teach students about SDH.  After that came community-based learning, 
such as needs assessments and service, reflections, and interprofessional activities.  
Results that students reported included the ability to see a “bigger picture,” feeling 
less biased, increased comfort in the community, and changes in career choices.  
Students preferred to have more variety of activities, clinically based experiences, and 
guidance in their activities. 
 
An individual assessment of SDH was another example given of a learning activity to 
teach SDH39. Duke University School of Nursing uses this and other learning 
activities in a summer pipeline program of high school students interested in nursing.  
Staff in the program administer the assessment to identify potential barriers to student 
success. Afterwards, staff debrief students to address any potential distress caused by 
the sensitive nature of the questions. Based on student response, staff create 
Prescriptions for Success.  The tool was developed with a grant from the Nursing 
Workforce Diversity Program of the Bureau of Health Professions of the Health 
Resources and Services Administration (personal communication). 
 
In another example, the Herbert Wertheim College of Medicine provides a curriculum 
on SDH.  The college’s Green Family Foundation Neighborhood Health Education 
Learning Program organizes interprofessional home visits in partnership with 
community agencies.  At the visits, students and the professionals help families 
address SDH.  Community agencies recruit the families.  Service learning is also 
incorporated into this innovative curriculum.  As described in the IOM report, the 
Wertheim program clearly incorporates the components of all of the domains of the 
IOM model of SDH40. 
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Community windshield or walking surveys provide another learning activity that 
helps students learn more about the community and SDH (one not included in the 
IOM report). Students survey the neighborhood where their clients live, either 
walking or driving.  Getting outside of the classroom can surprise students (and 
faculty).  Directions for doing this are common, including some good ones from the 
University of Kansas41.  
 
Conclusion 
 
Students and faculty alike might not immediately see the application of SDH to 
professional practice, but evidence that they matter profoundly to our customers and 
patients abounds.  The IOM report gives educators some of the tools for meeting the 
challenge of teaching SDH to the next generation of professionals.  Using those tools, 
identifying others, finding out which of approaches work, and developing new ones 
provide educators with challenges for the future. 
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Abstract 
Short description: A multivariate approach was applied focussing on perceptions of 
students’ self, relationships and aggression. Long description: The dynamics of 
learning at a university from undergraduate to post-graduate is complex. Aggression 
is part and parcel of everyday life and learning. Knowledge management within such 
a context poses challenges to those involved, i.e. for student-learners, professors and 
management. In this paper we address students’ perceptions of self, relationships and 
aggression. Objectives: To explore and describe the significance of differences 
between the perceptions of students of aggression of various groups perceiving higher 
versus lower intra- or interpersonal relationships and to formulate guidelines to 
manage perceived aggression. Method: A quantitative, exploratory and empirical 
research design that is multivariate inferential and descriptive was followed. A 
questionnaire was electronically distributed to all students in a faculty of education. It 
consisted of biographic, personality and aggression question items. Cronbach alpha, 
factor analyses, and multivariate comparisons (Hotelling T-square followed by t-tests) 
were used to investigate differences between groups concerning factors of aggression. 
The independent variables were self- love, interpersonal relationships and 
disconnectedness. Ethical clearance was obtained.  Results: The findings reflected that 
when a person exhibits self-love there is a significant difference with respect to 
aggression. A student with self-love is less aggressive towards self and others 
compared to persons perceiving themselves as having less self-love. Conclusion: The 
challenge is to assist students to understand and manage their own perceptions of self, 
relationships and aggression to facilitate dynamic adult education.  

Keywords: Students’ perceptions, aggression, college, factors influencing 
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Introduction 
 
When one approaches a researcher-academic with a request to define the concept 
“aggression”, one is immediately confronted with the evasiveness and complexity of 
defining this specific concept. In spite of this it is often obvious when looking at even 
a toddler in role play that it is not difficult to identify the manifestations of aggression. 
The difficulty to define aggression can be amongst others ascribed to the often subtle 
manifestations, the multi-facet-ness, and the almost dubious presentation of variability 
and often indirectness of approaches. Nevertheless persons are usually able to identify 
when aggression is presenting. In the instance of making a distinction between 
aggression and assertiveness we observed that persons find it troublesome, confusing 
and difficult to separate these two concepts from each other. 
 
We also observed that aggression is part and parcel of everyday life. It is difficult to 
consider any day without aggression. Aggression is experienced daily ranging from 
subtle manifestations of aggression to extreme acts of contravening own or another 
person’s human rights. If this is coupled to the fact that no person (man) according to 
Buber 1957 (Stanford Encyclopedia of Philosophy, 2014) is an island and that all 
behaviour is motivated (Cherry, 2015) one is confronted directly with the reality that 
to be alive is to experience aggression. One is distinctly brought to the realization that 
aggression can manifest in a positive manner when for example survival is at stake, 
but more than often in a negative and destructive manner when a person’s mental 
health is challenged on a wide front. 
 
Education students at a university are not isolated from the reality of the experiencing 
of aggression. Further, these students are preparing themselves for a career in which 
they will most probably be confronted daily with aggression. They will and are also 
experiencing their own aggression and that it can be turned on themselves or on 
others. Education students are and also will be in future subjected to aggression from 
others, such as learners in their classes, or colleagues or management and even their 
own friends and family members.  
 
Aggression in the context of intra- and interpersonal relationships 
 
Aggression manifest through relationships, whether intrapersonal or interpersonal. It 
is human beings within relationships that can exert or experience aggression (Mayer, 
1997; Kaukiainen, Salmivalli, Bjorkqvist, Osterman, Lahtinen, Kostamo & 
Lagerspetz 2001). Human aggression is dependent and tapered within the context of 
morals, values, previous experiences, social and family contexts, traditions, religious 
orientation, spirituality and many more indicators that are at play where human beings 
interact. Thus in this regard the self and value placed on the self by an individual is 
central.  Aspects such as self-respect, caring for oneself, having passion for oneself, 
and self-value is crucial (Pietersma & Dijkstra, 2012; MacDonald, 2015; Santilli, 
2015). Aligned with this and in line with Buber’s (1957) statement that no person can 
live in isolation, are relationships with others. The question of how persons perceive 
themselves is pivotal. Are they on the one hand perceiving themselves as 
approachable by others, are they perceived as being friendly, caring and supportive 
towards others? Or on the other hand, how do other persons perceive them? 
Aggression is a fact of life where interaction is taking place between human beings. 
All interactions, whether intra- or interpersonal, do not always develop smoothly. In 
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this regard interaction and the quality of interaction with others can be perceived as 
challenging and less constructive when they view themselves as “loners”, or as being 
over submissive and complaisant.  
   
Demarcation of aggression 
 
Although it is difficult to define the concept aggression, we pose some working 
definitions to place aggression within the context of this paper.  
 
Aggression is viewed as behaviour, including hostile, injurious or destructive 
behaviour, directed to another individual or the self, with the intent to harm (Mayer, 
1997; Anderson & Huesmann, 2003). Aggression can be classified into different types 
of aggression: active overt aggression, verbal aggression, direct and physical 
aggression, and argumentative aggression. 
 
Active overt aggression refers to the behaviour of a person intended to harm another 
person physically, psychologically or to damage or destroy or to take a person’s 
property (Kaukiainen, et al, 2001; Kumar & Mittel, 2014); Oade, 2015). Verbal 
aggression refers to attacking the self-concepts of other persons rather than their 
positions and include name-calling, threats, ultimatums, negativity, resentment and 
suspicion (Bjorkqvist, Lagerspetz & Osterman, 1992; Kaukiainen, et al, 2001; Infante 
& Rancer, 2012; Academy of Pediatrics, 2010). Direct and physical aggression refers 
to a direct means of aggression taking place in in face-to-face situations and include 
menacing gestures, swings at people, grabbing at clothing, striking, pushing, 
scratching, pulling hair, attacking, hitting, kicking, tripping, shoving and taking things 
(Bjorkqvist, Lagerspetz & Osterman, 1992, Kaukiainen, et al, 2001). Argumentative 
aggression involves attacking the positions other persons take on given issues and 
include a predisposition to recognize controversial issues, advocate positions and 
refute opposing positions (Infante & Rancer, 2012).  
 
As can be seen from the above, aggression can manifest as verbal and physical; it can 
be direct or indirect; it can be covert or overt; or it can be explicit or evasive. 
Nevertheless all manifestations are within the context of intra- or interpersonal 
relationships. Aggression can manifest through bad mouthing someone else, 
spreading rumours, and telling secrets of a person to others, criticising others, giving 
negative names to another person, being seen as a hothead, influencing someone to 
dislike another person and teasing. Further there can be a willingness to get into 
arguments, a tendency to yell at others and to shut others out of a group. Aggression 
can also manifest through the taking of others’ property without permission, the 
telling of false stories, the writing of notes about others, and the planning to bother 
another person. On the physical side aggression can be that one is seen as getting into 
fights more frequently as compared to others, threatening others, the kicking of 
another person, being viewed by others as aggressive and pushing others to the 
ground. 
 
It stands for reason that intra- and interpersonal relationships within the context of this 
paper are viewed as influencing, demarcating and even determining the 
manifestations of aggression. Aggression in our view is dependent on the level 
refinement, sophistication and elegance of intra- and interpersonal relationships. 
When a person on the one hand is experiencing a mentally healthy and fulfilling life 
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and is at ease with themselves and others it is expected that it will influence the 
perceptions of aggression exerted on others and the perception of experiences of 
aggression from others. On the other hand if intra- and interpersonal relationships are 
challenged or even at risk, this will influence perceptions of experienced and exerted 
aggression. 
 
Problem statement 
 
Within the university context it seems as if the involved persons are often ignoring the 
phenomenon of aggression on campus, in lecture halls, and especially in learning 
situations. These perceptions have recently changed somewhat as a result of student 
riots on most campuses in South Africa. However, lecturers in the past were definitely 
aware of aggression and the way in which it sometimes rampantly causes almost 
unmanageable situations (Toerien, Myburgh & Poggenpoel, 2014). It often seems as 
if the quest is: “there are only a few lecturers left before the end of the semester, and 
then aggression can be ignored for sometimes another semester before a repetition of 
the situation develops with a new group of students”. Then often it is business as 
usual where the cycle repeat itself where after aggression is again ignored. This is 
quite often also true for students in a faculty of education. 
 
Very little research about these challenging situations is reported in the literature. This 
guided us to pose the question as to what are the perceptions of students of specific 
aspects involved in aggression in a faculty of education. Perceptions in this paper 
refer to comprehension resulting from awareness by persons through their senses 
(Oxford Advanced Learner’s Dictionary, 2015). Further, we started to become 
interested as to whether different groups of students perceive aggression differently, 
and finally what are the levels of perceived aggression by students in a faculty of 
education. In view of this the following aims were formulated. 
 
Aims 
 
In view of the above explication, we formulated the aims for this research as: 
 

•   To explore and describe the significance of differences between the 
perceptions of students of aggression of various groups perceiving higher 
versus lower intra- or interpersonal relationships. 

•   To describe guidelines concerning intra- and interpersonal relationships to 
assist students in a faculty of education to manage their own levels of 
aggression. 
  

Research design and method 
 
An inferential quantitative descriptive empirical research strategy was followed 
(Burns & Grove, 2011:256). In this regard validity and reliability formed the basis of 
this strategy. Principles concerning validity were implemented through conducting 
various and diverse consecutive factor analyses. Thereafter reliability was 
investigated. This was followed by multi- and univariate hypotheses testing between 
various groups. The overall approach to the data analysis was exploratory in nature. In 
the following sections the questionnaire, ethical measures, sample, validity, and the 
inferential statistical analyses are described. 
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Questionnaire 
 
A questionnaire (Burns & Grove, 2011:353; Morgan, 2014: 55) was distributed 
electronically via e-mails too all students in the faculty of education at a specific 
university in South Africa. The filled in questionnaires were also received back 
electronically from the participants that elected to participate in the investigation.  The 
completed questionnaires from the students who responded formed the data for this 
investigation and were used in the statistical analyses. The exploratory nature of this 
investigation demanded that derivations are trends observed in the data which could 
eventually lead to further findings in envisaged follow-up investigations. The utilised 
questionnaire is available on request. However, the formulation of the final number of 
the selected items used in this paper is presented in table 1. This questionnaire is the 
culmination of a large number of qualitative, quantitative studies, meta-syntheses and 
the literature. 
 
The sections that formed part of the questionnaire were a biographic section, items on 
aspects of personality such as individual traits and relationships with other persons 
and perceptions of aggression as possible factors of aggression. In the biographic 
section items on aspects such gender, age, home language and year of study were 
asked. In this paper little attention is paid to these aspects. A total 85 questions on 
various other aspects formed part of the questionnaire. Each question item were 
assessed by the participants on a five-point Likert scale (Burns & Grove, 2011:357-
358) that range from “Extremely uncharacteristic of me” marked as “1” through 
“Extremely characteristic of me” marked with a “5”. 
 
The focus of this paper is to investigate own perceptions with respect to intra- and 
interpersonal relationships as independent variables with regard to perceptions on 
aggression; and aggression as the dependent variable(s). Only those items describing 
these aspects were identified and selected.  Initially 41 question items with regard to 
intra- and interpersonal aspects and aggression were identified from the available 85 
items.  
 
Ethical measures 
 
Ethical measures discussed by Dhai and McQuoid-Mason (2011:14-15) such as 
autonomy, non-maleficence, beneficence and justice were consistently adhered to. 
Prospective participants were invited to participate by filling in the questionnaires. 
There were no identifying questions in the questionnaire. This project was given 
clearance by the Faculty Ethics Committee (Ethics clearance number 213-017).  
This committee is registered with the National Health Research Committee of South 
Africa (NHREC). The designated research official of the university gave clearance to 
the researchers that the questionnaire could be electronically forwarded to the specific 
targeted students. This person also managed the data collection to protect the 
participants from being identified. The possible benefit to the participants could be 
that they had the opportunity to reflect on their own behaviour, own experiences and 
the behaviour of other persons (UNESCO, 2006). 
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Population and Sample 
 
Three hundred and thirty two (332) questionnaires were returned. This data were 
cleaned up and 266 participants’ questionnaire data remained and were used in the 
analyses described in this paper. The demographics of the participants in the data of 
the 266 questionnaires are: 177 females, and 82 post-graduate students, i.e. honours, 
masters and doctorate students.  
 
Operationalisation of the independent and dependent variables for the empirical 
investigation  
 
The selected 41 items relating to intra-, interpersonal aspects and aggression at large 
were gauged against the literature to assess concept validity in iterative processes with 
the involved researchers. Aligned with the research theory utilised to formulate the 
above conceptual framework for this investigation, two aspects were used to identify 
the independent variables for this investigation, namely intra- and interpersonal 
aspects. In this regard 13 items were identified that represent these two aspects. 
Further, 28 items that describe aspects of aggression were included in the initial group 
of items used to operationalise aggression. These items formed the basis for further 
analyses described in the following sections of the paper. 
 
After this process of assessing content validity we embarked on an exploratory 
process of subjecting the data to various factor analyses and reliability assessments.  
 
Validity and reliability 
 
Even though the concept “aggression” is commonly used and almost everyone knows 
when aggression manifests, whether intra- or interpersonally, the demarcation of the 
concept is fuzzy and difficult to demarcate. This is true even after numerous empirical 
investigations concretised in papers and theses whether qualitative or quantitative. 
The precise demarcation and clarification in our experience remains evasive. This has 
a real influence on assessing the validity of investigations such as the one described in 
this paper. 
 
Nevertheless, in spite of this, validity and reliability (Walker, 2010:52; Burns & 
Grove, 2011:332-335) remain imperative. In this regard extensive qualitative 
empirical research was conducted over more than a decade and published in a large 
number of research papers and theses. As stated above participants in various projects 
were aware that aggression is part and parcel of life, whether intra- or interpersonally. 
These basic researches were followed by meta-syntheses and literature controls. In 
spite of all the projects and literature searches, the concept of aggression in itself 
remained fuzzy and blurred. The indicators of the concept nevertheless can be used to 
demarcate the various dimensions of aggression as will be demonstrated in this paper 
further down, but uneasiness about a clear and precise definition still remains. The 
findings from the various research projects and literature controls were built into the 
questionnaire that was used in this research.  
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The result of the initial selection and identification process were the selection of the 
41 items. These items were subjected to consecutive principle component factor 
analyses using varimax rotation and also reliability assessments using Cronbach alpha 
coefficients.   
 
The first factor analysis indicated 11 factors with eigenvalues larger than one. 
However, 3 items had factor loadings of less than 0.40 and were deleted from further 
analyses. Gauging the consecutive solutions for convergence, sizes of eigenvalues, 
scree plots, variance explained and loadings on more than one factor, we ended up 
with the solution presented in table 1. This solution consisted of 7 factors for the 
remaining 38 items and each item loading on only one factor. Further, when the factor 
loading of an item was negative, the item was transposed and the factor analysis was 
rerun. The Kaiser-Meyer-Olkin (KMO) Measure of Sampling Adequacy of the factor 
analysis is 0.860 (see table 1; see Field, 2005: 649-650). The Bartlett’s coefficient to 
assess sphericity is significant (P-value of 0.000; Field, 2005: 652). As the KMO 
value is above 0.5 and the Barlett’s test is significant (Field, 2005) this factor solution 
with 7 factors described intra- and interpersonal aspects, as well as aggression as 
perceived by the participants. This solution is accepted as basis for the further 
investigation.  
 (table 1 more or less here) 
 
The focus of this paper is to investigate the participants’ perceptions with respect to 
intra- and interpersonal relationships as independent variables (see factors 4, 5 and 7) 
with regard to perceptions on aggression. Aggression in this paper is operationalised 
in terms of the 4 factors (see table 1: factor 1, 2, 3 and 6) as the dependent variable(s). 
These factors described intra- and interpersonal aspects and aggression are given in 
the tables that follow. 
 
Factors describing independent variables: intra- and interpersonal dimensions 
 
The three factors describing the intra- and interpersonal relationships are demarcated 
and presented in the following section: 
  
Factor 4 (5 items): From table 1 it is clear that factor 4 describes the intrapersonal 
dimension of the participants. This factor was identified as Self-love in view of the 
fact that items loading on this factor this reflect that participants love themselves, care 
for themselves, understand themselves, are not harsh towards themselves and do not 
take their anger out on someone else (Pietersma & Dijkstra, 2012; MacDonald, 2015; 
Psychlopedia, 2015; Santilli, 2015) . 
 
Factor 5 (5 items): was identified as Constructive interpersonal relationships as 
items loading on this factor describe that this person is perceived as approachable, 
friendly, sociable, caring and supportive towards others (Curve Agency, 2015; Oxford 
Dictionary, 2015; Scott, 2015). 
 
Factor 7 (3 items): From table 1 it follows that items loading on this factor describe 
perceptions of being submissive, being a “loner” and being complaisant. In view of 
these items this factor was identified as Disconnected interpersonal relationships. It 
can be very difficult to communicate effectively when a person feels disconnected. 
Disconnection and experiencing challenges can go hand in hand, as an individual 
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might feel frustrated or threatened. This can cause an individual to be defensive 
(Jordan, 1995; Curve Agency, 2015). 
 
Factors describing dimensions of aggression 
 
In the following section, factors from table 1 describing perceptions of aggression are 
being identified. A total number of 25 items describe aggression. These are described 
by 4 factors:   
 
Factor 1 (7 items): Was identified as Active overt aggression in view of the fact that 
items loading on this factor describe perceptions of a tendency to push other persons 
to the ground, taking things without permission, writing small notes criticising other 
people, kicking other persons, telling false stories and planning secretly to bother 
other persons. 
 
Factor 2 (items): was identified as Verbal aggression because items loading on this 
factor describe perceptions of a tendency to say bad things behind someone else’s 
back, telling secrets of other to other persons, give negative names to others, criticise 
other’s appearance, influence others to dislike someone else and tease another person. 
 
Factor 3 (7 items): was identified as Direct and physical aggression. Items loading 
on this factor describe perceptions of being seen as a hothead, having threatened 
others in the past, being aggressive towards oneself, getting into fights more than the 
average person and when annoyed by someone a willingness to tell them off it. 
 
Factor 6 (4 items): was identified as Argumentative aggression. The items loading 
on this factor indicate that participants perceive themselves as getting into arguments 
with other when they disagree, a tendency to shut other people out of the group, a 
tendency yell at others without a good reason and disagreeing with others.  
 
Hypotheses to assess the significance of differences between groups on aggression 
 
In the following section the independent variables of intra- and interpersonal 
relationships are used to assess aggression amongst education students at a university. 
The median count of each factor with respect to intra- and interpersonal relationships 
was used to divide the group into two, thus obtaining a group with a high count versus 
a group with a low count for each of the three factors describing intra- and 
interpersonal relationships. In each the group with a higher mean on for ex. Self-love 
(factor 4), Constructive interpersonal relationships (factor 5) or Disconnected 
interpersonal relationships (factor 7) was compared to the group with the low mean on 
the factors describing aggression, i.e. aggression total (all 25 items) and thereafter the 
four factors. The four factors (1, 2, 3 and 6) describing aggression were together 
formed the vectors of aggression.  
 
Hypotheses on multivariate and univariate levels are formulated below. The following 
general hypotheses were all tested on the 1% or 5% level of significance.  
General multivariate hypothesis: 

 
HoT: There is no significant difference between vectors of aggression of 
students perceiving themselves as having a low value on intra- or interpersonal 
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relationships as compared to the vectors of aggression of students perceiving 
themselves as having high value on intra- or interpersonal relationships. 
 
HaT: There is a significant difference between vectors of aggression of students 
perceiving themselves as having a low value on intra- or interpersonal 
relationships as compared to the vectors of aggression of students perceiving 
themselves as having high value on intra- or interpersonal relationships. 

 
In this research this general multivariate hypothesis was tested with a Hotelling’s T-
square test consecutively for the significance of differences between groups with high 
versus low means on Self-love (factor 4), Constructive interpersonal relationships 
(factor 5) and Disconnected interpersonal relationships (factor 7). In each case the 
groups were compared on the vectors of means with respect to aggression. The 
vectors of factors were composed of the four factors describing aggression, i.e. factor 
1, 2, 3 and 6. If significant multivariate difference was observed, this hypothesis 
testing was followed with univariate hypotheses testing with a Student t-test in each 
case. In this case the following general one-sided univariate hypothesis was tested for 
each of: aggression total (all 25 items), factor 1, 2, 3 and 6. It stands for reason that in 
such a case two-sided t-test P-values is divided by two to obtain a one-sided P-value. 
These one-sided values are reported in the tables. The following general univariate 
hypotheses will be tested: 
  

Hot: There is no significant difference between the value obtained on a specific 
factor of aggression (i.e. factor 1, 2, 3 and total) of students perceiving 
themselves as having a low value on intra- or interpersonal relationships as 
compared to the value obtained on a specific factor of aggression of students 
perceiving themselves as having high value on intra- or interpersonal 
relationships. 
 
Hat: The perceived value obtained on a specific factor of aggression of students 
perceiving themselves as having a low value on intra- or interpersonal 
relationships as compared students perceiving themselves as having high value 
on intra- or interpersonal relationships is significantly higher. 

 
The above stated hypotheses are tested consecutively and are reported in each of the 
tables in this paper (See table 2, 3 and 4).  
 
(Table 2, 3 and 4 more or less here) 
 
Differential analysis of aggression 
 
The means for the 266 participants on a five-point scale are: Aggression total =1.75, 
Active overt aggression (Factor 1) = 1.31, Verbal aggression (Factor 2) = 1.82, Direct 
and physical aggression (Factor 3) = 1.93 and Argumentative aggression (Factor 6) = 
2.07.  These means on a five-point scale indicates that aggression in total and on each 
of the four factors describing a different aspect of Aggression is generally sided 
towards “Extremely uncharacteristic of me” rather than “Extremely characteristic of 
me”. This is indicative thereof that the perception of the participants is that they are 
less inclined to be aggressive rather than being aggressive. Further reference to the 
sizes of means and the implications thereof will be made below. 
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Self-love: From table 2 it is clear that HoT is rejected in favour of HaT on the 1% 
level of significance (P-value=0.000). This indicates that the multivariate hypothesis 
for Self-love of a significant difference between the vectors of means for the two 
groups is significant. Therefore the multivariate hypothesis testing is followed by the 
univariate testing of hypotheses with the Student t-test. From table 2 it is clear that 
Hot is rejected in favour of Hat on the 1% level of significance in the case of the 
Aggression total, Active overt aggression (Factor 1), Verbal aggression (Factor 2), 
Direct and physical aggression (Factor 3) and Argumentative aggression (Factor 6). 
This indicates that the more persons perceive that they exhibit self-love the less 
aggressiveness they perceive they demonstrate (Psychlopedia, 2015; Santilli, 2015).  
 
Inspecting the means of the responses on the various factors describing perceptions of 
aggression, the following picture comes to the fore: The mean for the 266 participants 
are on Aggression total (=1.75), Active overt aggression (Factor 1 = 1.31), Verbal 
aggression (Factor 2 = 1.82), Direct and physical aggression (Factor 3 = 1.93) and 
Argumentative aggression (Factor 6 = 2.07) (See above). Within the context of Self-
love (table 2) this sample of students perceived that on a 5-point scale the highest 
mean of any group is 2.26, but more importantly the group with the highest count on 
Self-love gave themselves only a maximum of 1.89 on a five-point scale for  
Argumentative aggression.  
 
In view of these observations we concluded that for this sample of students the higher 
their Self-love, the significantly lesser their tendency towards aggression as compared 
to the group of students that perceive themselves as having a lower self-love. Further, 
the means for both groups are low, but even much lower for the group perceiving 
themselves to have a higher Self-love. This overall indicates that perceptions of high 
Self-love seemingly plays a pertinent role in counteracting perceptions of high 
aggressiveness.  
 
Constructive interpersonal relationships: From table 3 it follows that HoT is 
rejected in favour of HaT on the 1% level of significance (P-value= 0.000, table 3). 
Further, Hot is rejected in favour of Hat for Aggression total on the 1% level, Verbal 
aggression on the 5% level (Factor 2), Direct and physical aggression on the 5% level 
(Factor 3) and Argumentative aggression on the 1% level of significance (Factor 6). 
Further, again the means on the different factors are indicating that the participants 
perceive themselves as being less aggressive by marking choices closer to “Extremely 
uncharacteristic of me”. What is observable is that the differences in this case are 
closer to each other for high versus low counts on Constructive Interpersonal 
relationships, i.e. the largest difference is 0.26 (factor 6) and the smallest difference 
is 0.12 (factor 1). Compared to this, the largest difference for self-love is 0.62 (factor 
3) and the smallest is 0.34 (factor 1). 
 
Disconnected interpersonal relationships: In this case again HoT is rejected in 
favour of HaT (P-value=0.000). Further significant differences are observed for factor 
1 (5%-level) and factor 3 (on the 5%-level). Further the differences between the high 
and lower disconnected groups are relatively small as the largest difference is 0.16 
(factor 3).and the smallest difference is 0.05 (factor 6). This observation led to the 
conclusion that although some differences in this case are significant, it cannot be 
substantial as differences are small on five-point scale. (NOTE: Take note that in the 
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case of Disconnected interpersonal relationships interpretation should be in the 
opposite direction, i.e. a higher mean value on Disconnected interpersonal 
relationships indicate a less constructive perception as compared to persons 
perceiving themselves as having a lower mean value). 
 
Overarching findings and implications 
 
When the findings based on the three factors from the empirical investigation are 
inspected and one reflects on the implications thereof it clear that in essence the focus 
is on intra- and interpersonal relationships. This group of students perceive 
themselves as being not over aggressive. This is in spite of lectures/professors often 
are of a different perception (Toerien, Myburgh & Poggenpoel, 2014). Further, it 
seems that Self-love (factor 4- reflective of constructive intrapersonal relationships) as 
compared to Constructive (factor 5) or Disconnected interpersonal relationships 
(factor 7) indicates that it is more sensitive with regards to indicating or reflecting 
significant differences between the groups concerning aggression. This is indicative 
that the individual’s perceptions of self and internal life play a pivotal role concerning 
perceptions of aggression. In line with existing research and theory it seems that when 
the mental health of an individual is well, then most other aspects concerning intra- 
and interpersonal relationships is well. Thus in addressing the mental health of 
students the focus should be on the individual’s mental health and thereafter 
Constructive intrapersonal and finally Disconnected interpersonal relationships. This 
is in accordance with positive psychology that claims that the focus should be on 
constructive and positive intra- and interpersonal relationships. Often the negative 
aspects of relationships will then solved without unnecessary focussing on less 
constructive aspects.  
 
Final reflection and a word of caution  
 
The findings from this research should be viewed against the back ground that very 
few persons would state that they perceive themselves as aggressive. Further, a close 
friend might perceive one as more aggressive than the individual him- or herself 
would like to acknowledge. In this case lecturers/ professors often perceive students 
as aggressive when for example the handing in of late assignments or missed exams 
are discussed. In the case of this specific research project we are aware that electronic 
surveys are completed by small numbers of students and it might just be that the 
group of students that completed this survey were the less aggressive group of 
students. It could be that students, who did not complete the survey, differ 
substantially from this group of students.  
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Table 1: Results of factor analysis and item analyses (Cronbach’s Alpha) on the responses of the 
students on their perceptions of their aggressiona,b,c 

 

 

Factor 

1 2 3 4 5 6 7 
Cronbach alpha .846 .816 .773 .753 .753 .682 .241 
B45: Given enough provocation, I may hit another person   .524     
B46: I sometimes tend to shut other people out of our group      .615  
B47: I usually get into arguments when people disagree with 
me      .703  

B48: I sometimes yell at people for no good reason at all      .480  
B49: I sometimes tend to kick other people when I am upset .66

9       

B50: I sometimes ignore other people when they disagree 
with me on certain issues  .434      

B51: When people annoy me, I am may tell them what I 
think of them   .481     

B52: When people annoy me, I may tell them what I think of 
them  

.53
2       

B53: I sometimes tell false stories about people .55
8       

B54transp: When angry, I usually take it out on people close 
to me    .469    

B55: I sometimes plan secretly to bother other people .55
0       

B56: I sometimes tend to shove (push) people when I am 
upset   .504     

B57: I sometimes tend to say bad things about people behind 
their backs  .666      

B58: I sometimes call people negative names  .644      
B59: I sometimes tend to take things from other people 
without their permission 

.72
0       

B60: I sometimes tell peoples’ secrets to other people  .656      
B61: I sometimes tease other people  .516      
B62: I sometimes write small notes criticizing other people .70

9       

B63: I sometimes push other people to the ground .73
8       

B64: I sometimes criticize peoples’ appearance (i.e. their hair 
styles, clothes, etc.)  .587      

B65: I sometimes try to influence people to dislike a specific 
person with whom I am angry  .526      

B66: I view myself as sociable toward others     .604   
B67: I view myself as a “loner”       .54

6 
B69: I view myself as submissive towards other persons       .61

4 
B71: I am always approachable by other persons     .783   
B72: I am always seen as being friendly towards others     .767   
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B73: I get into fights a little more than the average person 
does   .489     

B74: I have threatened people I know   .609     
B75: I view myself as usually being supportive towards other 
persons     .516   

B76: I view myself as usually being complaisant towards 
other persons       .40

6 
B77: I sometimes view myself as aggressive towards myself   .518     
B79transp: I sometimes see myself as being harsh towards 
myself    .525    

B80: I view myself as being understanding towards myself    .713    
B81: I view myself as loving myself    .755    
B82: Some of my friends think I am a hothead   .669     
B83: I view myself as caring towards other persons     .599   
B84: I view myself as caring towards myself    .722    
B85: I often find myself disagreeing with people      .470  
Extraction Method: Principal Component Analysis. 
Rotation Method: Varimax with Kaiser Normalization. 
a.   Rotation converged in 14 iterations. 
b.   Overall Cronbach alpha: 0.812 (38 items) 
c.   Cronbach alpha for only aggression items: 0.912 (25 items) 

 
Table 2: Significance of differences between groups of students perceiving 

themselves as having higher versus lesser Self-love by aggressiona,b,c 

 

Factors of aggression 
Cutpoi
nt=20 N Mean 

Std.Devia
- 

tion 
P-

value 
Factor 1: Active overt aggression higher  136 1.14 .26  

lesser 130 1.48 .72 .000** 
Factor 2: Verbal aggression higher 136 1.60 .58  

lesser 130 2.06 .81 .000** 
Factor 3: Direct and physical 
aggression 

higher 136 1.63 .51 .000** 
lesser 130 2.25 .86  

Factor 6: Argumentative aggression higher 136 1.89 .69 .000** 
lesser 130 2.26 .84  

Aggression (total – 25 items) higher 136 1.53 .35  
lesser 130 1.98 .66 .000** 

a.   ** Significant difference on the 1% level of significance. Two-sided P-value 
divided to obtain the reported one-sided P-value. 

b.   Wilk’s Lambda P-value = 0.000: indicating a significant multivariate 
difference between higher versus lesser Selflove for the vectors composed of 
factor 1, 2, 3 and 6. Aggression total was excluded for this comparison 

c.   Cutpoint on Selflove was 20. The “higher” group was greater than and the 
“lesser” group less than 20. The minimum = 5 and a maximum= 25 for the 5 
items 
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Table 3: Significance of differences between groups of students perceiving 
themselves as having higher versus lesser Constructive interpersonal 

relationships by aggressiona,b,c 

 
Factors of aggression Cutpoint=2

1 N Mean 
Std. 

Deviation 
P-

value 
Factor 1: Active overt aggression higher 140 1.25 .58  

lesser 126 1.37 .55 .251 
Factor 2: Verbal aggression higher 140 1.74 .74  

lesser 126 1.92 .71 .010* 
Factor 3: Direct and physical 
aggression 

higher 140 1.85 .79 .018* 
lesser 126 2.02 .74  

Factor 6: Argumentative 
aggression 

higher 140 1.94 .82 .001** 
lesser 126 2.22 .73  

Aggression (total – 25 items) higher 140 1.67 .60  
lesser 126 1.84 .53 .003** 

a.   Two-sided P-value divided to obtain the reported one-sided P-value. ** 
Significant difference on the 1% level of significance. * Significant difference 
on the 5% level of significance 

b.   Wilk’s Lambda P-value = 0.000: Wilk’s Lambda P-value = 0.000: indicating a 
significant multivariate difference between higher versus lesser Constructive 
interpersonal relationships for the vectors composed of factor 1, 2, 3 and 6. 
Aggression total was excluded for this comparison 

c.   Cutpoint on Constructive interpersonal relationships was 21. The “higher” 
group was greater than and the “lesser” group less than 21. The minimum = 5 
and a maximum= 25 for the 5 items  
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Table 4: Significance of differences between groups of students perceiving 
themselves as having higher versus lesser Disconnected interpersonal 

relationships by aggressiona,b,c 

 
Factors of aggression Cutpoint=

8 N Mean 
Std. 

Deviation P-value 
Factor 1: Active overt aggression higher 140 1.35 .62 .042*  

lesser 126 1.26 .49  
Factor 2: Verbal aggression higher 140 1.86 .76 .091 

lesser 126 1.78 .70  
Factor 3: Direct and physical 
aggression 

higher 140 2.01 .81  
lesser 126 1.85 .71 .023* 

Factor 6: Argumentative aggression higher 140 2.05 .85  
lesser 126 2.10 .72 .154 

Aggression (total – 25 items) higher 140 1.79 .63  
lesser 126 1.70 .51 .056 

a.   Two-sided P-value divided to obtain the reported one-sided P-value. ** 
Significant difference on the 1% level of significance. * Significant difference 
on the 5% level of significance 

b.   Wilk’s Lambda P-value = 0.000: Wilk’s Lambda P-value = 0.000: indicating a 
significant multivariate difference between higher versus lesser Disconnected 
interpersonal relationships for the vectors composed of factor 1, 2, 3 and 6. 
Aggression total was excluded for this comparison  

c.   Cutpoint on Disconnected interpersonal relationships was 8. The “higher” 
group was greater than and the “lesser” group less than 8. The minimum = 3 
and a maximum= 15 for the 3 items 
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Abstract  
This article reports on findings from a study which investigated how changed 
academic approaches to female agency in historical processes have influenced the 
concepts and contents of history textbooks in Higher School Certificate studies of 
Modern History in New South Wales. It is important to assess how far school 
textbooks have come in terms of including women given that one major way history is 
interpreted to students is through textbooks. In this research, data were gathered from 
the key textbooks for the Modern History National Study, Germany 1919-1939, and 
analysed using Banks’ scale of curriculum integration to evaluate how well new 
interpretations of historical scholarship on women’s experiences, during Wilhelmine, 
Weimar, and Nazi Germany have been integrated into high school textbooks. It also 
investigates the views of teachers and presents their perceptions of existing textbooks 
staying up to date with recent developments on female agency in the academic milieu.  
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Introduction 
 
As an academic discipline, History has experienced rapid and exponential change 
during the recent past. Since the late 1960s, (Appleby, 1994) postmodernists and 
critical theorists have rejected the foundations of historical and scientific knowledge 
and challenged convictions about the objectivity of knowledge and stability of 
language upon which the verities of Modernist historicism were based. Francis 
Fukuyama’s controversial, The End of History, (2002) enunciated the end of the 
absolutisms of Modernism presaging a “fluid scepticism” of objectivity and “truth-
seeking” across new historical landscapes. These landscapes have, inter alia, added 
social, cultural, women’s, postcolonial, and sub-altern perspectives (Cabrera, 2006) to 
accepted areas of historical literacy and highlighted the importance of negotiating 
theory. Theory is a dangerous word. The American Critical Theorist, Stephen 
Brookfield (2005) warned that, “Acting on what they believed are accurate theories of 
human nature people have started wars, committed murder, and sanctioned torture. 
How we think is a matter of life and death.” These shifts in ontology and 
epistemology demand that teacher educators and teachers reconsider their attitudes to 
the philosophy of knowledge and more recent additions to the historical canon. 
Failure in this regard suggests that students entering dedicated tertiary historical 
studies or with history as a curriculum method in teacher training can face a lonely 
and at times frustrating voyage around the historical theories, as they ply their way 
through the inchoate theoretical sounding’s of more recent historical thinkers in the 
hope that they will reveal their meanings. 
 
The current Modern History Syllabus pays obeisance to the more recent tendencies in 
historical scholarship. One of these transformations have been the institutional 
recognition of female agency to historical processes. However, there appears to be a 
lacuna in research exploring and reporting how well recent academic approaches to 
gender in History have translated to Australian school textbooks. Given that schools 
are natural connectors between society on matters of culture and social democracy, 
(Savoie, Bruter & Frijhoff, 2004) this study sought to address the lack of knowledge 
in this area within an Australian context and suggests that a study of current senior 
Modern History textbooks from the New South Wales Stage 6 Curriculum presents an 
opportunity to critique the progress of educational reform in female inclusion, with 
the school as mediator of social change and justice. 
 
To operationalise the study, I focused upon the key textbooks for the Modern History 
unit of work, Germany 1919-1939. This case study is the uncontested heavyweight of 
the New South Wales’ Stage Six Modern History case studies, with a constituency of 
68% of candidates sitting the 2008 examination, and a cohort of 66% of students 
averaged out sitting the examination from 2005-2016. I identify with a critical theory 
paradigm in critiquing key textbooks for the subject. My affinity for critical theory is 
premised on Brookfield’s statement that a critical theory must investigate “… matters 
of morality and communication and how a democratic society might organise itself to 
promote the fullest and freest communication possible among its members.” 
(Brookfield, 2005) There is the assumption that by using a critical theory perspective, 
knowledge is not neutral and therefore the field is overtly political. Further, I enjoy 
insider status as a teacher in the workplace, Higher School Certificate marker, speaker 
at state and federal conferences for the subject professional associations, manuscript 
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reviewer, and unremitting public observer of the current NSW Stage 6 Modern 
History Syllabus.  
 
This study is relevant and significant as the first project focusing on implementation 
of gender perspectives within the New South Wales Higher School Certificate 
Modern History Syllabus. Hence an examination of a policy and its implementation 
will provide analysis of a previously unexamined aspect of educational reform. The 
study is also significant because it canvasses factors causing congruence or non-
congruence between intention and reality. Identification of factors facilitating or 
inhibiting intention and reality in implementation of the philosophical goals will 
provide information for decision makers, policy makers and teacher educators for 
making appropriate decisions and adjustments concerning the policies and strategies 
of gender perspectives in educational reform. Thus, the orientation of this study of 
policy congruence, is on how effectively the philosophy of the New South Wales 
Education Standards Authority - formerly Board of Studies of New South Wales - 
translates into policy and practice in schools. This study focuses on these findings and 
identifies key points raised by the research. 
 
Background  
 
Academic approaches to the study of German women in the historical period 1919-
1939 have responded positively to the importance of gender roles and gender concepts 
which have been widely accepted as an essential dimension of history. (Evans 1976; 
Mason 1977; Winkler 1977; Bridenthal, Grossman, & Kaplan 1984; Sabean 1984; 
Owings 1993; Quack 1995; Reagin 1995; Distel 2001; Stephenson 2001; Harvey 
2004; Scheck, 2004a; Scheck, 1999b; Smith 2008; Sutton 2009) How have these 
developments influenced history textbooks for schools? Textbooks in schools assume 
a reduced importance when compared to gender disparities based on access, parity, 
achievement, curriculum, and teacher treatment. Yet despite decades of research to 
expose and ameliorate gender bias in textbooks, Blumberg’s (2008) background paper 
for the UNESCO Education for All Global Monitoring Report, found that textbooks 
continue to be “…one of the best camouflaged and hardest to budge rocks in the road 
to gender equity in education,” and “... far more widespread geographically than the 
remaining gender gap in parity. Indeed, all these biases and their effects are part of the 
“hidden curriculum.” (2008) 
 
Textbooks have also been identified by Gordy, Hogan, and Pritchard, as “One major 
way in which history is interpreted to students …”. They aver, “... knowledge 
provided by texts shapes our ideas about women’s and men’s roles” and argue that 
textbooks represent an index of progress in the study of gender roles as, “Social 
meanings attached to women and men can be revealed in studying history.” (2004) 
Their Connecticut study of the integration of women’s experiences of World War 
Two into high school textbooks tested school district statutory compliance to the use 
of gender and racially fair textbooks. By employing content analysis and Banks’ scale 
of curriculum integration (1993) coded across four typologies, the researchers 
revealed that all thirteen major teaching texts reached the contribution level, five 
progressed to the additive level, three contained elements of the transformation 
approach, but none exhibited a critical thinking orientation. (2004) A more recent 
study of Germany’s secondary school system which sampled twenty out of 150 
approved textbooks used in Hauptschule, Realschule, and Gymnasium streams, 
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(Lassig & Pohl, 2009) came to the conclusion that German textbooks limit women’s 
history to a small number of topics, invest intensively in gender perspectives late in 
student careers and do not make full use of the opportunities offered by the curricula 
to integrate the findings of recent historical scholarship. 
 
Issitt expresses further concerns related to the purpose, status, and use of textbooks. 
He claims their low status as “… literary objects and vehicles of pedagogy masks 
their place in the transmission of ideologies and hegemonic function as the voice of 
disciplines” (2004) and warns against their legitimisation of a discursive field via the 
guise of political neutrality.  Unfettered use of textbooks plays into the hands of the 
uninspired and untrained (Cameron 2004) by perpetuating “a received knowledge and 
passive consumption which circumscribes knowledge that counts, positions learners 
in a subordinate epistemological status, and directs engagement to an outcome based 
upon a goal. (Issitt, 2004) 
 
The research problem is stated as how power is produced and reproduced through 
education, and in this case, the degree to which the emancipation of the public sphere 
has been subverted by institutions. Blumberg’s meta-analysis, (2008) Gordy, Hogan, 
& Pritchard’s evaluation of “Herstory” (2004) and Issitt’s apprehension of the 
hegemonic overtones of textbooks (2004) suggest that representation of female 
agency throughout historical processes has progressed little in quantum or orientation 
despite the presence of a considerable and growing body of literature in the academic 
milieu. Their findings reflect poorly on international compliance in transposing recent 
trends in historical scholarship on women and gender perspectives into school 
textbooks, providing yet another rationale for a study of this type in the Australian 
context. 
 
Rationale & Aims 
 
The research aims were to investigate and evaluate how well the key textbooks for the 
Modern History study, Germany 1919-1939, provided opportunities for student 
engagement with some of the more recent academic theoretical approaches to female 
agency in History for this period, and gather and explore data on how teachers 
respond in providing opportunities for student awareness and understanding of newer 
approaches to female agency in History. The following questions guided the study. 
Have new academic trends on concepts of female agency entered key school history 
textbooks for the unit of work, Germany 1919-1939? What attitudes do teachers have 
about the value of textbooks in teaching this unit of work? How aware are teachers of 
contemporary trends in the historiography of women for this area of historical study? 
What attitudes do teacher have about the value of integrating contemporary trends in 
the historiography of women into their teaching of this unit of Modern History? 
 
Design & Methods 
 
This research was informed by two methodologies. A content analysis using a schema 
adapted from Banks’ (1993) mode of curriculum integration was undertaken to assess 
the level of inclusion of female representation in textbook content. A literature search 
and analysis of the textbooks recommended by the History Teachers’ Association of 
New South Wales revealed that there are approximately twenty-eight books regarded 
by teachers and students as appropriate textbooks dedicated to the National Study, 

The IAFOR International Conference on Education – Hawaii 2018 Official Conference Proceedings

ISSN: 2189-1036 290



Germany 1919-1939. Of these, the most significant publications were Germany 1918-
1939, (2007) Hitler and Germany: History Keynotes, (2008) and Republic to Reich. 
(2007) Of these publications, in particular Republic to Reich, (3rd. ed.) and Germany 
1918-1939, were the most frequently cited texts and almost all other texts are 
routinely reissued.  I restricted the analysis to a representative sample of ten books 
selected for content analysis. 
 
Banks’ model was devised in the mid-1990s to measure and assess the stages in which 
the liberal arts curriculum progresses through stages of promoting respect for and 
knowledge of human diversity. The four levels of Banks’ model are listed below. 
 
Approach            
   
Description                   
 
 Examples 

Description Examples 

Contributions    
Level 1 

Heroes, cultural components, 
holidays, and other discrete 
elements related to diverse groups 
are added to the curriculum on 
special days, occasions, and 
celebrations. 

Artefacts from diverse groups 
and/or individuals are studied 
without attention of their meaning 
and significance. 
 

Additive 
Level 2 
         

Content, themes, concepts and 
perspectives are added without 
changing the curriculum structure. 

Addition of uncontroversial 
books, articles, people, and 
materials to a lesson without 
giving sufficient background 
knowledge and/or context 
necessary for student 
understanding.  

Transformation 
Level 3 

The key goals, structure, and 
nature of the curriculum are 
changed to enable student 
exposure to concepts, events, 
issues, themes and problems from 
a range of diverse perspectives. 
Students view events and issues in 
an empathetic manner and can 
synthesise and apply their 
knowledge and understanding in 
new or changed environments. 

Lessons and topics describe and 
explore the meaning of concepts, 
events, issues, themes and 
problems to all groups involved. 
Students explore their own values 
and others’ and the impact of 
beliefs, values and attitudes on the 
decisions people make. All 
perspectives are heard. Alternative 
explanations are investigated, 
particularly that of marginalised 
groups. 

Social Action 
Level 4 

Students identify important social 
and cultural problems and issues, 
gather pertinent data, clarify their 
values, make decisions, and take 
action to resolve the issues or 
problem.  

Students study prejudice and 
discrimination and take action to 
improve social awareness and 
understanding. Students study the 
treatment of diverse and 
marginalised groups and take 
actions to remedy inequity. 
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The Contribution Approach is the most frequently used in textbooks. It focuses on 
heroes, holidays, and discrete cultural elements and is characterised by the addition of 
extraordinary persons into the curriculum carefully chosen to fit mainstream 
perspectives and criteria. With the exception of the separate but parallel case study on 
Leni Riefenstahl, texts that mentioned the work of famous individuals or 
personalities, female organisations and movements in Germany 1919-1939, were 
coded as reaching the contributions approach (Level 1) of integration. The Additive 
Approach varies in that content, concepts, and themes are grafted onto the curriculum 
without changing its structure, purpose, or features. This approach is acquitted by 
adding a book section, article, or dimension into the existing curriculum without 
restructuring it or redefining curriculum purposes, nature, or goals. Texts coded as 
Level 2 go into more comprehensive and detailed description about the significance of 
women in terms of the issues and difficulties they faced. However, they offer little to 
no discussion about the importance or consequences of the female experience in the 
period studied. The Transformation Approach differs from those mentioned in that it 
involves the use of different perspectives, content, and frames of reference. This 
approach emphasises the need for examining a range of perspectives in order to 
understand the complexity of their study.  
 
Texts coded at level 3 required critical thinking skills of a higher order. Students may 
negotiate syllogism by practicing the art of spotting an argument that does not stand 
up to scrutiny, because of areas of inconsistency; appeal to authority, the negating 
antecedent, ad populum, and post hoc ergo propter hoc, to illustrate several 
recognisable techniques of fallacy and sophism in form and reasoning. For example, 
students may be invited to evaluate to what extent the “soft power” of Nazi 
propaganda platforms such as Volksgemeinschaft lead to the dismantling of the 
sweeping democratic reforms and increased visibility for women in the public sphere 
achieved during the short-lived Weimar period. This would require a student foray 
into the more recent historical literacy’s drawing on theoretical approaches of the 
interdisciplinary kind they will encounter in their tertiary studies in History. For 
example, student concept-building would be augmented by their awareness of the 
Sonderweg paradigm, and their capacity to test the connection between propaganda 
and change by interrogating the validity of the argument that Weimar was a failed 
experiment in Modernism. Accordingly, students might consider Weimar as a testing 
ground for a new relationship between civil society and democracy, and the paradox 
of Germany’s flirtation with parliamentary democracy and state failure-inability to 
contain individualistic forces unleashed by democracy that threaten to pull society 
apart. This would require an understanding of German women’s contribution to the 
creation of conditions that hastened the collapse of the party system, and which 
mostly supported the reforms sought by the Nazis to transform Germany’s 
institutional framework. The final approach, the Social Action Approach, includes all 
of the elements of the Transformation Approach and requires students to make 
decisions and take action related to the concept, issue, or event they are studying.  
Using Bank’s scale, the texts were coded for their thematic content and were assessed 
for their degree of inclusive history according to the four levels. 
 
The second qualitative approach used to gather data on teacher perspectives was 
secured through a brief questionnaire that contained open and close-ended questions, 
and through semi-structured interview. Some items for the questionnaire were adapted 
from existing Australian and International surveys on teacher use and perceptions of 
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textbooks and attitudes to gender inclusive instructional strategies and teaching 
materials. (Progress in International Reading Literacy Study, 2006: Gender Bias in 
Textbooks: Education for All by 2015, 2007; Teaching Australian Literacy Study, 
2009) The questionnaire contained 14 items. After preparing the pre-trial 
questionnaire the pilot study was carried out before administering the final 
questionnaire to highlight problems with the questionnaire and subsequent interviews. 
It was submitted to forty experienced HSC teachers for their evaluation. Following 
the pilot, the questionnaire was revised to include two open questions, two 
dichotomous questions, five single answer mode multiple choice, three multiple 
answer mode multiple choice (1 rating scaled) and two rating scaled questions. The 
advantages were considered to be that some degree of complexity could be obtained 
with both dichotomous and multiple-choice items which could be coded and 
aggregated to elicit response frequency, and some use of rating scaled items could 
gain a small measure of sensitivity of response and yet still be quantified to generate 
numbers. (Cohen, Manion & Morrison, 2000) One hundred and forty questionnaires 
were distributed, and semi-structured interviews were conducted with 30 of the same  
teachers. Semi-structured interview was chosen as a legitimate modus vivendi 
between the structured and non-directive interview. Structured interviews compel 
interviewees to answer the same set of standard questions. The order of questioning is 
fixed and wording is specific and there is minimal scope for probing or deviating from 
the specified agenda.  
 
This approach was discounted as it did not tie in with my affinity for Critical Theory 
due to the power imbalance between researcher and respondent, and I wanted to move 
beyond an approach associated with descriptive information to one aligned with 
producing data which probed deeper into the working lives of the interviewees and 
one capable of generating theory. The non-directive interview, a technique emanating 
from the therapeutic assessment interview offered the theoretical promise of minimal 
interviewer direction and respondent freedom to express their attitudes fully and 
freely. However, this approach was also rejected due to the disadvantages of having 
no set questions, no pre-determined framework for recording responses, and 
exigencies of time. (Cohen, Manion & Morrison, 2000) Semi-structured interview 
enabled a more flexible instrument as I could use a standardised interview schedule 
yet the method allowed for the haptic exploration of emergent themes and enabled 
scope for pursuing and probing for novel information through additional prompts and 
impromptu questions in order to follow up leads and the unforseen or contingent 
emerging during the interview. As revised, the semi-structured interview consisted of 
14 open-ended items congruous with the research questions, “What attitudes do 
teachers have about the value of textbooks in teaching this unit of work? How aware 
are teachers of contemporary trends in the historiography of women for this area of 
historical study? What attitudes do teacher have about the value of integrating 
contemporary trends in the historiography of women into their teaching of this unit of 
Modern History organised into three sections: Textbooks, (6) Contemporary Gender 
Trends in History, (5) and Views of inclusion of Gender Perspectives in Teaching. (3) 
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Visual representation of how the interview guide was generated, piloted, adapted and 

used in the field. 
Findings 
 
Content Analysis 
 
All texts reached the Contributions stage for women before 1919, during the Weimar 
interregnum, and particularly during the Nazi period. However, the type of coverage 
was very limited. Only two of the texts provided any description of women’s wartime 
experiences, one mentioned women as special cases; for example, the reproductive 
nationalism associated with the Mother’s Cross, as their contribution to the fixation 
with racial purity and population growth, and one included a descriptive and marginal 
role of women and their organisations in the political life of Weimar but did not 
discuss their significance or present their perspectives. Thus, the mainstream 
curriculum remains unchanged and students do not attain a comprehensive-
sophisticated view of women in Wilhelmine, Weimar, or Nazi Germany. Issues and 
events come to be seen as additions to the curriculum, and appendages to the main 
story of the German nation’s development. The curriculum remains unchanged in its 
basic structure, goals and features. Five of the books reviewed reached the Additive 
stage in that they gave more detailed and specific descriptive information on the lives 
of women, including: their appearance in national politics as members of political 
parties, electoral constituents, members of the Reichstag, as the Hitler Youth, as 
“Mothers of The Nation,” and in the spheres of work and social groups. However, 
they were all from a male perspective and no comprehensive analysis was found on 
the importance of these experiential aspects of gender. At the Transformation stage, 
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four texts demonstrated elements of level three, as they presented the views and 
perspectives - albeit succinctly - of women of different social, racial, and/or 
geographical groups on topics which required critical thinking skills such as the 
counterfactual to history. These included evaluations of the role and status of women 
in the enterprise of Volksgemeinschaft and Gleichschaltung, in employment, 
education, agency in social movements, and as politically aware citizens cognisant of 
their importance to the Nazi’s early electoral fortunes and their subsequent 
complimentary roles in Nazi policies for transformation of a nation. Recent stand-
alone primers on Leni Riefenstahl and short monographs on Rosalia Luxemburg also 
fit this approach. None of the texts reviewed reached the Social Action Approach. 
 
Teacher Perceptions 
 
Qualitative case-studies of volunteer teachers were carried out over seven academic 
years 2009-2016. Data was gathered through analysis of teaching programs, 
questionnaires, and semi-structured interviews. In the light of the data collected for 
this assignment, all teachers found the research project interesting and felt that they 
gained valuable insights into this area of educational research by participating. The 
findings can be summarised as follows. The questionnaire identified the demographic 
profile of teachers, all of whom were HSC markers, and investigated their frequency 
of textbook use and of other teaching and learning resources, their preferences for 
selecting textbooks, their perceptions of how well textbooks stayed up to date with 
recent historiography on women, their familiarity with recent scholarly trends in 
gender perspectives in History, engagement with professional development 
opportunities in this discourse, perceptions of their own teaching practice, and how 
desirable it was for senior students to have knowledge and understanding of recent 
historiography on women, for the nominated subject, Germany 1919-1939. 
 
The results revealed that all teachers used textbooks as the primary resource for 
teaching the subject. Almost 60% of respondents used a textbook dedicated solely for 
this purpose, following the concept of a workbook, while others used two textbooks 
with chapters running in parallel to the Syllabus outcomes. All teachers indicated that 
they used films as the next preferred teaching resource and 34% used websites  
sometimes. All nominated Mason’s, From Republic to Reich, or Webb’s, Germany 
1918-1939, as the sine qua non for the course. All spent between 18-22 hours using a 
textbook in class, representing 56-62% of the indicative hours allocated for the unit of 
work by the New South Wales Education Standards Authority. These results 
compared favourably with anecdotal claims from the teachers interviewed “that 
students spend as much as 80 to 95 percent of classroom time using textbooks and 
that teachers make a majority of their instructional decisions based on the textbook.”  
 
In terms of what made the ideal text for the subject, 40% strongly agreed for Category 
1, “Language easy to understand.” All agreed for Category 2, “Availability of teacher 
resources”; there was an almost even split on those who agreed-disagreed for 
Category 3, “Length of text”; all strongly agreed for Categories 4 & 5, “Develops 
student understanding of concepts” and “Chapters linked to Syllabus outcomes”; yet 
24% agreed for Category 6, “Includes up to date historical research/theory.”  On 
Section 6, all indicated that they had not studied feminist theories, feminist literature, 
or feminist pedagogy at all, but indicated they had gained an overview/introduction to 
gender perspectives and social justice in their formal educational training and 
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qualification or obtained through professional development opportunities. Section 7 
revealed one teacher had undertaken less than 5 hours professional development in 
teaching gender perspectives in the past 5 years and others answered that they had not 
participated in any such training. Using 5 point Likert rating scales, Section 8 showed 
75% of teachers disagreed that their primary textbook had altered to accommodate to 
contemporary scholarship on women, and others chose the neutral response. 
Surprisingly, Section 9, also rating scaled, showed that  86% chose the neutral 
response, on how important it was for senior students to have access to recent 
academic knowledge on German women and girls for the period studied. The open-
ended Section 10 which invited teachers to comment on how their teaching 
approaches and strategies changed to accommodate recent educational ideas elicited 
responses similar in meaning, if not in word use.  
 
However, Section 10 unintentionally exposed an unexpected digression. All teachers 
held strong ambivalent feelings about the effect of the Quality Teaching in Schools 
policy on their teaching of this and other units of work for the Modern History 
subject. They indicated the Quality Teaching Framework was a political response to 
the clamour from government for a new generation of technologically literate, self-
directed learners and a policy directive that aims to develop attitudes and skills for 
lifelong learning. They believed that Quality Teaching signals a shift away from 
learning theories with a psychological focus toward a sociological one in terms of 
emphasising the relational aspects of social interaction and learning, how learners 
conceptualise new ideas in the light of prior learning, and learning outside of 
classroom contexts. All indicated their reservations about the implications for 
teacher’s due to the potential for repositioning and re-alignment in the practical 
expectations of what teacher’s work is and the role of the learner, and lack of 
adequate department support in funding or provision of release time and/or 
availability for professional development opportunities, particularly in the areas of 
literacy in ICT and Web2 use. They also inveighed against the dearth of professional 
development opportunities facilitated by the NSW Department of Education and 
Training in skilling teachers in recent trends in historiography. All felt that 
professional development in this area had been ignored by the Department and that 
the responsibility had fallen mostly to the History Teachers’ Association of New 
South Wales, or to individual teachers, to remedy this neglect via external means such 
as further studies in these areas at Graduate Certificate or Master’s level. 
 
The interview posed a series of questions for each of these themes: Textbooks, 
Contemporary Gender Trends in History, and Views of inclusion of Gender 
Perspectives in Teaching. Specific key perceptions arose on Textbooks. All teachers 
believed that while existing textbooks have their shortcomings, in the light of  limited 
and inadequate availability for professional development opportunities provided by 
the NSW Department of Education and Training for upgrading their familiarity and 
skills with ICT compounded by the uncertainty surrounding the post-Laptop ‘roll-
out,’ textbooks would remain as the primary teaching resource for teachers of this 
subject, and that the onus remained with students to use their own initiative in non-
class and study time to access other sites and sources of information, if they want to 
specialise in more recent theories related to the historiography of the subject. 
Criticism of textbooks was confined to poor connections between chapters, the 
perception of occasional bias of the author/s, treating important examinable areas too 
“lightly” with insufficient detail - a contradiction to the earlier response on student 
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agency in student-centred enquiry based learning - and too many sources and 
activities at the expense of content, or what Cameron (2004) lamented as the “double 
page spread”; topics presented with minimal content, a couple of sources, a few 
activities, and capable of an 85% photocopy reduction and rebirth as a worksheet 
dreaded by the student. Comments on Contemporary Trends of gender revealed an 
almost complete ignorance of specific contemporary theories, historians, or historical 
works inclusive of women in historical processes. Interest in contemporary trends in 
literature related to the topic were confined to thematic areas of economic, political, 
and military history and all four divulged that they were unlikely to read such material 
unless it was budgeted for by their school faculty or library. In response to the effect 
of new thinking on the role of women in historical processes and its effect on teaching 
the subject, the overwhelming majority of teachers claimed that it made no difference 
as the formal examination paper questions hardly varied in the orientation of the 
questions and had rarely departed from this focus since 1964; the topic of 
“Totalitarianism” was raised as one of several such examples. Several teachers 
conceded that there were suggestions from some senior students not relating to 
textbooks but expressing a wider malaise with the subject itself as an anachronism.  
 
On the final theme, Views on including contemporary gender perspectives in 
teaching, 76% of teachers believed that it was not important for senior students to 
focus on gender perspectives as historical categories or as an analytical instrument, 
while most agreed that it was important only in the context of the Personality Study of 
the female Documentarist, “Leni Riefenstahl.” All agreed that the Personality Study 
gave interested students scope to engage in comparison of the established schools of 
political and military historiography with the more recent discourses of contemporary 
and emerging theories of gender. All agreed that the teacher’s role in promoting 
student engagement with gender perspectives for the subject was that of a facilitator.  
 
All evinced concern about the possible detriment to student outcomes of investing in a 
greater overt focus on gender given the sheer volume of historical information to 
cover in the time allocated for this unit. The majority alluded to Modern History as a 
subject having been previously identified as problematic in terms of negotiating 
content-heavy units of work (Vinson 2002) requiring students to develop knowledge 
and understanding of key features, issues, individuals, groups, events, concepts and 
other forces along with skills to undertake the process of historical inquiry and 
communicate an understanding of history. All felt that the difficulties associated with 
the “cramming” and “compression” of content necessary to negotiate the unit in the 
indicative hours allocated had not been genuinely alleviated by the post 2005 Syllabus 
revisions. Teachers saw it as primarily the role of the school library to cater for 
individual student interest in this area. Almost half of the respondents supported the 
idea in principle of a new text or texts incorporating more recent historiographical 
gender perspectives. However, this was tempered with a reluctance to devote much 
classroom time on these emerging concepts and changed content and all stated they 
would probably eschew use of such texts unless they were accompanied by 
endorsement from the peak body professional association, the NSW History 
Teachers’ Association, and more problematically, in the light of the uncertainty and 
controversy associated with the imminent National Curriculum, and possible further 
Syllabus revision, they would not commit to taking a more proactive role in 
integrating recent historiographical trends into teaching the subject unless the material 
was a mandatory inclusion directed by NESA and sanctioned by the Examination 
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Committee in the Higher School Certificate Examination or its equivalent 
replacement. 
 
Conclusion  
 
The findings of this research have clear messages and implications for teachers, 
students and others concerned with social justice with regard to the role and status of 
female agency in historical processes. The main findings arising from the content 
analysis and teacher interviews suggest that the textbooks do not make full use of the 
limited opportunities offered by the curricula to integrate the findings of recent 
historical scholarship. Despite being adroit with the language of reform, the subject 
orientation of the current HSC Modern History syllabus remains mostly fixated with 
themes based upon political and military historical processes, and units of work 
dominated by the twin political themes following the Second World War, 
Decolonisation and Cold War World.  Arguably, these units demonstrate a historical 
and historiographical lacuna of almost three decades thus minimising institutionally 
sanctioned opportunities for teachers and students to explore more recent historical 
literacy’s. These results share parallels with Lassig and Pohl’s (2009) study of how 
changed academic approaches to history have influenced the concepts and contents of 
history textbooks in Germany. Although the German education system is streamed 
into the Hauptschule, preparation for an apprenticeship in a manual trade; the 
Realschule, entry to an apprenticeship in commerce or healthcare; and Gymnasium, 
from which the thirty percent of top students will be prepared for university entrance 
with the Abitur examination, textbooks that go beyond a chronological approach are 
usually available only to Gymnasium students at sixth form level. (Lassig & Pohl, 
2009) In a similar vein to Lassig and Pohl, the texts examined in this study hardly 
ever address gender as a historical category or employ it as an analytical instrument. 
Similarly, the 10 texts examined for the German Case Study mirror the approaches of 
textbooks used for Gymnasium and Realschule; they offer some limited practical 
advice on historical work and follow the concept of a workbook with chapters linked 
directly to syllabus inquiry points along meta-curricular lines, blending content and 
skills together.  
 
These findings revisit an older theme of Curruptio optima pessima, and signal a call 
for action. Given the plethora of recent scholarship on German women in the period 
under study, there can be no valid reason for their over-representation in the 
“Contribution” and “Additive” typologies of Banks’ Scale in contemporary school 
textbooks for senior students. While gender has been integrated into historical writing 
descriptively, if not analytically, the potential of gender has not been incorporated into 
the mainstream historical methodology of senior texts for this subject. There was no 
evidence that teachers reified textbooks for this unit of work, or that lessons were 
textbook dominated. There were however, clear examples that class time was 
textbook driven, and although teachers varied in how they actually made use of texts, 
and use of other teaching and learning materials, textbooks remained as a primary 
framework which instilled confidence and security in students. Given the high stakes 
of the HSC as the major pathway to tertiary studies this is understandable. Arguably, 
what is at stake is how we reconcile the institutionally sanctioned curriculum with 
other voices outside of formal learning sites but which provide a more authentic mode 
of expression. How does the student free themselves from empirically identifiable 
inconsistencies between outmoded curriculum support materials and the discourses of 
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the more recent historiographical trends? How can teachers and students free 
themselves from this lacuna, given that most historians now work within an 
intellectual milieu that is consciously and occasionally unconsciously 
interdisciplinary? 
 
Anecdotally, a leitmotiv of student estrangement from the subject is based on the 
absence of female agency in the discourse as female and male students continue to 
seek access to more recent histories in web-based environments and continue to 
critique the elision and omission of women from their place at the historical table in 
school textbooks. This study presents an opportunity for senior students to explore 
areas-themes such as the following, with the school as mediator of social change and 
justice: the counterfactual in history the “What if ...?”; gender as an important element 
of history and the social and cultural relationships between gender and society; the 
expansive nature and role of institutions in perpetuating elite interests, hierarchies, 
ideas, and ideologies; how mass-media can be rescued from anti-democratic interests 
for democratic purposes; the cultural potential and achievements of women; the role 
and potential of digital technology to transform cultural change, and its inhibitors, 
inter alia, the literary, theatrical, and cinematic aspects of film and other cultural texts; 
how to establish ideal speech conditions, evaluate politics and act collectively. 
 
 The German National Study also represents a problem and an opportunity for 
student-teacher exposure to and experience with the Habermassian notion of 
communicative action in situ. Through dialogic communication and dialectical 
analysis (Guilar, 2006; Mah, 2000) teachers need to offer a corrective to cultural 
edifice and artifice made merely to produce-reproduce power through cultural texts 
and educational processes oriented to instrumental purposes. An attempt to 
demonstrate the ideal speech situation in schools would offer an agenda for 
transformative emancipatory change beyond the technical knowledge constituencies 
of positivist and interpretive paradigms. (Cohen, Manion, & Morrison, 2000) By 
introducing an understanding of validity claims, relationship between objects and 
ideas, and the place of rational deliberation (Blake, 1995) in knowledge production, 
learners might eschew unproblematic assumptions about the relationship between 
objects and ideas, and the role asymmetry (Blake, 1995) characteristic of the majority 
of high school teaching episodes, to re-evaluate agency and begin to foster awareness 
of their position within the control centres of organisational ideologies, and participate 
fully in the cultural transformation of institutions through new paradigms that value 
freedom and promote it in practice. 
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Abstract 
In today’s educational arena, field trips are often viewed as an extracurricular activity 
disconnected from curriculum. Currently, teachers are experiencing pressure to prepare 
students of all ages to be college and career. Policy makers are mandating 
commercialized curricula as a means to ensure proficiency on standardized assessments. 
These types of curricula are often void of culturally relevant experiences that could be 
found through investigating local contexts. This study documented the process of two 
early childhood educators developing curriculum that stemmed from children’s interests 
and their local contexts. During a 12-week period, a qualitative research study was 
conducted in a preschool located in a university lab school studying how the teachers, 
children, and families conceptualize field trips as a source of curriculum. To understand 
how educators plan for and implement meaningful field trips that are interwoven with 
curriculum, the teacher participants’ beliefs and perceptions about taking children on 
field trips was explored. Additionally, the children’s social construction of meaning of 
their physical and social worlds was observed and documented. The data collected was 
analyzed using van Manen’s extensional categories of lived experience. 
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Introduction 
 
The purpose of this study was to examine the notion of teachers taking children outside 
the classroom walls to study their immediate worlds. This research study followed a 
community of learners as they experience venturing outside the walls of their classroom 
and move from their own circles of knowing to gain a greater understanding of their 
cultural communities and physical and social worlds.  
 
A current educator that inspired this research is Sal Vascellaro (2011). Vascellero has 
experienced, taught, and written about the idea of field trips or “venturing out”, as he 
calls it, as the foundation for curriculum development for over four decades. This 
understanding has crystallized through his own experiences in taking trips in his multiple 
roles as an educator: teacher candidate, early childhood teacher, and college professor.  In 
his book, Out of the Classroom and Into the World, he explains how he moved past a 
disconnected version of field trips and into a dynamic approach that enabled learners to 
“experience the deep connections that exist between the physical and social worlds 
around them and understand how these connections affect their lives” (Vascellaro, 2011, 
p. 9). This type of place-based education dually benefits both children and teachers as 
they are all viewed as co-learners. Educators are energized by this active approach to 
teaching where they develop a community-based curriculum that involves exploring local 
businesses, neighborhoods, and events (Field & Bauml, 2011). Investigations that stem 
from children’s questions about their immediate worlds are not geared toward grade-level 
norms but instead the curricular decisions are specific to the group of learners that have 
their own histories, interests, aptitudes, and struggles (Vascellaro, 2011).  
 
This study was conducted in a preschool classroom studying how the teachers, children, 
and families conceptualize and realize field trips as a curriculum source over a span of 
eight weeks. The preschool is located on a university campus and serves as a lab school 
for pre-service teachers studying the field of early care and education. To understand how 
these educators plan for and implement meaningful field trips that are interwoven with 
curriculum, the beliefs and perceptions that the teachers hold about taking children on 
field trips were explored. Additionally, the children’s social construction of making 
meaning of their physical and social worlds is woven throughout the study.  
 
Significance of Study 
 
This research looks beyond the current crisis of standardization of education and seeks to 
support teachers and students by situating the learning in the here and now of a child’s 
life. The educational reform movement has situated early childhood education as the 
solution to high school dropouts, widespread poverty, and the future wellbeing of our 
U.S. population (Brown & Mowry, 2015).  Up until the turn of the 21st century, 
preschools and kindergartens were viewed as settings for children to develop and 
strengthen their social and emotional skills before entering formal schooling. Through 
interactions with their peers, children learned how to get along with others and how-to 
problem solve. However, early childhood settings have become increasingly more 
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academic in nature, largely due to educational reform acts that have been passed in the 
past two decades (Saracho & Spodek, 2006).  
 
The pressure to be “school ready” has become intense and often contradicts what is 
believed to be best for young children. Brown and Mowry (2015) warn that young 
children learn differently from their elementary school counterparts and they’re just 
beginning to develop the skills of an intentional learner (Bowman, Donovan, & Burns, 
2000, as cited in Brown & Mowry, 2015). In a position statement by National 
Association for the Education of Young Children (2009) current teaching methods that 
are of concern in preschool settings are excessive lecturing to the whole group and 
fragmented teaching of discrete objectives which are not conducive to young children’s 
learning styles nor culturally relevant to their lives. Many state standards focus on 
superficial learning objectives, at times underestimating young children’s competence 
and at other times requiring understandings and tasks that young children cannot grasp 
until they are older (Neuman, Roskos, Vukelich, & Clements, 2003 as cited in NAEYC, 
2009). It is important to remember that the academic practices and expectations of 
elementary school can’t simply be shoved down into preschool (Hatch, 2002). 
 
Not only do these high-pressure classrooms impact children’s growth and development, 
they are also having a negative effect on teachers. Because our nation has situated 
education in a competitive context by comparing scores and data on children’s 
achievements, from class to class, school to school, and nation to nation (Meeder & 
Suddreth, 2012) teachers have begun to ‘teach to the test’ in order to keep their jobs 
(Dimitriadis & Hill, 2012; Ravitch, 2012).  When teachers’ livelihoods are at stake there 
is a prevailing fear that their teaching must produce favorable, measurable outcomes. The 
NAEYC (2009) recognizes that, “Teachers are currently being required to follow rigid, 
tightly paced schedules that don’t allow for valuable experiences such as problem 
solving, rich play, collaboration with peers, opportunities for emotional and social 
development, outdoor/physical activity, and the arts” (p. 4). 
 
Additionally, there has been a narrowing of the scope of curriculum to literacy and 
mathematical skills which in turn creates a wide range of deficiencies in other areas of 
development, i.e., scientific inquiry, social studies, and emotional, social, and physical 
development. In this environment of accountability there appears to be very little space 
for taking children outside the classroom walls to explore their local contexts and 
communities. Kohn (2010) foresees this “top-down, get-tough movement to impose 
“accountability” as a crisis that is squeezing the life out of classrooms” (n.p.).  
 
Purpose of Study  
 
The study followed two preschool teachers and their students as they engaged in the 
project of storytelling and performance.  Through careful observation and listening to 
children’s conversations, the teachers guided and facilitated the children’s interests by 
taking the children on multiple field trips around the university campus to investigate 
different elements that support storytelling and performance.  The group travelled to an 
indoor auditorium, an outdoor stage, and a center for the arts with each visit building 
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upon the next.  The children used these experiences to further their understandings of this 
topic and construct their own stage back in their preschool classroom.  This project took 
place over the course of eight weeks, enabling the group to follow the multiple interests 
that emerged around the topic. 
 
Teachers’ Perceptions and Beliefs 
 
During the research study, an underlying premise that guided the teachers’ praxis and 
thought processes regarding their students was the idea that education is the basis for 
social responsibility and democratic practices. During an interview session, the teachers 
shared their goals for their students at the end of the school year. Their responses spoke 
clearly to the idea of building community, developing social skills, and creating a sense 
of belonging within their classroom.  
 
Preschoolers learn through investigative experiences in small groups and through whole 
group conversations that foster a sense of community (Cahill & Theilheimer, 2015). 
Through these types of interactions children are able to build classroom community as 
they learn about their social environment. A sense of community does not happen on its 
own; instead it is carefully cultivated as children have ample opportunities to share their 
ideas and questions, participate in joint problem solving, and see that decisions they have 
made are valued and can indeed have an impact on their own environment.  
 

 
Picture 1: A sense of community develops as friendships form 

 
Both teachers emphasized the importance of social skills and the role they play in 
instilling the love of learning in their students. Community is built through the 
relationships in the classroom.  Field trips and projects can provide children a place to 
learn about each other through common interests. The sense of community which had 
already been established since the beginning of the school year was strengthened and 
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fortified during the Project as the group experienced a curricular experience which they 
believed was important. 
 
Throughout the Project and the corresponding field trips, children were engaged in 
collaborative and cooperative work. The teachers provided opportunities for the children 
to give input and make decisions throughout the project. Through trips to the various 
stages located on campus, the children shared the fun of exploring new territories and 
interacting with each other as learners and thinkers. They witnessed the work of 
individuals within their community and shared a common interest and expressed their 
understandings in multiple ways.    
 
Curriculum Development 
 
The teachers’ vision for their students is that of honoring the individual child. Vascellaro 
(2011) aligns with this philosophy as he writes about projects that develop through the 
interests of a unique group of learners from year to year. “Projects are not geared to an 
abstract notion of a grade-level norm, but to the actual individuals – who have their own 
histories, interests, aptitudes, and struggles” (p. 68).  The Project of storytelling and 
performance would have been impossible if the teachers were confined to a box 
curriculum with a predetermined script and timeline.  Katz and Chard (2000), perhaps 
some of the most notable researchers on the subject of project work, explain project work 
as “[…a way of teaching and learning, rather than following a particular set of teaching 
techniques, or invariable sequences of activities, routines, or strategies. A teacher’s 
special knowledge of her children enables her to encourage them to interact with people, 
objects, and the environment in ways that have personal meaning for them.” (p. 3).  
 
During the last interview session, the teachers shared their thoughts on curriculum 
development and how this impacts teaching and learning in their own context, “[…a 
boxed curriculum is just what it is… it is saying here is what you need to impart on the 
children and there is no design factor. You can’t make it your own and it is not unique…it 
is not fun” and “[…in a boxed curriculum it can be hard to draw the kids’ interests into it 
and then we have to find ways to make it more meaningful for the children.”  
 
Physical Interactions 
 
Throughout the Project, the teachers were continually reflecting on ways to support 
physical interactions between the children and content. During the time the children were 
building the stage they were constantly engaged in exploring, experimenting, negotiating, 
communicating and sharing. Through the physical process of engineering and building a 
wooden stage the children were physically and socially interacting with their peers and 
the adults within their environment. They carried boards and tools, measured spaces, 
crawled and crouched to position boards, hammer nails, and screw screws.  
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Picture 2: Children use fine and gross motor skills as they build their own stage 

 
Physical interactions provided the children spaces to work out their own understandings 
and hypotheses about the world by observing what happens, reflecting on their findings, 
imagining possibilities, asking questions, and formulating answers. When children make 
knowledge their own in these ways, their understanding is deeper, and they can transfer 
and apply their learning in new contexts (NAEYC, 2012).   
 
Language Development 
 
Once back in the classroom, the children were engaged in literacy activities through 
many mediums. During group meeting time there are read alouds, shared writing 
activities, songs, reading of charts, and sharing of ideas that related to their current field 
trips.  In the dramatic play area, children engaged in writing lists, making signs, reading 
to stuffed animals, and using environmental print to write letters and names. The teachers 
engaged in intentional planning to provide the experiences their students needed such as 
exposure to books; rich conversations; experiences in drawing and writing, and pretend 
play. 
 
The teachers created opportunities for the children to dictate stories and then turned those 
stories into scripts for the children to act out. The physical role-play continued with the 
other children’s stories. The children’s dictated stories became another source of material 
for read alouds. This practice promoted the children’s awareness of themselves as 
producers of written language. During a committee time the children wrote invitations to 
community members asking for help to build a stage. This activity enabled the children 
take action on a decision they had made.  
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Picture 3: Children enact stories which stem from their imaginations  

 

 
Picture 4: Using blocks to build a ramp 

 
A small group of children are engaged in performing an impromptu play, while another 
student worked nearby to build another stage with wooden blocks, experimenting with 
various features. He created a ramp for easy access and encouraged a peer to try it out. 
Meanwhile another student worked in the art studio drawing a stage. Each child had 
opportunity to express their understandings through multiple modalities.  
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Mathematics 
 
Children use mathematical skills to make sense of their physical and social worlds (Cahill 
& Theilheimer, 2015; NAEYC, 2009). Research has proven that when academic skills 
are embedded in play it supports children’s dispositions to learn (Hirsh-Pasek & 
Michnick-Golinkoff, 2014; Katz & Chard, 2000).  In this classroom mathematical 
thinking is incorporated throughout their daily work.  This is evident as the teachers 
explained how they view the development of math skills. “Math comes in with the 
building in the block area.” As children build with blocks they collaborate to count, 
measure, balance, and design representations of things they experienced on the field trips. 
Through this process they learned about size, shape, and patterns.  
 

 
Picture 5: Dramatic play supports mathematical thinking 

 
Children were provided with deep and sustained interactions with key mathematical 
ideas. They engaged in formal (measuring tape) and informal (their own body) methods 
of measuring spaces. They used numbers in both single and double digits to represent 
their findings. As the children helped to bring in the materials into the classroom to build 
their stage, they began discussing whether they had the right amount of boards thus 
comparing and identifying total quantity. The teachers instructed the children to line up 
the boards to create supports for the stage illustrating one-to-one correspondence. These 
simple and implicit activities all support mathematical thinking in meaningful ways for 
young children.  
 
Science, technology, engineering, and math (STEM) has been a prominent factor in 
education for several decades but now early childhood education is also included in this 
emphasis (Christenson & James, 2015). The block center in preschool classrooms is a 
natural method of engaging children in engineering and design (Wynn & Harris 2013).  
In the block area, children construct fundamental concepts related to science, 
engineering, and math as they experiment, observe, and develop inferences based on 
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these experiences, even if they cannot articulate them. Moomaw (2012) states, “One 
could almost call the block area a STEM laboratory for young children.” (p. 27). In this 
classroom the children have opportunities to plan, design, and build in multiple formats.  
 

 
Picture 6: Engineering a stage 

 
University Campus Provides Context 
 
There were many options for this classroom to explore and study because of the location 
of the program. During one of their planning sessions, the teachers brainstormed possible 
site visits. The teachers’ list included the theater department, music department, 
cinematography department, and the film department. Each of these departments offered 
contexts that could be further explored and studied with the children in relation to this 
project.  
 
An additional benefit of being located on a university campus was the free bus 
transportation. The university bus routes cover the entire campus and which made it 
possible to explore multiple locations connected to the children’s interests. Language, 
literacy, and math skills are embedded in the real and interesting world of the children 
(Cahill and Theilheimer, 2015). On each bus ride the children were taking note of their 
environment and discussing their observations with their peers and teachers.  
 
The route that was taken for most of the field trips began with a tour around the outside 
of the campus and along the college of agriculture.  The children’s faces are pressed 
against the windows of the bus.  We pass by a large pond with a stream flowing into it. 
The children are curious and want to know more about it.  Katie wants to know if she can 
fish in that pond. Gabriel shouts out that he sees a tractor. There are open fields and 
pens with cows and horses. Several children say we have gone by their houses and Mateo 
states, “That is where my pop lives.” The children are making connections to the 
environment around them.  
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Children’s interests which begin on a bus ride can be the provocation for many projects.   
 
Connecting to the Real World  
 
The teachers reflect on how field trips provide the context for their development of 
curriculum. “[The children] are going and seeing something with their peers and we are 
seeing it together and we are extending something from the classroom or are taking it 
back to the classroom.” The teachers view field trips as a way to help children make 
connections between what they are learning about in the classroom with what they are 
experiencing out in the world.  
 

 
Picture 7: Venturing out with friends 

 
Learning Dispositions  
 
Curricula that are developed from children’s interests which stem from local 
investigations can provide authentic experiences by supporting children’s natural learning 
dispositions (Katz & Chard, 2000). The teachers are in agreement that cognitive 
development is only a piece of what goes into the education of young children. They 
provide ample opportunities for their students to make friends, create a sense of 
community, interact socially, and build self-confidence through age-appropriate and 
developmentally-sound activities that support all of the learning processes. The teachers’ 
primary goal for their students’ academic growth is understanding through action rather 
than acquiring rote knowledge (Dewey, 1916; 1966). They use the “texts of early 
childhood” (Cuffaro, 1991) such as paint, blocks, music, dramatic role play props, 
literature, and movement to teach the subject matter in interesting ways. The dramatic 
roleplay and block areas in this classroom take up the largest space which reflects the 
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importance of these activities. Subsequently, the teachers design learning experiences that 
incorporate learning dispositions, knowledge acquisition, and skill development.    
 
Conclusion 
 
The findings from this study produced two dominant threads that were identified from the 
teachers’ lived experiences and field note documentation; (1) community building as a 
prevailing factor of curriculum and (2) the dynamic interactions among the teachers, 
children and the curriculum. 
 
Community Building. Community building is foundational to the teachers’ philosophy 
of educating young children. The in-depth interviews and observational field notes of 
trips, classroom activities, and planning sessions provided evidence that teachers were 
intentional about creating a caring community that promoted the children’s social and 
emotional development. As noted in the stage building process, children were engaged in 
collaborative problem-solving by working together to construct a product for the 
common good of the class. Additionally, the children had ample opportunities to share 
their opinions and make decisions in the learning process. When young children are 
engaged in experiences where their voices are heard and acted upon, the self-identity of a 
competent learner is facilitated and promoted by the teachers (Casper & Theilheimer, 
2010; Dewey, 1916/1966; Kohn, 2008; McCann, 2014).   
 
The educators demonstrated a deep awareness of each child’s unique characteristics as a 
means to develop curricula.  Based on the relationships the teachers built with their 
students, the idea of commercialized curricula is considered to be both irrelevant and 
counterproductive to the process of community building for these teachers. They 
expressed the belief that curriculum design should not only emerge from children’s 
interests but specifically these children’s interests. As discussed by Cahill and 
Theilheimer (2015), Kohn (2008), and Vascellaro (2011), children need to play a vital 
role in helping to design the curriculum, think through the possibilities, and take 
ownership in the learning process. Young children can see that people working together 
can make a difference.    
 
Dynamic Interactions. Children interacted with the people within their local contexts. 
Through the Project and the relating field trips the children were introduced to interesting 
people that could be further sources of curricular Projects. Not only were the children 
learning from the adults in their environment, but they were learning from their peers as 
well. The photographs are documentation of some of the children’s daily interactions 
with each other.  Growth and learning occur through the relationships children have with 
teachers, other children, and family and community members (Cahill & Theilheimer, 
2015; Gonzalez, Moll, & Amanti, 2005; Montessori, 1946). Curriculum that centers and 
builds on human relationships integrates social and cognitive development.  
 
Children interacted with interesting materials. Building blocks, real life tools, open-ended 
art materials, props in the dramatic role play area, writing materials, measuring 
instruments, and technology were just some of the materials the children had opportunity 
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to explore. The children engaged intellectually and emotionally with these materials both 
as individuals and as a community.  
 
Children interacted with their environment. Each field trip provided the children 
opportunities to explore their local surroundings. As the teachers and children ventured 
out around the university campus they were introduced to real-life information that 
appeared relevant to them. The children made an important discovery about maps and 
local geography. These interactions provided spaces for children to strengthen their 
confidence in understanding their environment (Edwards, Gandini, & Forman, 2012; 
McCann, 2014; Montessori, 1946; Vascellaro, 2011). 
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