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How Do ESL Learners Talk and Interthink in Asynchronous Online Discussions?
Zenia Chan, University of Cambridge, United Kingdom

The Paris Conference on Education 2023
Official Conference Proceedings

Abstract

Education in the post-pandemic era is presented with prospects to reconfigure the mode of
teaching and learning with the affordances of technology. Despite the prominence of classroom
talk and its associations with students’ thinking, little is known about such effects when talk is
conducted in a purely asynchronous online context among students and teachers who learn
English as L2. The current study explored how Hong Kong ESL learners talk and think together
using a micro-blogging tool, Padlet. Twenty-five students from a HK secondary school were
recruited to post their individual views on news articles before engaging in open-floor
discussions about their opinions. They were then asked to write a short self-evaluation on their
discussion process and evaluate their talk. The Scheme for Educational Dialogue Analysis was
adopted for coding written contributions while thematic coding was adopted for oral
transcriptions for analysis. Results showed that the online talk had short turn-taking and was
dominated by reasoning and questioning. However, this type of online talk exposed students
to a wider range of views and future learning opportunities. It also promoted the depth and
breadth of their thinking and triggered internalisation of co-constructed ideas for individual
production with a heightened sense of self-evaluative awareness. Based on these salient
findings, the significance of learning via online talk is identified. It is also recommended that
self-evaluation should be integrated in the learning process to facilitate students’ interthinking.

Keywords: Asynchronous Online Discussion, Interthinking, Mixed Methods, ESL
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Introduction

The need for online teaching and learning since the pandemic has provided greater affordances
for technology and distance learning. One such form of distance learning within language
instruction involves asynchronous online discussions (e.g. Wang & Woo, 2007). The study
herein, as part of a larger study on students’ online talk and thinking, presents preliminary
results on how English as a Second Language (ESL) learners talk and interthink in
asynchronous online discussions in a Hong Kong (HK) secondary school classroom.

Literature Review

Classroom talk has been well-established in the field of education. In the past decades, studies
have looked into the effects of classroom talk on content instruction (e.g. Mercer, Dawes, &
Staarman, 2009) and the process of learning (e.g. Edwards-Groves, Anstey, & Bull, 2014),
specifically how learners think and co-construct knowledge (Atwood, Turnbull, & Carpendale,
2010). Existing literature has attempted to characterise and categorise the types of classroom
talks that contribute to learning according to talk features (Mercer, 2010). One such
categorisation is offered by Littleton and Mercer (2013), who contended that classroom talk
included cumulative, disputational, and exploratory talk, with exploratory talk offering the
greatest potential in learning as it allows interlocutors to build ideas upon each together in a
constructive manner.

Drawing from the tenets of exploratory talk, scholars have also attempted to study the
effectiveness of talk in relation to students’ thinking, particularly the notion of interthinking
(Knight & Littleton, 2015), which concerns the collective thinking process and idea
engagement through talk between interlocutors (Pantaleo, 2007). For example, Mercer,
Hennessy, and Warwick (2019) studied how learners were encouraged to use language to think
together for better text comprehension with the use of the Kate’s Choice software. The results
indicated that students were able to offer reasons, critically engage, and evaluate alternatives
in the discussion, which demonstrate features of exploratory talk. Yet, most existing studies
have yet to focus on the student talk and thinking within asynchronous online discussions, nor
have they explicated, in great detail, how interthinking is brought about through online
discussions, as opposed to using technology to stimulate face-to-face discussions. The present
study hence posits the following research question: How do HK ESL learners talk and
interthink in asynchronous online discussions?

Participants

The study adopted purposive sampling in order to identity participants that had similar
characteristics as other HK students. In total, twenty-five ESL learners from a HK secondary
school participated in the study. The group of students, aged 13 to 14, were of mixed gender.
All students belonged to the same Year 8 English class. Therefore, they had similar levels of
English proficiency, which facilitated data comparison.

Methodology
At the start of the study, participants were asked to share their individual views on news articles
via a micro-blogging tool, Padlet. They would then read others’ posts and participate in open

floor discussions, which took the form of asynchronous online discussions. They then wrote a
piece of self-evaluation on this experience.

ISSN: 2758-0962 2
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With regards to data analysis, on the one hand, the Scheme for Educational Dialogue Analysis
framework proposed by Hennessy et al. (2016) was adopted to analyse the online discussions
by learners. On the other hand, thematic coding was used to analyse the self-evaluations of
participants.

Results

The results revealed the enormous potential of asynchronous online discussions in promoting
learner development and thinking. To start with, the breadth and depth of students’ thinking
was promoted through exploratory talk. Participants stated that the mutual questioning during
online discussions helped them broaden and widen their ideas and scope of thinking. They also
highlighted that questioning helped to deepen their understanding of the news articles and
relevant social issues. Moreover, the act of giving reasons and understanding reasoning during
online discussions helped students develop their depth of thinking. These are achieved since
more thinking time was allowed for students to formulate their responses during asynchronous
online discussions, which helped to enrich their thinking.

Another significant finding was that the process of self-evaluation promoted the internalisation
of interthinking. Since students had to read each other’s views before formulating their own
opinions, their contributions indicated that they had developed a higher awareness of different
perspectives through this process. By engaging in the discussion process, they were co-
constructing knowledge by making their reasons and thoughts transparent for speculation and
exploration. Asking learners to reflect on this interthinking process through self-evaluations
helped them to internalise the ideas that they generated together. Participants also reported that
they were also more aware of the need to reflect on their own thinking and ideas.

In summary, the results highlighted that asynchronous online discussions enabled ESL learners
to make their reasoning and questioning explicit and promoted the depth and breadth of their
thinking. By exposing them to a wider range of views, they could also better internalise their
co-constructed ideas through the process of self-evaluation.

Conclusion

The preliminary results presented in this study indicates that asynchronous online discussions
have capacity to promote students’ thinking and trigger the internalisation of co-constructed
ideas. Further research can be directed at fleshing out the nuances of this type of online talk
and differentiate it from other types of classroom talk. It should also study, in greater detail,
the process in which self-evaluation is brought about during the interthinking and
internalisation process.
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Impact of Teacher Beliefs on Planning ESL Reading Lessons
Vivaldi Chung, University of Cambridge, United Kingdom

The Paris Conference on Education 2023
Official Conference Proceedings

Abstract

The challenges brought about by the pandemic have reaffirmed that individuals’ beliefs are
integral to humans, as they help orient and interpret our social and personal experiences.
Similarly, teacher beliefs towards education are shown to be an ever more important factor in
shaping frontline practitioners’ teaching practices. In the Chinese classroom, however,
teacher beliefs and their knowledge are often downplayed because of the prevailing
classroom practices influenced by the enduring Confucian Heritage Culture. Despite the
substantial number of studies on the correlation between teacher beliefs and their classroom
practices, there are limited studies which investigate the interplay between practitioners'
beliefs and lesson planning, a crucial stage that informs and guides the actual classroom
practices. This study set out to investigate Hong Kong teachers’ beliefs and their interplay
with instructional planning for ESL reading lessons. Adopting a multiple case study
approach, four in-service teachers with varying years of experience were invited to partake in
the study. Data collected from the teachers’ self-designed lesson plans, teaching materials,
self-reflections, and semi-structured interviews were inductively coded and analysed. The
findings revealed that both teachers’ epistemological and pedagogical beliefs had significant
impacts on instructional planning in terms of structuring and designing lesson activities.
However, these elements were subject to the influence of contextual and external factors.
Results suggested that there is an urge to further develop teachers’ awareness towards their
own belief systems through professional development.

Keywords: Teacher Belief, Lesson Planning, Reading Instruction, Case Study, ESL
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Introduction

The study of teacher beliefs has become more prolific in recent years. Researchers have
begun to focus more on the belief systems of language teachers and their relationships with
classroom practices, with burgeoning studies directing their attention towards the beliefs of
language teachers in English as a Second language (ESL) contexts (e.g. Turnbull, 2018). The
study herein, as part of a larger study on ESL teacher beliefs and Pedagogical Content
Knowledge (PCK), reports preliminary results as to the impacts of teacher beliefs in planning
reading lessons in Hong Kong (HK) ESL classrooms.

Literature Review

Nested in the field of teacher cognition, teacher beliefs have long been the subject of
investigation in promoting the understanding of teacher development and decision making in
classroom settings (Fang, 1996). However, given its complex nature, it has proven difficult
for theorists to offer a comprehensive definition. While some argue that beliefs form a
general system of “what [teachers] do in the classroom with students and materials”
(Eisenhart, Shrum, Harding, & Cuthbert, 1988, p. 59), others propose that it should be
segregated into various domains, including but not limited to the subject matter, pedagogy,
curriculum, and teaching and learning (Muliyah & Aminatun, 2020; Rubie-Davies, Flint, &
McDonald, 2012). Some researchers divide teacher beliefs into epistemological and
pedagogical beliefs (Chung, 2018). Regardless of the theoretical grounding one takes, studies
have shown that teacher beliefs are closely related to their classroom practices (Burns, 1992).

Within the field of ESL teaching, studies on teacher beliefs focused mainly on its relationship
with English language instruction. For instance, Rahman, Singh, and Pandian (2018)
explored the relationship between teachers’ espoused beliefs and their teaching practices in
Communicative Language Teaching (CLT) classrooms. They described the convergences and
divergences between belief and practice, specifically in relation to the communicativeness of
classroom activities, arguing that external factors, such as lesson time and class size, often
had an impact on the actualisation of ESL teaching. Scant attention, however, has been
placed on the lesson planning process that led to these instructional practices. Thus, the
proposed study aims to address this gap by proposing the following two research questions:
(1) What are the beliefs of HK ESL teachers about planning reading lessons? and (2) How do
teacher beliefs impact the planning of secondary ESL reading lessons?

Participants

Four ESL teachers (two males and females respectively) teaching at the KS3 level (ages 12 —
15) were solicited via purposive sampling to take part in the current study. Participants had a
range of different educational backgrounds and years of professional experiences. Their
students were also of diverse abilities and were from different schools across the city.
Methodology

This study adopted a multiple case study approach, in which each individual teacher forms a

unit of investigation. The results from each case (each individual teacher) are analysed first
before compared across different cases.
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In the study, participants were asked to design a reading lesson and instructional materials
that they find suitable for their students. Afterwards, they were asked to write a self-reflection
on the design process. These documents were then collected and analysed briefly. A
stimulated recall interview was then conducted to tease out teacher beliefs that were
highlighted through the planning and reflective process. At the final stage, the self-reflections
and interview transcripts were coded inductively, and the final codes were aggregated
through axial and selective coding (Yin, 2018).

Results

Beliefs espoused by teachers included a range of different epistemological and pedagogical
beliefs. First and foremost, participants were shown to hold epistemological beliefs about
lesson planning and reading instruction. They believed that lesson planning ensures the
quality of instruction and helps promote student learning and engagement. However, they
also believe that the process of planning should be flexible. With regard to reading
instruction, participants believed that reading is an innate ability possessed by students, and
hence the instructional process concerns the development of reading skills and promoting
literacy.

Furthermore, pedagogical beliefs of teachers were also highlighted. Not only were teachers
found to possess beliefs about the objectives of reading instruction, but also the specifics in
the planning of reading lessons. In terms of the goals of reading instruction, participants
believed that they hope to help students apply reading strategies and language features to
understand a range of different reading texts. Through the teaching process, they believed
that students’ awareness towards social issues could also be developed. Given the
pervasiveness of exam-oriented culture in the HK education system, participants also noted
that one of the main goals of teaching reading is to prepare students for summative
assessments.

In terms of the pedagogical beliefs in planning a reading lesson, six categories of beliefs were
identified. Teachers believed that they factored in the use of teaching materials and students’
learning when they planned a reading lesson. They would also consider the interactivity of
the lesson at hand, the time that they have and may use, as well as the resources that they
possess, including various technological tools. They also believed that the washback effect of
assessment had a substantial impact on how they would construct individual reading lessons.

Conclusion

Preliminary results of the study have pointed to the complex and eclectic epistemological and
pedagogical beliefs that teachers embody when they plan ESL lessons. Future work may
focus more on the interrelationships and possible interactions between different types of
beliefs within ESL teachers, and their effects on lesson planning and subsequently, classroom
practices.
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Abstract

In the rapidly changing global environment, innovative education in senior high schools
serves as an important connecting link in the process of cultivating talents, and the leadership
of principals is also the core of school reform. Therefore, the purpose of this study is to
explore how to develop innovative education in senior high schools through the
entrepreneurial leadership of principals. Based on this, this research starts from the concept of
entrepreneurial leadership and innovative education, and constructs the indicators of
entrepreneurial leadership of senior high school principals. It uses research methods such as
expert interviews, expert focus group discussions, and Fuzzy Delphi. The study obtains the
following conclusions: 1. The entrepreneurial leadership of senior high school principals can
be divided into five dimensions (general entrepreneurial leader behavior, explorer behavior,
miner behavior, accelerator behavior, integrator behavior) and 49 indicators; 2. General
entrepreneurial leader behavior (GELB) is the most important dimension of the
entrepreneurial leadership of senior high school principals.

Keywords: Entrepreneurial Leadership, Innovative Education, Senior High School
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Introduction

Principal leadership plays an important role in the development of innovative education in the
internal and external environment (Eyal & Kark, 2004; Eyal & Inbar, 2003; Park, 2012).
What exactly can the principals do, and make that be the key to the development of
innovative education? Especially in today's environment of increasing uncertainty, principals
need to have entrepreneurial leadership skills, as well as the knowledge and ability to execute
innovation education. The research on the relationship between principals' entrepreneurial
leadership and school innovation education is still relatively rare (Park, 2012). However, a
few studies have pointed to a significantly high correlation between principals'
entrepreneurial leadership and innovation education (Pihie, Asimiran, & Bagheri, 2014; Pihie
& Bagheri, 2013). Based on this, facing the rapid international changes, innovative education
has become the key to a country's development of international competitiveness. Senior high
school innovation education is an important link in cultivating innovative talents, and the
leadership of principals is also the core of school reform. Therefore, this research aims to
establish the indicators of principals' entrepreneurial leadership, so as to become a guide for
leaders to develop innovative education of senior high school.

Entrepreneurial Leadership Model

Pihie et al. (2014) used the entrepreneurial leadership questionnaire (ELQ) of Thornberry
(2006) to explore the structure of entrepreneurial leadership. It divides leaders into two
categories, namely activist and catalyst; the leaders is also divided into two different types,
internal and external; the leader role is further divided into four dimensions: explorer, miner,
accelerator, and integrator; and the combination of these dimensions is called general
behavior. Among the entrepreneurial leadership models, the Thornberry (2006) model
explains leadership behaviors at the individual and organizational levels. The activism role
involves the leader's personal behavior, while the catalyst role involves the leader's
organizational behavior. Activist leaders play an active role as key entrepreneurs, taking the
first step to seek opportunities for advancement without waiting for others. Conversely,
catalyst leaders cannot directly drive the reformation, they need to create a supportive
environment that stimulates innovation, new ways of doing things, and innovative action
among followers. According to the Thornberry's model, miners and explorers are classified as
activists, while accelerators and integrators act as catalysts.

Although the entrepreneurial leadership models of Gupta et al. (2004) are more commonly
used, most of their research are not about the educational organizations. In the field of
education, although researches based on the Thornberry (2006) models are still very rare, the
models have been preliminarily verified for their applicability in the educational environment
(Pihie et al., 2014; Yusof, 2009). In addition, the dimensions covered by the Gupta et al.
(2004) models include the entrepreneurial leader's ability to respond to challenges, absorb
uncertainty, and advocate, enable members to recognize opportunities to create sustainable
competitive advantage for the organization, emphasize motivating members and mobilize
resources to inspire members to achieve organizational vision goals; and in order to improve
organizational work performance and competitive advantage, entrepreneurial leaders also
need to seek and identify new opportunities, and take action to take advantage of these
opportunities (Chen, 2007; Gupta et al ., 2004; Huang, Ding, & Chen, 2014; Kyndt & Baert,
2015; Thornberry, 2006). In fact, most of these views are covered in Thornberry's (2006)
models. It can be seen that Thornberry's model is more suitable for school education research.
Therefore, this study will take this as a basis to develop the indicators system of
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entrepreneurial leadership of senior high school principals. The actions that can be divided
into five role levels are defined as follows:

1. General entrepreneurial leader behavior (GELB): The principal exhibits entrepreneurial
behavior and establishes a favorable atmosphere for the school to support innovative behavior,
so that the innovative thinking, behavior and achievement of faculty members become part of
their daily work.

2. Explorer behavior (EXPB): It means that leaders discover and seize new opportunities to
improve organizational creativity and performance. In a school, it represents the principal's
willingness to work hard to explore new ideas and opportunities to improve the school,
working closely with networks inside and outside the school to build on the school's own
strengths and overcome its weaknesses.

3. Miner behavior (MINB): It refers to the behavior of leaders when they adopt innovative
methods to solve problems, which expand the organization's competitive advantage by
adopting innovative methods to members, systems and processes. In the school environment,
MINB means that the principal will not limit himself and wait for the opportunity, but will
make changes through a series of internal administrative actions to make the school more
competitive and efficient.

4. Accelerator behavior (ACCB): Leaders take good use of skills and focus on encouraging
their followers to embrace innovative behaviors and ideas, thereby developing an innovative
environment for members. In a school setting, principals motivate staff to develop innovative
ideas and actions, demonstrate creativity and innovation in the implementation of educational
tasks, and provide a supportive environment for them to experiment with innovative
approaches.

5. Integrator behavior (INTB): Leaders apply their innovative spirit and thinking to the entire
organization by effectively organizing overall actions to promote organizational goals. In a
school, the principal is responsible for obtaining resources and funds from outside the school
to establish a system with innovative education support, conveying the vision and mission of
innovative education to all teaching staff, and integrating, communicating and coordinating
resources to realize the school's vision of innovative education.

Method

This study uses the Thornberry (2006) Entrepreneurial Leadership Model to construct the
indicators of the entrepreneurial leadership of senior high school principals. In order to
develop an questionnaire tool with high reliability and validity, the "expert interviews" will
be adopted, and 5 principals who have been recognized for their leadership, as well as 5
scholars in the field of related research on principals' leadership will be selected. A total of 10
experts from Taiwan will join. After the first draft is established, the above 10 experts are
invited to conduct "expert focus group discussions" to collect their opinions on the
connotation and dimensions of the principal's entrepreneurial leadership, After holding 2
expert symposiums, the first draft of the questionnaire of the Fuzzy Delphi survey of
principals' entrepreneurial leadership indicators is developed. Finally, Fuzzy Delphi analysis
is adopted, and triangular fuzzy numbers are used to measure and integrate expert opinions,
in order to construct an index system for the entrepreneurial leadership of senior high school
principals, and the Fuzzy Delphi expert group is also composed of the above 10 experts.
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Results

After synthesizing relevant theories and literature, and the opinions of "expert interviews"
and "expert focus group discussions," the index topics for the entrepreneurial leadership of
senior high school principals are established as shown in Table 1. Then, according to the
results of the experts' questionnaire and applying the Fuzzy Delphi operation steps of
Ishikawa et al. (1993), Microsoft Excel is used to obtain the geometric mean of the most
conservative cognition score (Ci) and the most optimistic cognition score (O1i), Min and Max
values, as well as the test value Mi-Zi which is calculated from the difference between Oi1 and
Ci (Mi) and the gray zone value (Zi), and the expert consensus value (Gi), as shown in Table
2.

Table 1: Dimensions and indicators of entrepreneurial leadership of
senior high school principals

Dimension No. Indicator

The principal breaks through the limitations of the school system in
1-1 | a timely manner and completes innovative educational goals and
tasks.

The principal has the demonstration ability and action force of
innovative education.

The principal pays attention to the improvement of school
1-3 | effectiveness and sets challenging strategic goals for the
development of school affairs.

General The orinci — —
. e principal creates an atmosphere of entrepreneurial innovation in
entrepreneurial | 1-4
leader the school. — - —
behavior 125 Whep the original innovation apprqach doesn't work, the principal
(GELB) can 1nsfanf1y overcome obstacles w%th dlfft?r(?nt approaches.
1-6 The principal presents entrepreneurial spirit in the development of
school affairs.
17 The principal actively avoids the consumption of innovation energy
caused by the bureaucratic system.
138 When the school is carrying out innovative reforms, the principal is
willing to listen to the suggestions of other different voices.
1-9 Principals develop innovative characteristics according to new
education trends.
7.1 The principal properly analyzes school affairs information and
studies new strategies for the future development.
2.2 The principal takes the initiative to check the school's weaknesses
and find out countermeasures to overcome them.
’-3 The principal listens to the complaints or suggestions of the
stakeholders and adopts improvement strategies actively.
Explorer The principal actively devises the innovative ways to develop the
behavior 2-4
(EXPB) school.

The principal motivates the staff to come up with innovative ways to
2-5 | develop the school's characteristics to enhance the school's
competitiveness.

The principal explains to the competent authority about the school's
2-6 | idea of promoting innovative education, and strives for the approval
and support of the competent authority.
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The principal clearly communicates to staff the strengths,

2-7 | weaknesses, opportunities, threats (SWOT) of the school, and the
strategies to respond.
)-8 The principal actively identifies, develops and pursues new
opportunities for school development.
The principal leads the teaching staff to actively apply for
2-9 | government or private experimental or innovative plans to develop
new school characteristics.
7-10 The principal grasps the essence of the new curriculum, and
systematically develops a distinctive school-based curriculum.
The principal communicates with the competent authorities firmly
3-1 | and professionally, so that the competent authorities can better assist
the school to run the school affairs smoothly.
The principal looks for innovative ways to manage, operate or
3-2 .
rearrange school hardware & software equipment, and resources.
33 The principal ensures that all school stakeholders are considered
Miner when staffs are doing changes to the school.
behavior 34 On faculty work affairs, the principal can come up with innovative
(MINB) ways, and get twice result with half the effort.
3.5 The principal analyzes workflows, resources and procedures to
understand how to enable staff to do their jobs better and faster.
3.6 The principal expects staff to identify and balance issues of
competition and cooperation across schools.
The principal supports staff in making changes to improve the
3-7 . .
school's outdated operating mechanism.
4-1 | The principal encourages staff to be entrepreneurial and innovative.
4.0 The principal encourages staff to challenge the status quo and strive
for change.
4.3 The principal listens to and supports staff suggestions to improve the
school.
44 The principal encourages and supports staff doing innovative reform
at work.
4.5 The principal inspires staff to develop professional communities,
learn new skills, and provide support.
When the new school development goals fail to achieve the expected
Accelerator 4-6 resultg, the principal will quickly find the crux of the problem and
behavior solve IF' — - -
(ACCB) The principal inspires staff to thlnk z}bout how to carry out teaghlng,
4-7 | classroom management, administration, school activities, etc. in
innovative and effective ways.
4.3 The principal encourages staff to work hard to share their innovative
ideas to inspire colleagues.
The principal allocates resources and schedules properly to help staff
4-9 . .
find out the way to improve school effectiveness.
The principal plays the leader role of curriculum, actively
4-10 | encourages teachers to conduct new curriculum experiments, and
promote teachers to develop multiple elective courses.
411 The principal creates an environment where teachers can

independently experiment with innovative teaching.
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Integrator
behavior
(INTB)

5-1

The principal shapes the school's constantly changing vision for the
future, driving staff committed to school innovation.

5-2

The principal identifies, encourages and protects innovators who
may think and behave differently from most faculty members.

Principal-led school administration is fast and flexible, allowing staff
to respond quickly as new development opportunities arise.

5-4

The principal has good public relations and can introduce resources
inside and outside the school in a timely manner to meet the needs of
the school during innovation.

5-5

The principal integrates internal and external resources and
establishes a support system that encourages continuous
improvement and innovation.

The principal can respond quickly to remove obstacles as promoting
school reform,.

5-7

The principal encourages open communication and ideas sharing
across divisions.

5-8

The principal enables the school to understand and practice new
educational trends and approaches to enhance students learning and
achievement.

The principal leads the administrative team to integrate the many
reform proposals put forward inside and outside the school, and
formulates implementation strategies and steps.

The principal pushes schools to focus on developing core strategies,
and makes staff support new educational initiatives more.

The principal strives for additional funding to fund and support the
implementation of innovative ideas within the school.

The principal can vertically integrate and utilize the resources of
junior high schools and colleges to achieve the common goal of
prosperity with the community.

Table 2: Weight value and ranking of the dimensions and indicators

Dimension \y/zlhg;}elt Ranking Indicator Gi V\V/?li}elt Ranking

1-1 7.47 | 0.0203 28

1-2 7.93 | 0.0216 4

General 1-3 7.80 | 0.0212 6
entrepreneurial 1-4 7.44 | 0.0203 31
leader 0.204 1 1-5 7.42 | 0.0202 33
behavior 1-6 7.41 | 0.0202 35
(GELB) 1-7 7.17 | 0.0195 45
1-8 7.93 | 0.0216 3

1-9 8.03 | 0.0219 2
2-1 7.38 | 0.0201 38
2-2 7.47 | 0.0203 29
Explorer 2-3 7.40 | 0.0202 36
behavior 0.200 3 2-4 7.35 | 0.0200 41
(EXPB) 2-5 7.59 | 0.0207 13
2-6 7.21 | 0.0196 44
2-7 7.46 | 0.0203 30
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2-8 7.65 | 0.0208 9
2-9 7.53 | 0.0205 22

2-10 7.38 | 0.0201 38

3-1 7.01 | 0.0191 48
3-2 7.04 | 0.0192 47
Miner 3-3 7.59 | 0.0207 14
behavior 0.196 5 3-4 7.16 | 0.0195 46
(MINB) 3-5 7.71 | 0.0210 7
3-6 6.88 | 0.0187 49

3-7 8.09 | 0.0220 1

4-1 7.23 | 0.0197 43
4-2 7.64 | 0.0208 10
4-3 7.37 | 0.0200 40

4-4 7.56 | 0.0206 18

Accelerator 4-5 7.64 | 0.0208 11
behavior 0.198 4 4-6 7.51 | 0.0204 24
(ACCB) 4-7 7.65 | 0.0208 8
4-8 7.49 | 0.0204 26
4-9 7.24 | 0.0197 42
4-10 7.42 | 0.0202 34

4-11 7.53 | 0.0205 21
5-1 7.59 | 0.0207 14
5-2 7.43 | 0.0202 32

5-3 7.52 | 0.0205 23

5-4 7.49 | 0.0204 25
Integrator 5-5 7.57 | 0.0206 17
behavior 0.201 2 3-6 7.55 | 0.0205 19
(INTB) 5-7 7.91 | 0.0215 5
5-8 7.62 | 0.0207 12
5-9 7.54 | 0.0205 20
5-10 7.39 | 0.0201 37
5-11 7.59 | 0.0207 14
5-12 7.47 | 0.0203 27

Among them, in the part of the gray zone test value Zi, the Zi in this study is greater than 0,
indicating that the gray zone exists. If Mi > Zi, indicating that the opinions of experts tend to
be consistent and the indicators have reached convergence. If Mi < Zi, it means that the
opinions of experts are too divergent, and the index has not reached convergence. In this
study, for the convenience of calculation, Mi is subtracted from Zi, and if the value is greater
than 0, means the index has reached convergence, if its value is less than 0, means the index
has not reached convergence, and it will be deleted. All the verification values of Mi-Zi are
greater than 0, indicating that the expert opinions are concentrated and the convergence
degree has been reached. In the part of the expert consensus value Gi, since the expert
consensus value is an important factor in the selection of indicators, Gi is the intersection of
the max value of Ci and the min value of Oi, when the higher Gi, the higher the degree of
consensus, and the higher importance. Therefore, this study will use 6 as the threshold for
deletion of indicators. Table 2 shows that the expert consensus value Gi of each indicator in
this study is higher than the threshold value 6 set in this study, so they are all reserved.
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The indicators of entrepreneurial leadership initially proposed in this study were finally
determined as five dimensions and 49 evaluation indicators after a questionnaire survey by
Fuzzy Delphi by experts, as shown in Table 1. Since the importance of each dimension and
indicator is different, the expert consensus value Gi is converted into the hierarchy relative
weight value, and the relative weight results of each hierarchy in this study are calculated, as
shown in Table 2. From Table 2, it is shown that in the dimensions of entrepreneurial
leadership in this study, the weight values of each dimension are in order of "GELB" (0.204),
"INTB" (0.201), "EXPB" (0.200), "ACCB" (0.198), "MINB" (0.196). The relative weight
value of "GELB" dimension is the highest. As for the indicators, the top three are "3-7"
(0.0220), "1-9" (0.0219), "1-8" (0.0216), the importance of these three indicators is the
highest among all.

Conclusion

This research divides the entrepreneurial leadership of senior high school principals into five
dimensions: GELB, EXPB, MINB, ACCB, and INTB. The relative weight of the GELB
dimension is the highest, and it can be seen that the importance is the highest. The spirit of
GELB is to require principals to exert entrepreneurship and infect all members of the school,
so that all members can seek opportunities to create value for the school without being
limited by existing resources, and through innovation to meet the needs of the school's
development goals, and promote the growth of the school. This is also the core of the
implementation of innovative education in senior high schools. Therefore, through the joint
implementation of entrepreneurship by the principal and school members, a solid foundation
for innovative education in schools will be laid.
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Abstract

In this study, we applied the TPACK framework to design and develop an online course on
‘Digital Storytelling in Education’ using the activity-based learning approach. The course was
designed with different learning activities developed around the TPACK knowledge domains,
to develop the techno-pedagogical skills of educators. It was offered over 4 consecutive
academic years (2020-2023) with a cumulative total of 164 learners. In this study, the aim is to
examine and understand learners’ experiences in terms of their perceptions, reflections, and
challenges in the “Digital Storytelling in Education” module. Data related to the learners’
experiences were collected from their reflective portfolio which is a feedback activity assigned
to them. Learners were encouraged to work out this activity in a personal journal online. From
the feedback activity, important information such as learners’ opinions about the effectiveness
of the course, their expectations, and perceptions were collected. The data was used to study
the learners’ perceptions of their learning experiences and skills acquired in terms of their
TPACK competencies. From the feedback gathered, learners in general appreciated the level
and types of tutor support throughout the course, especially when they had to manipulate new
software and develop new digital competencies through semi-structured learning activities.
The classification of the learner feedback from the records shows that most of the learners
reported gains in technological knowledge followed by content knowledge and then
pedagogical (content) knowledge.

Keywords: Digital Storytelling, TPACK, Activity-Based Learning, Teacher Education
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Introduction

The integration of technology in education has become increasingly important in the digital
age with its potential to enhance teaching and learning experiences (Kozlova & Pikhart, 2021,
Ozdemir, 2017). Digital learning, e-Learning, online learning, blended learning, and remote
learning are all terms that are often used interchangeably to describe courses which has an
online or blended mode of instruction, which can be delivered either in synchronous or
asynchronous ways (Kumar Basak, Wotto & Belanger, 2018). Such courses have gained in
popularity given their ability to offer flexibility, accessibility, and interactive learning
opportunities to geographically dispersed learners. Digital learning has the potential to support
educators in improving their pedagogical methods and can also benefit students in their
learning journey, providing a platform for effective communication (Dagada & Chigona,
2013). However, for meaningful learning experiences to occur, it is important to dedicate
careful attention to the design and development of online courses. There are factors such as
learning design principles, technological tools, and content knowledge that need to be
considered to promote active learning through student engagement and interaction as well as
to support the different needs of the learners (Gameil & Al-Abdullatif, 2023; Lieser, Taf &
Murphy-Hagan, 2018). The Technological Pedagogical Content Knowledge (TPACK)
framework provides a comprehensive approach to designing and developing technology-
enhanced learning experiences (Mishra & Koehler, 2006).

In this study, we applied the TPACK framework to design and develop an online course on
‘Digital Storytelling in Education’ using the activity-based learning approach. Given the
importance to prepare educators to develop their digital competencies to integrate ICTs in their
teaching, the course ‘Digital Storytelling in Education” was implemented within the B. Ed.
Primary Programme. The course aimed to contribute to the development of the so-called 21st-
century skills expected from educators in a technology-enabled learning context. The focus is
on the development of diverse skill sets such as digital literacies, language learning, visual
conceptualization, and global literacy (Robin, 2016).

The course was designed with different learning activities developed around the TPACK
knowledge domains, to develop the techno-pedagogical skills of educators. It was offered over
4 consecutive academic years (2020-2023) with a cumulative total of 164 learners. In this
study, the aim is to examine and understand learners’ experiences in terms of their perceptions,
reflections, and challenges in the “Digital Storytelling in Education” module, which was
developed using the TPACK framework. This study adopts a design-based research approach
and is mainly qualitative. It explores learner experiences through feedback to gain insights into
the effectiveness of the online course design.

Literature Review

The TPACK framework is being widely used by researchers and educators, given the global
accelerated development and adoption of digital technologies (Bingimlas, 2018). The core
learning design principle behind TPACK is the balance between the integration of technology
with pedagogical and content knowledge (Koehler, Mishra & Cain, 2013; Koehler & Mishra,
2005). Consequently, as the TPACK framework acknowledges the importance of education
technology integration for effective teaching and learning, it is also important to understand
the three core components it encompasses and their various facets of knowledge (Su, 2023;
Mishra, 2019). These components are:
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e Technological Knowledge (TK): Refers to the teacher’s knowledge about different
technologies and digital tools and the ability to use them effectively to enhance
students’ learning experiences.

e Pedagogical Knowledge (PK): Describes the teacher’s knowledge about the methods
and practices of teaching. It also includes an understanding of instructional strategies,
processes, and techniques for effective teaching and learning experiences.

e Content Knowledge (CK): Refers to the teacher’s knowledge of the subject matter to
be taught, including an understanding of the concepts, theories, and principles.

These three components interplay and interact with each other to form the TPACK framework
that establishes a basis for teaching using educational technology. They are fundamental
components for teachers, to effectively integrate technology in their teaching practices within
a balanced understanding of technology, pedagogy, and content for enhanced teaching and
learning experiences. The TPACK framework also forms two additional intersections namely
the Technological Content Knowledge (TCK) and the Technological Pedagogical Knowledge
(TPK). TCK is basically knowledge of how to apply technology to a specific content area to
improve student experiences and learning outcomes in that specific content area. According to
Mishra and Koehler (2006), teachers need to know “not just the subject matter they teach, but
also the manner in which the subject matter can be changed by the application of technology”.
On the other hand, TPK refers to the “knowledge of the existence, components, and capabilities
of various technologies as they are used in teaching and learning settings, and conversely,
knowing how teaching might change as the result of using technologies” (Mishra & Koehler,
2006).

The effectiveness of the TPACK framework is established through its coherent inter-
relationship with the domains of content, pedagogy, and technology-related knowledge and
results from its integration in technology-enabled educational contexts (Angeli, Valanides &
Christodoulou, 2016). There are also several studies that highlighted how TPACK has been
successfully implemented in teaching (Rienties et al. 2013; Lee & Kim, 2014; Wang, Gu &
Liu, 2020; Lachner et al. 2021). Su (2023) argued that teachers should employ the TPACK
framework in their practices. She explained that TPACK is an inclusive framework that allows
teachers to use it as an effective tool to integrate technology into teaching and equip students
with the necessary digital literacy skills. The application of TPACK was also found to be
helpful and effective, promoting positive outcomes in language learning courses and platforms
(Tseng et al. 2020).

The effectiveness of TPACK in teacher education has also been a subject of interest by
educational researchers. Ortega-Sanchez and GoOmez-Trigueros (2020) used the TPACK
framework to design a teacher training course in Geography and History. Their study reports
that the approach was generally effective in developing the techno-pedagogical skills of the
trainee teachers in addition to their core content knowledge in the subject area. Hofer and
Grandgenett (2012) sought to study the development of technological pedagogical content
knowledge (TPACK) of trainee teachers over an 11-month period for an MA in Education
course. Their study revealed significant development of the participants’ technological
pedagogical knowledge (TPK) and technological pedagogical content knowledge (TPACK),
but only limited growth in technological content knowledge (TCK). As part of their research
findings on TPACK knowledge of pre-service educators, Santos and Castro (2021) reported
that TPACK applications were primarily influenced by TPK and TCK with TPK exerting a
higher influence on the applications of TPACK by pre-service teachers. In other words, their
confidence level in terms of knowledge and appreciation of how technology can improve their
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outcomes, will more likely result in their adoption of TPACK. However, applying TPACK in
teacher training may not necessarily result in better technological knowledge depending on the
subject's nature and the learning design approaches used by course designers. This is evident
in the research of Valtonen et al. (2019) where they observed a gain mainly in PCK for the pre-
service teachers in a biology course using the TPACK framework. They argue that to support
the development of pre-service teachers’ more balanced TPACK, it is important to make the
role of technology a more explicit target for learning within the context of biology and inquiry
learning.

One of the approaches to address this issue is through technology-enabled activity-based
learning designs. Santally and Senteni (2004) defined the occurrence of authentic learning in
online modules as a three-phased process consisting of knowledge acquisition, knowledge
application, and knowledge construction through reflective practices. Cooper (1998) examined
active learning vs. passive lecture-based instruction in chemistry courses. The results showed
improvements in student grades, completion rates, attitudes towards chemistry, and conceptual
mastery. Santally (2013) further outlined a set of good practices for the application of activity-
based learning designs in teacher education to address the new set of competencies needed
from educators in the 21% century. Schneider (2003) postulated that activity-based learning
allowed the creation of learning environments that provide a “clear focus” (learning activity
support, management, and scenario orchestration) but also necessary “fuzzy edges”
(community support). Ozgur (2021) applied the concept of activity-based learning to improve
the TPACK competencies for 16 in-service teachers. Findings obtained in the study revealed
that teachers' scores on the TPACK-deep scale increased significantly compared to the pre-
study.

An Overview of the “Digital Storytelling in Education” Course

The ‘Digital Storytelling in Education’ course is generally offered as an elective option in the
B. Ed. Primary Programme at the Mauritius Institute of Education. The course was offered
online, and it was assessed fully by coursework. The course was structured into five main
themes that were covered over one semester of 15 weeks. Basically, the duration of each theme
was determined based on the depth of the topic and the anticipated level of effort that learners
needed to dedicate to learning, collaborating, and practicing. For each theme, there was an
overview and the learning objectives that were provided, to give learners a comprehensive
understanding of the topic that would be covered, including the learning outcomes they will
achieve at the end. Each theme has a learning resources section, which contains all the
pedagogical resources relevant to that specific theme. The resources were in the form of online
presentations, weblinks, pdf documents, and even educational videos. Each theme has also a
learning activity section, which consisted of coursework to be completed for that specific
theme. Finally, each theme has also a support forum section, where learners seeking
clarifications can post their queries, pertaining to that specific theme. The coursework given
across all the themes are different learning activities, in the form of participation in discussion
forums, reflection exercises, creation of storyboard and digital story, and journal activity. For
one semester, the learners studied digital storytelling as an innovative tool in the classroom and
developing digital stories. The course was hosted on Moodle and the schema below gives an
indication of how the course was structured on the e-Learning platform:
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Digital Storytelling in

Theme 1: Storytelling in

Theme 5: Reflective

the classroom practice
[1] Learning Resources Introduction to the course [1] Learning Resources
[2] Learning Activities “— [1] Instructicn to learners [2] Learning Activities
[3] Support Forum [2] Communication channel [3] Support Forum
Theme 2: Fundamentals Theme 4: Design and
of Digital Storytelling Development of a digital story

[1] Learning Resources
[2] Learning Activities
[3] Support Forum

[1] Learning Resources
[2] Learning Activities
[3] Support Forum

v

Theme 3: Digital Storytelling as an
innovative tool in the classroom

[1] Learning Resources

[2] Learning Activities

[3] Support Forum

Figure 1: The course structure on the Moodle platform, using an activity-based approach.
Research Context

Research Design

The main purpose of this study is to explore the learner experiences in an activity-based online
course on “Digital Storytelling in Education” which was developed using the TPACK
framework. The research seeks to capture their learning experiences in terms of their
perceptions, reflections, and challenges encountered during their learning journey. This study
adopts an exploratory design-based research approach. It explores learner experiences from a
descriptive approach through feedback to gain insights into the effectiveness of the online
course design. The main research question for this study is related to the learners’ perceptions
of their overall learning journey in the online course “Digital Storytelling in Education” from
the TPACK perspective.

Participants

The participants for this study are learners enrolled in the B.Ed. Primary Programme at the
Mauritius Institute of Education and who chose the ‘Digital Storytelling in Education’ course
as their preferred elective. The profile of learners for this study are primary school educators,
who seek to extend their knowledge and skills in the teaching and learning of specific domains.
They aspire to pursue their expertise in specialized areas of interest. A total number of 164
learners participated in the course which was offered from 2020-2023.

Data Collection

Data related to the learners’ experiences were collected from their reflective portfolio which is
a feedback activity assigned to them. Learners were encouraged to work out this activity in a
personal journal online. From the feedback activity, important information such as learners’
opinions about the effectiveness of the course, their expectations, and perceptions were
collected. The data was used to study the learners’ perceptions of their learning experiences
and skills acquired in terms of their TPACK competencies.
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Data Analysis

Each feedback from the theme 5 activity was assessed to look for elements related to each of
the categories of the TPACK framework. The number of occurrences of each category was
noted. This process was carried out using expert evaluation by the course developers. Learner
perceptions and general experience with the course were also analyzed mainly using a
descriptive approach from the perspectives of (i) tutor support, (ii) workload, (iii) feel-good
factor, and (iv) overall achievement. We could process only 137 out of the 164 student feedback
statements based on their relevance to the TPACK skills development.

Ethical Considerations

As part of the learning activity, the learners were also informed beforehand that their feedback
will be shared solely with their lecturer and treated in confidentiality. In this paper, we have
ensured the anonymity and confidentiality of the data, before the data analysis process.

TPACK Framework Integration in Course Design

As the course was designed using the TPACK framework within an activity-based learning
approach, we integrated the TPACK components (technological knowledge, pedagogical
knowledge, and content knowledge) into the learning resources, activities, and assessments.
Basically, there are three approaches — one can focus initially on the content or technological
knowledge to start with, or with the pedagogical knowledge depending on the preference of
the learning designer, or the learning outcomes. In our case — we focused on content and
pedagogical content knowledge first as storytelling is a learning design method. This was the
main approach in theme 1. Below is a brief description of how each theme was structured:

Table 1: Description of course themes and learning activities.

Theme Description TPACK
Components

# 1: Storytelling in | The learning resources provided in this theme, give | PK-CK -

Education learners an understanding of how storytelling can PCK

be applied in different educational contexts,
including the classroom. The theme also focused on
developing learners’ pedagogical knowledge to
understand the effectiveness of storytelling as a
teaching method. The learning activity in this theme
is based on a presentation that learners are required
to prepare, based on a story they want to introduce
in the classroom. Such activity will help them to
prepare a story in a pedagogical way, that highlights
a relevant context, a rationale, and the intended
learning outcomes.

# 2: Fundamentals | The learning resources in this theme, are carefully TK-TCK —
of digital designed and chosen to guide learners on the TPCK
storytelling content. It also provides learners with improved
possibilities to maximize the pedagogical benefits
of storytelling as an educational method while
improving other skillset that form part of the 21t
century education models. The learning activity in
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this theme is three-fold, and it helped learners to
populate a glossary of terms related to digital
storytelling, carry out a reflective exercise on the
usefulness of digital storytelling in teaching and
learning and develop a podcast to address an
audience with appropriate tone and language.

# 3: Digital
Storytelling as an
innovative tool in
the classroom

The learning resources in this theme, elaborate on
how storytelling can be used to achieve intended
learning outcomes using innovative tools. This
approach contributes to technological
improvements such as using authoring tools, video
editing, and animation software. This allows the
learner to focus on his or her creative thinking and
abilities to develop engaging, interactive, and
impactful stories. As such, the learner can master
the content while developing the necessary
technical skills to design pedagogical stories. The
learning activity in this theme aims to allow
learners to critically reflect on the use of digital
storytelling as an innovative tool in the classroom.

TPK — PCK -
TPCK

# 4: Design and
Development of a
digital story

The learning resources in this theme, engage
learners in the process of designing and developing
a digital story that can be integrated as part of a
teaching practice session, using an appropriate tool.
Guided tutorials were prepared to support and
empower the learners with step-by-step instructions
on the use of the different tools. The learning
activity in this theme, allows learners to develop a
storyboard and implement a digital story using a
specific tool. As part of the assignment, they also
developed a lesson plan to explain how they will
integrate their digital story into a specific teaching
session.

TK- TPK -
TPCK

# 5: Reflective
Practice

This theme is based on a feedback activity, that was
designed to allow learners to relate about their
learning journey, the valuable insights they have
gained, as well as the challenges they encountered
especially in terms of integration of technology,
pedagogy, and content. In this reflective activity,
the learners’ perception of the pedagogical use of
storytelling in the classroom for teaching and
learning and its impacts on students’ engagement
and learning experience was gathered.

TPCK
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Findings and Discussion
Overall Learning Experiences

From the feedback gathered, learners in general appreciated the level and types of tutor support
throughout the course, especially when they had to manipulate new software and develop new
digital competencies through semi-structured learning activities. Tutor support as reported by
the learners related to the timely response to their queries, feedback on their submitted works,
and online/face-to-face sessions as and when needed to clarify their issues. This aspect helped
to boost their confidence levels, especially for those learners whose digital literacies were
limited.

At the beginning, | did not choose Digital Story Telling as | was somewhat afraid of the
word ‘digital’...

...The different assignments were rewarding and have given me opportunities to
develop several skills e.g., using different applications to do a podcast, to write a script,
using PowerPoint presentations, or creating a digital story...

...1 am not used to advancing digital tools, but I managed to overcome all these through
‘trial and error’ and with the help of the lecturer in charge of my group, who was ready
to give quality support.

Learner Al (Cohort 2020)

In terms of workload and learner effort, although there were some apprehensions from those
who had limited digital competencies, they managed to complete the learning activities
requiring the use of software tools in the time frame provided to them. This achievement in
turn resulted in an overall feel-good factor and confidence for them to integrate such practices
in their classrooms.

Prior to the start of this module, | thought that creating and using Digital stories in my
classroom would require advanced technical knowledge... 7 can confidently state that
| can create any Digital story... The online classes and our lecturer's guidance also
helped me become a confident Digital Story creator.

Learner A2 (Cohort 2022)

The digital storytelling module was something that | was not so well versed in and was
even a bit afraid of whether I would be able to complete all the necessary tasks given...
The module brought me more than | expected, and | am glad to say that now | am more
confident in the use and production of my own digital stories... Difficulties were
overcome with the different tutorials given on how to do the digital story. These
tutorials helped a lot in helping how to make the montage.

Learner A3 (Cohort 2022)
In general, learners expressed high satisfaction levels from the module, with some students

suggesting that a few hands-on practical sessions could have accelerated the acquisition of
practical skills as they spent quite some time searching for further help from tutors, peers, and
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online resources to address their technical issues or blockages. However, they ultimately report
to have managed to solve the issues which in turn improved their technological competencies.

Though self-instructional, my learning journey for this module has been very enriching.
Notes and links provided on the Moodle platform and the guidance of the tutor were of
great help. Support of peers is also crucial to overcome difficulties while using any
software. We built on the experience of each other and finally, each one becomes
sawvier.

Learner A4 (Cohort 2023)

While practical sessions to teach learners how to use software step-by-step would have
accelerated the process of knowledge transfer in terms of knowing what to do and how to do
it, it would not have promoted the use of creativity by educators and the originality of their
digital story designs. Such sessions tend to create a stereotyped process that everyone would
follow to achieve the same output. As highlighted by Santally (2013) and Schneider (2003),
the aspect of having “fuzzy edges” in activity-based learning helps to develop learners’
creativity and originality in the artifacts that they produce to result in an authentic and unique
learning experience.

With Respect to TPACK Knowledge

The classification of the learner feedback from the records shows that most of the learners
reported gains in technological knowledge followed by content knowledge and then
pedagogical (content) knowledge. In the digital storytelling course, we considered pedagogical
knowledge to include pedagogical content knowledge as well, in alignment with the course
design approach. It is notable that technological content knowledge and technological
pedagogical knowledge were the least developed skills as reported.

Learner feedback - TPACK Skills

100%

80%

60%
40%
20% I
0 1
TK CK PK TCK

TPK TPCK

w2023 2022 2021 2020

Figure 2: Skills and Competencies developed in the TPACK categories.

Overall, for all the cohorts merged, 47% of the processed feedback reported the development
of TPACK skills. A similar trend was observed across the different cohorts.
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TPCK,

TPK, 13% 47%

TCK, 15%

PK, 72%

CK, 75%

mTK wCK =PK = TCK =TPK = TPCK

Figure 3: Overall reported TPACK skills development for all cohorts combined.

This consistency reveals that the type of skills and competencies that were acquired is most
probably linked to the learning design approach of the course. Furthermore, we can observe
that although the students acquired (as reported by them) technological knowledge (85%),
content knowledge (75%), and pedagogical (content) knowledge (72%), it does not necessarily
relate to the same level, in terms of knowledge gains, to the overall TPACK skills (47%). The
relatively low reported gains in TPK (13%) and TCK (15%) may have an implication on the
overall TPACK skills development. This finding and reasoning is in line with Santos and
Castro (2021) reported that TPACK applications were primarily influenced by TPK and TCK
with TPK exerting a higher influence on the applications of TPACK by pre-service teachers.
Therefore, in line with Valtonen et al. (2019), our course design approach may need a rethink
to focus on TCK and TPK if the overarching goal was to improve the TPACK skills of learners
more significantly.

On the other hand, our findings differ significantly from Hofer and Grandgenett (2012) whose
study revealed that participants developed significant TPK and TPACK while limited
development in TCK. In our case, we noted similar but limited growth in both TCK and TPK
which ultimately limited the growth of TPACK as compared to the individual growth in TK,
CK, and PK. The difference may be explained due to the nature of the subject matter. Our
course mainly focused on digital technology using the activity-based approach, while Hofer
and Grangenett (2012) studied participants in different courses that formed part of a full-
fledged master’s in education course.

Conclusion

From this research findings, and drawing from the literature, we deduce that the development
of educators' TPACK skills requires careful learning design for the conception of appropriate
learning activities. TPACK skills may not be fully developed in one course only, but it may
take a set of courses that are interlinked within the teacher training context where each course
promotes the development of skills within one or more TPACK categories. The learning gains
for the overall TPACK skillsets may then be more significant.
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Abstract

This study reports on pedagogical practice carried out in an academic context with
undergraduate students from the 1% year of Communication Design at Lus6fona University of
Porto (ULP) in the first semester of 2021/22. A collaboration project with Pedro Hispano
Hospital (PHH). Students were invited to design posters integrated into The Organization for
Economic Cooperation and Development (OECD) — Learning Compass 2030, a framework
that aims to help navigate towards future well-being — attitudes, values, skills and knowledge
for 2030, Personal and Social development of children and adolescents. Twenty-four posters
were displayed in strategic areas of the hospital, educating patients and their families
about competencies to acquire based on core values such as respect, equality, equity, empathy,
solidarity and resilience — a strategy from the hospital toengage and
change community behaviours througha creative initiative. The creative process used
the Design Thinking methodology (problem definition, project ideation, prototyping and
implementation). The article has four parts: Introduction, literature review, work methodology
and conclusion. An enjoyable and appealing way of communication that motivates patients to
make sustainable life changes. This is an opportunity for students to blend a pedagogic activity
with a collaborative stakeholder in a real-world project and play an essential role in generating
creative ideas, interacting with the local community and promoting sustainable change. A
concrete chance for students to learn, gain experience and aid the community.

Keywords: Co-design, Design Skills, Design Educators, Pedagogical Practice, The Role of
Design, Design for Change, Social Design
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Introduction

At Lusofona University of Porto (ULP), we believe that design students must develop
sensitivity to social problems. A way for students to work with real projects helping those most
in need, and allows them, among other things, to find good use of their skills in praxis. A
collaboration project was developed with Pedro Hispano Hospital (PHH). Students were
invited to design posters integrated into The Organization for Economic Cooperation and
Development (OECD) — Learning Compass 2030, a framework that aims to help navigate
towards future well-being — attitudes, values, skills and knowledge for 2030, Personal and
Social development of children and adolescents (OECD, 2018). Twenty-four posters were
displayed in strategic areas of the hospital, educating patients and their families
about competencies to acquire based on core values such as respect, equality, equity, empathy,
solidarity and resilience — a strategy from the hospital toengage and
change community behaviours through a creative initiative.

Design Skills for the Common Good and the Importance of Collaborative Project

During a conference held at OCAD in Toronto, Margolin (2014, p.3) introduced the idea of a
"citizen-designer." This term describes designers who fulfil various roles, each with its own
political and social implications. He named these roles "Action Matrix" and divided them into
three levels. The first level is an individual action, which includes topics like art schools and
universities. The second level serves as a mediator between individuals. The third level is made
up of the government, international organizations, and big corporations. Design scholars must
motivate design students to develop projects not only for profit but also to help those most in
need. They must prepare young students and future designers to face contemporary challenges,
using their skills as an alternative way to promote social change Clune (2010, p.75) states that
design for behavioural change has an important role to play in bringing a sustainable society
and has indicated “(...) a process for encouraging design students to engage in design for
behavioural change. The outcome of this process is an altered understanding of the vocational
roles designers could adopt as agents of large-scale behavioural change.”

Design scholars must have intervention methods in social issues through collaborative projects
to prove to their students the role of design in promoting positive change. These projects also
offer a solid opportunity to prepare graduates for the real working world and encourage
engagement through innovative practice; as argued (Tromp, et al, 2021), hands-on, inspiring
and exciting to use design skills for the common good. We need to inspire the new generation
of designers to have an empathetic mentality and not only work for profit but also for a better
world.

Work Methodology

In the Autumn term of 2021/22, students from the 1% year of Communication Design Bachelor
in the module of Introduction Design were invited to design a set of posters integrated into The
Organization for Economic Cooperation and Development (OECD) — Learning Compass 2030,
a framework that aims to help navigate towards future well-being — attitudes, values, skills and
knowledge for 2030 — Personal and Social development of children and adolescents. Twenty-
four posters were displayed in strategic areas of the hospital, informing patients and their
families about competencies to be learned with core values such as respect, equality, equity,
empathy, solidarity and resilience.
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Client: Pedro Hispano Hospital, Matosinhos, north of Portugal.

Briefing: Students were invited by the Hospital to design a set of six posters integrated into
The Organization for Economic Cooperation and Development (OECD) — Learning Compass
2030, a framework that aims to help navigate towards future well-being — attitudes, values,
skills and knowledge for 2030. A guide to defining competencies needed today for children
and adolescents' future Personal and Social development. Twenty-four posters were displayed
in strategic areas of the hospital, informing patients and their families about competencies to
be learned with core values such as respect, equality, equity, empathy, solidarity and resilience.

(2 classes a week/3, hours each). The creative process was done through the Design Thinking
methodology in the following order: problem definition, ideation, prototype and
implementation (problem-solution) [Lupton & Philipps, 2011].

Stage 1. Problem definition: Participants (n=17) from the first year of Communication Design
undergraduate were divided into small work groups of two or three. Each group must carry out
a set of four posters on the following themes from each topics Autonomy, Solidarity, Diversity
and Democracy, based on a table shared by the Hospital (Figure 1).

Poster dimension, A2 format (410X594 mm), preference for vertical orientation; unlimited
colour according to Johannes Itten contrasts (Itten, 1970); analogue, digital or blended
technique; and hierarchies through the basic elements including the type size, typeface choice,
and things like weight, colour, capitalisation, and style, that make a visually appealing and easy
to read. Also, highlights the most important content, guiding the reader to pay attention through
a visual focus that attracts the reader's initial attention to the most important element.
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CITIZENSHIP IN HEALTH

The hospitalized child learns to build
personal life story being cooperative
and committed to the history of collective life.

PERSONAL DEVELOPMENT
CHILDREN AND ADOLESCENTS

AUTONOMY

1. Learn to manage your daily routines,

occupying your free time with educational activities.

2. Learning to get along with others.

3. Maintain family relationships
and friendship with the outside world.

4. Make yourself available to cooperate
with health professionals.

SOLIDARITY

1. Able to make a commitment
responsibility to you, learning to presdrve
your health and well-being.

2. Realize the needs

BHEEANO IR M S 4 <D

3. Being sensitive, cooperative
and with a sense of unity is a good practice.

Official Conference Proceedings

n
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Matosinhos

SOCIAL DEVELOPMENT
CHILDREN AND ADOLESCENTS

DIVERSITY

1. Learning to live with a new style

of life while hospitalized.
2. Adapt to change and learn to be resilient.

3. Promote interpersonal re@tionships
and intergroup.

Bt NN DCNTMe 190 4EIN,
of life, beliefs, races and religions.

6. Learn to foster inter-generational dialogue.

DEMOCRACY

1. Respect patients' rights.

2. Respect the desires, preferences, and feelings
of others.

3. Recognize and value freedom
of expression and participation
in the decisions of each.

4. Be active and participatory in the process
recovery.

5. Be communicative and learn to live with those
who are part of life of the sick.

Figure 1 — Citizenship in Health, Empathy, Creativity, and Main errors of thought, based on
the table shared by the Hospital.

Stage 2. Ideation and Prototype: ideas were generated with tools such as words, images,
colours and shapes through brainstorming, keywords, action verbs, brain dumping, a mind map
and a mood board. During the creative process, meeting groups facilitate dialogue and share
ideas rather than issuing instructions. Creating a collaborative class is a way to learn through
engaging students, sharing insights, and gathering feedback from the group. A collaborative
process where everyone involved benefits from a positive discussion where solutions are found
and sometimes lost ideas are rescued (Figure 2 and 3).
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Figure 3 — Joel Maia student mood board.

Stage 3. Prototype: Testing ideas through an exploratory process. Different materials and
techniques were tested to find the best proposals. In this term, students presented the
advantages and disadvantages of each possible solution in a convergent approach after testing
their ideas. From each critique, students were expected to analyse and consider all feedback to
make progress on their projects (Figure 4).
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BRAINDUMPING

Figure 4 — Joel Maia student visual brain dumping.

Stage 4. Implementation (problem-solution): Student groups prepared a 10-minute presentation
of their project. The final solution was developed, finished, and presented to the whole group
with the creative process, and all the steps were justified accordingly. The final assessment
considered creativity, relevance, impact, hierarchy and legibility.

Figures 5 to 19 show examples of the student’s final work.

CIDADANIA EM SAUDE || | T CIDADANIA EM SAUDE CIDADANIA EM SAUDE
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Figulres 11, 12 and 13 — Student Klara Svobodovéa and Sofia Neves.
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Figures 14, 15 and 16 — Student Gustavo Silva, Danilo Luvuno and José Soares.
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Figures 17, 18 and 19 — Student Gustavo Silva, Danilo Luvuno and José Soares.
Conclusion — Final Considerations

The Communication Design course at Lus6fona University of Porto is designed to encourage
the development of competencies in several areas, such as design methodology, critical and
creative thinking, co-creation, multidisciplinary teams, and innovative ideas. We believe that
test ideas, processes and techniques challenge the traditional way of teaching.

This pedagogical practice proved to be an opportunity for design students to have an immersive
design project that focuses on a specific social situation and the possibility of applying the tools
and methods learned in the curriculum course for a better world. Students must believe that
design should play a role in social issues and not work just for profit. Also, it was an
opportunity to prepare students by engaging through innovative practices for real problems and
preparing them for the challenges they will face and will positively impact society. This
academic project also proved that going beyond traditional university practices could be an
opportunity to develop core skills for the workplace. A partnership between the university and
Pedro Hispano Hospital that proved to be valuable: The Hospital benefited from a multitude of
solutions, free of charge; students from the advantage of seeing their posters displayed in a
public place; for patients and their families, the possibility of being informed creatively about
attitudes, values, skills and knowledge.
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Abstract

This paper presents some aspects of developing STEM education in Georgia, and
internationalization of this process by preparing Biomedical Engineering Program for ABET
accreditation. Methodology for using Project courses for assessing a number of ABET
outcomes. In the advent of EC 2000, Engineering programs have grappled with methods for
assessing some of the ABET outcomes, especially those skills which are not taught in the
traditional engineering programs. Team and Capstone Design courses taken by IV year in the
Georgian Technical of Engineering over a two-semester period. Each course is team-taught
by professors in Biomedical Engineering Departments consisting of Biomedical engineering
Program Student teams. The capstone design courses are used to assess ABET 1-7 outcomes.
Students’ abilities in these outcomes are quantitatively measured using outcome specific
project related lectures and assignments given throughout the semesters. The methodology
discussed in the paper has made it possible to identify problems encountered by students in
these outcome skills, thereby, facilitating adjustment in course content and delivery, and
formulation of plans to assist students to improve on these skills. Education specifically
related to scientific research, technology, engineering and mathematical disciplines (STEM)
are the best measure for increasing Georgia's economic prosperity interests.

Keywords: STEM, Biomedical Engineering, Education, Assessment
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Introduction

European countries and period from 1995 to 2019, we found significant contribution by
STEM educated workers to output growth. Contribution to output growth by tertiary educated
employees and the outcome of the investment in research and development in the high-
knowledge manufacturing and knowledge-intensive services were above all sectors’ average.
This is relevant as output and employment growth in these sectors surpass the same in other
sectors, therefore contributing to higher income per persons and GDP growth. As STEM
skills and investment in research and development have positive impact on GDP per person
growth.

The fourth Industrial Revolution (the industry 4.0) is the currently fast-growing and rapid
development of digital technologies in STEM fields.

At the tertiary education level, countries have focused attention on their population’s
preparedness for a rapidly changing, globally interconnected world requiring increased
scientific literacy, and high-level STEM research skills. Accordingly, participation in tertiary
education STEM disciplines has been closely monitored, as have efforts to increase
graduates’ transferable skills and to develop curricula responsive to industry needs. Science
and technology advances have encouraged a reimagination of the future world of work, and
the place of disciplinary knowledge in preparing for this. Participation in broadly defined
STEM disciplines, including engineering, sciences, information technology, health, and
agriculture, varies by country/territory and region, over time.

For the period 2011 to 2015, participation was highest in some Western European (Finland,
Germany, Sweden, United Kingdom) and East Asian (South Korea, China) economies, as
well as Singapore. Comparatively, the United States and Australia lagged behind (UNESCO
Institute of Statistics [UNESCO], 2018; Ministry of Education of the People’s Republic of
China, 2015). Large numbers of tertiary education students enrolled in these STEM programs
are located in the three largest higher education systems, that is, China, India and the United
States (UNESCO, 2018; Ministry of Education of the People’s Republic of China, 2015).

Over the period 2011 to 2015, participation remained relatively static in most countries across
the STEM disciplines however, there were some exceptions. Enrolments in natural sciences,
mathematics and statistics tertiary education programs increased in the United Kingdom,
India, and France. At the same time, enrolments in information communication technologies
increased in Brazil and Israel, and enrolments in agriculture, forestry, fisheries and veterinary
increased in Brazil. Greater volatility was recorded in engineering, manufacturing and
construction, where enrolments dropped marginally in Brazil and Finland, and considerably
in India, while increasing in Norway (UNESCO, 2018).

MCC’s (Millenium Corporation Chalenges) Georgia II Compact (2013-2019), funded the
STEM Higher Education Project, which aimed to improve science, technology, engineering,
and mathematics (STEM) university education to give graduates better employment
opportunities with higher incomes, leading to an increase in economic growth of Georgia.
Three public Georgian universities and one university from the United States worked to give
Georgian students an opportunity to earn a high-quality STEM bachelor’s degree, improve
the Georgian partners STEM-related infrastructure, and prepare the partners for international
program accreditation. nicate, analyze and use the information to face the uncertainty of the
future.
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What is main motivation for STEM education? -related jobs are on the rise. Workers are
required to exercise critical thinking and decision-making skills while being knowledgeable
and competent in domains related to Science, Technology, Engineering, and Math (STEM).
The exploring the Future of Innovative Learning Environments Workshop, hosted by the
Georgian Technical University in November of 2018, allowed stakeholders to make informed
decisions about the adoption and use of innovative learning environments (ILEs) in higher
STEM education. Participants had the opportunity to consider four emerging technologies
that could assist in this effort: personalized and adaptive learning, multimodal learning
formats, and artificial intelligence and machine learning. The research team gathered shared
ideas through online meetings and collaborative activities that reflect on the opportunities and
challenges to expect while implementing ILEs in higher education STEM curricula. Since
these immersive technologies are quickly evolving, it has been challenging for institutes to
implement integrated STEM education programs that utilize them.

Qualifying Biomedical Engineering Program for ABET Accreditation

The ABET Foundation has a contract with MCA-Georgia to provide information relative to
the readiness of selected STEM programs at public Georgian universities for a review by
ABET for possible program accreditation. Among them was Biomedical Engineering
Bachelor Programa which is implemented in Georgian Technical University.

Programs that are accredited by ABET (formerly the Accreditation Board for Engineering
and Technology) have been thoroughly evaluated and found to meet agreed-upon quality
standards for the engineering profession. The organization only offers specialized
accreditation for engineering, computing, technology and applied science programs.

ABET requires that engineering programs have a continuous improvement process in place
that leads to program improvement based on the assessment and evaluation of the level of
attainment of student outcomes.

Despite significant reforms, important gaps remain. Georgia lacks sufficient science,
technology, engineering, and mathematics (STEM) programs to sustain strategic STEM fields
of study and research and to fulfill the demands of the labor market. The Soviet legacy of
highly centralized control over the education system has prevented greater synchronization
between the Georgian market demands and higher education offerings. In addition, when it
comes to STEM education, significant gender gaps still exist: Female students represent only
about one-third of all students enrolled in STEM-related fields of higher education. Finally, if
the opportunity is available to them, many young Georgians prefer to be educated abroad, and
those with the best skills also tend to seek employment abroad. To address these challenges,
the Millennium Challenge Corporation (MCC) made a major investment aimed at facilitating
high-quality inclusive university-level STEM education in Georgia. Through this investment,
San Diego.

State University (SDSU) partnered with three Georgian public universities—Tbilisi State
University (TSU), Georgian Technical University (GTU), and Ilia State University (ISU)—to
offer SDSU’s U.S. bachelor’s degrees in a range of STEM disciplines to Georgian students.
The primary goal of this effort, the Georgia I STEM. Observations in this introduction are
drawn from the evaluation solicitation (MCC, 2018b), the monitoring and evaluation plan
(MCC, 2018), and our interviews Higher Education Project is to develop a system to assure
and enhance the long-term delivery of high-quality STEM bachelor’s degrees in Georgia. The
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Project has also aimed to increase capacity of the Georgian public universities to offer
internationally accredited programs.

ABET Accreditation Committee
of Faculty

Biomedical Engineering
Advisory Board,

Biomedical Engineering
Department Committee

Figure 1: Units for preparing BME Program for ABET accreditation

Background Information and Student Admission

The development of such a process by the GTU BME program has provided to a faculty
membera as stated above will be required to develop such a process and to implement it.

At the Georgian Technical University (Georgian Polytechnic Institute) the Department of
Biomedical Techniques was established in 1983. To stay in tune with the fast pace of
innovative technologies in the field, the increased demands on medical technology specialists
and the worldwide trends in the implementation of educational programs in this area, a new
undergraduate educational Georgian Language Program -"Biomedical Engineering" was
prepared in 2013, which received accreditation by the Georgian Educational Programs
Accreditation Council.

A new English language program “Biomedical Engineering” was authorized in 2013 by
National center for Educational Quality Enhancement of Georgia, and it has been
implemented since 2014, with the first graduates from this program in 2021.

Currently the Biomedical Engineering programs are implemented in two independent
programs: Georgian Language and English Language and submitted for potential ABET
accreditation. The program is administered within the Department of Biomedical Engineering
of the Georgian Technical University Faculty of Informatics and Control Systems.

Both programs, Georgian and English Language, are offers degree “Bachelor of Science in
Biomedical Engineering.” During the fourth year, Students in the Georgian Language Track
select a specialization in either Medical Computer Systems or Medical Informatics.

Generally, the classes are offered during days on campus. Sometimes, we offer one or two
sections of a course that has multiple sections in the evenings. The classes are lecture classes
or lecture-lab classes. We also develop on-line content for all courses by using Zoom — Cloud
platform for video lectures and webinars. Clinical engineering practice is implemented in
hospitals where students will do their clinical internship, before they graduate. In this
environment, they have the opportunity to work with large-scale, expensive and critical
equipment that is not available in the university laboratories.
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Higher education in Georgia is regulated by the Laws on Higher Education, on "Education
Quality Enhancement" and other sub-legislative acts. Georgian students who have passed the
Unified National Examinations may enroll in a state accredited program at an accredited
higher education institution, based on the ranking of scores he/she received at the
examinations.

Only holders of the state certificates confirming full general education or persons equalized
with them have a right to study in undergraduate programs. The Unified National Exams are
the precondition for admission to undergraduate programs.

Holder of a state certificate of complete general education or a person who has passed the
Unified National Examinations and gained the right to enroll in the Georgian Technical
University (hereinafter - GTU) in accordance with the rules established by the legislation of
Georgia has the right to study in the bachelor's educational program of the GTU.

In order to be admitted to the Biomedical Engineering (BME) program at GTU a student
should pass mathematics along with other exams organized by the National Assessment and
Examinations Center (NAEC) through "Unified National Exams” and receive enough scores
to be admitted to the Faculty of Informatics and Control Systems (FICS). "Unified National
Exams” provided through Computer Adaptive Testing (CAT) are created by the experts of
NAEC.

Student Outcomes

Before graduation, students of the Georgian Technical University’s Biomedical Engineering
programs will demonstrate:

1. An ability to identify, formulate, and solve complex engineering problems by applying
principles of engineering, science, and mathematics.

2. An ability to apply engineering design to produce solutions that meet specified needs with

consideration of public health, safety, and welfare, as well as global, cultural, social,

environmental, and economic factors.

An ability to communicate effectively with a range of audiences.

4. An ability to recognize ethical and professional responsibilities in engineering situations
and make informed judgments, which must consider the impact of engineering solutions
in global, economic, environmental, and societal contexts.

5. An ability to function effectively on a team whose members together provide leadership,
create a collaborative and inclusive environment, establish goals, plan tasks, and meet
objectives.

6. An ability to develop and conduct appropriate experimentation, analyze and interpret
data, and use engineering judgment to draw conclusions.

7. An ability to acquire and apply new knowledge as needed, using appropriate learning
strategies.

[98)

The plan of study for students in the program including information on course offerings in the
required curriculum in the form of a recommended schedule by year and term along with
maximum section enrollments for all courses in the program over the last two terms the
course was offered. Apart from acquiring discipline specific knowledge, the curriculum
requires that graduates have sufficient knowledge of calculus, physics, statistics, chemistry,
biology and differential equations as well as an ability to apply this knowledge to the
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understanding of the core Biomedical Engineering concepts, including the analysis, design
and realization of such concepts. The students are also required to be sufficiently familiar
with computer applications for Biomedical Engineering in addition to developing
professional, life-long learning, and ethical skills required by professional environment.

Laboratory instructions and design components play important role in Biomedical
Engineering education. Therefore, it is important to ensure that the undergraduate courses are
accompanied with extensive design experience and carry out laboratory works in order to
provide the students with sufficient practical experience in the various fields of Biomedical
Engineering. Hence, the department has always been concerned with the development,
updating and modernization of its laboratory facilities. An important component of the
curriculum are Project embedded courses, Team Project and a Capstone Design Project. The
Capstone Design Project is intended to culminate the skills of the BME undergraduate
degree. The students are required to take the course and complete the project in their senior
year (last semester). During the Capstone Design Project course, the students gain valuable
exposure to various types of activities involved in Biomedical Engineering.

Program Evaluation
Survey (PES)

Student Survey on
Lecturing Skills (SSLS)

Course Evaluation ] Program Collect and
Survey (CES) Objectives Analyze
assessment

data f
Employer Survey f:cug:;‘ ™
feedback and
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Industrial Advisory
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. »{ Student Outcomes
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Achievement in
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Student Competition
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Direct
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L | Coursework >

Figure 2: A summary of tools for assessment and evaluation process
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Assessment and Evaluation

At the end of each year, the department carries out a survey of its graduating students. The
survey sought to find out how the students evaluate the SOs for the program. The questions in
the surveys assessed graduating students’ satisfaction in their preparedness for each of the SOs
they have encountered before graduation. The survey results are shown in Figure 3.
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Program Outcomes
Figure 3: Exit survey results of the final year students, academic year 2020- 2021

Figure 3 represents the exit survey results of the final year students based on a-k ABET
student outcomes, which was transferred to new outcomes -1-7 for the followed academic
years. The results show that the students believe that their level of knowledge of all student
outcomes are satisfactory and were above 70% criteria set by the department.

The Biomedical Engineering Department has adopted a benchmark level of attainment of an
average score of 3.5 on a scale of 5. For an outcome to be considered to have been attained
by a student, at least a 70% average score must be achieved as evidence illustrating that the
level of the student outcome achievement is satisfactory. Similarly, at least 75% of students
must achieve this benchmark value.

The process of direct assessment of Student Outcomes is carried out by using combinations
of course work such as quizzes, exams, projects, presentations, homework, etc. Where the
achievements on these exercises are directly tied to program outcomes. Let us describe the
direct assessment of a course say.

During the semester, he selected various assessment tools and their relative weights as shown
below in Table 4-3. The students’ actual achievements in this course are given in Table 4-4.
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Table 1: Assessment Tools for Clinical Diagnostic Laboratory Systems
English Language BME Program

ABET Students' Outcomes (SOs)
Assessment Task
1 2 5
Assesment Task 1 2 5
Quizzes (12) 4 8
Assignment(9) 9
Pract(9) 3 6
Midterm Exam (30) 7.5 7.5 15
Final Exam (40) 10 10 20
Total (A) 26.5 24.5 49
Assesment Task 1 2 5
Quizzes (12) 2.47 4.95
Assignment(9) 7.3
Pract(9) 2.38 2.38
Midterm Exam (30)
Midterm Exam (30) 7.25 7.25 14.5
Final Exam (40) 6.7 6.7 13.4
Total (B) 21.25 16.33 30.28
0.801887 0.666531 0.618

Achievement = B/A (%) 80, 66. 61.8

EET30608E1-LP Clinical Diagnostic

Laboratolry Devices
100

7 . ‘\ 2
0 /
6 / 3
5 4
Figure 4

Capstone Projects and Team Projects

In this paper we also present a methodology for using Capstone Design Project, Team Project
and other Project Embedded learning courses for assessing a number of ABET outcomes. In
the advent of EC 2000, Engineering programs have grappled with methods for assessing
some of the ABET outcomes, especially those skills which are not taught in the traditional
engineering programs.

Capstone design courses and Team Project, taken by seniors in the BME program over a two-
semester period. Each course is team-taught by professors.
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Depending on the type of projects selected, student teams could be interdisciplinary, or
discipline specific. The capstone design courses are used to assess ABET 1-7 outcomes
consisting of the ability to: design a system, function on multi-disciplinary teams, adhere to
professional and ethical responsibilities, communicate, understand global and local impact of
engineering solutions on society, engage in lifelong learning, have knowledge of
contemporary issues, and use modern engineering tools for engineering practice. Students’
abilities in these outcomes are quantitatively measured using outcome specific project related
lectures and assignments given throughout the semester.

The methodology discussed in the paper has made it possible to identify problems
encountered by students in these outcome skills, thereby, facilitating adjustment in course
content and delivery, and formulation of plans to assist students to improve on these skills.
The methodology also makes it possible to document students’ performance in these
outcomes. The documentation is used to generate outcome specific binders of students’ work
that are vital forABET accreditation.

This course is important because it provides the student, an opportunity to practice design in a
way that parallels what will be encountered in professional practice. Students are required to
apply a systematic design process, incorporate engineering codes, standards, and realistic
constraints that include economic; environmental; sustainability; manufacturability; ethical;
health and safety; social; and political considerations in solving the design problem. In
addition, Senior Design Project is the primary course used to satisfy ABET criterion 4 which
requires students to be prepared for engineering practice through the curriculum culminating
in a major design experience. The latter should be based on the knowledge and skills acquired
in earlier course work and should incorporate appropriate engineering standards and multiple
realistic constraints. Senior design is also used to satisfy outcome C of criterion 3. This
outcome requires students to have the ability to design a system, component, or process to
meet desired needs within realistic constraints such as economic, environmental, social,
political, ethical, health andsafety, manufacturability, and sustainability.

In the Georgian Technical University BME bachelor programm of study takes four academic
years to complete, where each academic year is made up of two semesters or terms. Each
term is 15 weeks long. All admitted students must follow a prescribed path to achieve their
degree. However, duration for completion is not the same for all students. To graduate a
student must meet the following requirements:

*  Complete a minimum of 240 credit hours (ECTS) of approved course works
along with minimum of twelve credit hours of Capstone Design Project

* Spend not less than 45 hours in order to get his/her critical Clinical Practical
experience

* Maintain a CGPA of 2.75 throughout the program

* Retake technical courses with grades lower than “C,” to meet the minimum CGPA
2.75 criteria (only if he/she is fulfilling all other graduation requirements)

The important part for completing Bachelor Program in GTU is Capstone Design Project,
main objective of which is to enable the students to integrate the knowledge gained as a result
of pursuing a given degree program in university. The course should enable the students to
integrate the skills and concepts learned systematically during their stay at the university.
This means that the course content is focuses on refreshing the student’s memory on what he
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or she was taught in class. This helps them to remember the entire content of the degree
program and its application.

The students should be able to integrate all aspects of the course which includes the theory,
practical skills, and communication skills. They should be in a position to combine the
diverse skills acquired in class and apply them in a work environment. This is based on the
fact that the ultimate objective of the pursued course is to enable the students to transfer or
apply their skills to the challenging work environment.

The courses have main objectives, with each objective related to one of the ABET “1” to “7”
outcomes measured in the course, and having a number of anticipated outcomes.

Main Learning Outcomes for Capstone Project
The main Learning Outcome of course are given in Table 2.

Table 2: Learning Outcomes

Ne Knowledge and skills acquired as a result of studying the subject

Knowledge and understanding: Has knowledge for demonstrate the ability to critically,
autonomously and creatively identify, formulate and handle complex issues. Demonstrate
the ability to participate in research or development work and thereby contribute to the
1 | development of knowledge. Has ability to plan with scientific and engineering methods
implement qualified tasks within the given limits. Demonstrate the ability to critically
and systematically integrate knowledge acquired in central and qualified courses within
the program.

Skills: The student will be able to use the obtained knowledge for solving practical
problems on the modern level Apply and understand essential skills, methods, and
procedures basic to professional performance in the process of developed and implement
2 | new medical devices. demonstrate the ability to present, at the national and international
level for the exam, an oral and written account clearly and discuss their conclusions and
the knowledge and arguments underlying them. Consistent and multilateral assessment of
their own learning process,Determining further learning needs;

Responsibility and Autonomy: Ability to make judgments on the basis of critical
analysis of complex and incomplete information, including recent researches. Understand
and be aware of the necessity of clinical devices safety and standard precautions.
independently identifying relevant sources of information, conducting information
searches, evaluating the relevance of the information, and using correct reference
management.

There are two culminating design experiences for BME students in GTU. The Team Project
(EET31008E1-K / EET36908G1-K), which is taken in the second semester of the junior year
in the Georgian track and first semester of the senior year in the English track), and the
Capstone Design Project (EET30908E1-K / EET38908G1-K) which is taken in the final
semester of the senior year in both tracks.

Team Project students work in a team, usually of 4-6 students, to develop design
specifications, create design concepts, and evaluate them, design the product, and then
validate the design through further evaluation. They also consider safety, environmental
issues, and the societal impact of their designs in addition to ethics and professional
responsibility, as part of the course outcomes. The project selection for each team is a
collaborative decision between the students and the course coordinator. At the end of the
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course, student groups are required to demonstrate and validate their design through a final
formal presentation to a committee of BME Department. Students are also required to write a
detailed design report, which has sufficient information for manufacturing and users.

The procedure followed for B.Sc. Capstone Design Project is more formal than for the Team
Project. The Capstone Design project teams are smaller than for the Team Project, typically
being 2-3 students and sometimes even only one student. All BME faculty members provide
potential project topics in their fields of specializations to the course coordinator. There may
also be projects proposed by a company. These projects are normally presented in one or two
paragraph statement. They are designed to be open-ended, thus requiring the students to
investigate deeply into the issue to decide what data is needed, what the underlying problem
is, and what methodologies are appropriate to apply as analysis tools. The course coordinator
announces the project topics to the students, and after some discussion among the students
and the course coordinator, the coordinator assigns a project to each team. Procedure for
completing and defense for the Capstone Design project is defined by special order of
Academic Council of Georgian Technical University. The Capstone Design report is
evaluated by a commission of 3 members, which is approved and nominated by the
Academic Department by order of the Faculty Dean.

The anticipated outcomes are that students are able to use a systematic design process and
modern engineering tools such as solid Modeling in Electronic Workbanch, CAD Systems.

The Capstone design courses in Biomedical Engineering Bachelor Program at Georgian
Technical University are intended to provide capstone design experience. The courses draw
on the students’ skills and knowledge gained from previous years of theoretical and practical
classes in mathematics, sciences, engineering science and design. The Capstone design
project should be sufficient in scope and technical content to demonstrate the students’
technical competence in Biomedical Engineering area of study. The successful completion of
senior design project is indicative of the students’ preparedness to pursue professional
practice of engineering. The following guidelines are provided in the Capstone Design
Projects Manuall to help faculty and project sponsors identify suitable senior project topics:

There are two types of Projects for defense: Individual and Team Projects. For Capstone
Projects in general, there are two members in each group.

To ensure active participation of individual members to the group effort, most assignments
are first given as individual assignments. It is possible because members are responsible to
implement separate part for Capstone Project. For example: Hardware and Software parts, or
modeling and construction etc. After grading the individual contributions, the assignment is
then assigned as a group assignment.

Essentially every project related to biomedical engineering presents numerous opportunities
for students to learn about how constraints influence the design process. For instance,
although design of a medical instrument may not be restricted by Regulation (EU) 2017/745
regulatory process, it very likely may be constrained by regulations related to MDE (Medical
Devices Regulation) and it very likely may be constrained by regulations related to
Occupational Safety and Health (EU OSHA) standards for laboratory safety. Constraints arise
naturally through functional, safety, quality, time available, technical, economic, social,
environmental, and political requirements and considerations. There must be clear evidence
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in the Capstone Design project that the constraints that are relevant to the project are
addressed.

Similarly, most devices that are constructed use, or should use, appropriate engineering
standards for each device. Students are expected to investigate and use appropriate standards
in their Capstone Design projects.

Students must discuss both relevant constraints and relevant engineering standards for their
projects in the Capstone Design report. This is intended to require the students to think about
the constraints that they have encountered in the project, and other constraints that might
exist for the project in a different context, and to likewise think about engineering standards
in a similar way.

The senior design final report and project demonstration is graded on a 1000 point system. To
facilitate easy tabulation of the score in the various outcomes, a spreadsheet version of the
rubric is used in the grading.

Conclusions

Global knowledge sharing and innovation development are increasingly important is
happening for Georgia. An increasing number of academic programs are chasing various
accreditation programs to secure quality and competitiveness. Successful factors can be s
ummarized that will be considered whenever the university program seeks ABET
accreditation. First, senior management is aware of the importance of international
accreditation of the program. Second, program sustainability involves developing sustainable
assessments and improving a sustainable process, which is critical and requires sustainable
data collection through a process balanced to institutionalize. process efficiency and
automation through an efficient management system that automates data collection, data
analysis, actions and improvements, cycle closure, and archiving, resulting in reliable and
sustained continuous process improvement, which is typically the primary criterion for most
program failures.

Faculty participation is important to spread a culture of accreditation and awareness among
them with expected outcomes from all toward the program. We found that the commitment of
faculty and staff to achieving high-quality outcomes is an important factor in obtaining
accreditation. We believe that the approach presented reproduces other programs seeking
ABET accreditation. Our approaches represent a comprehensive, continuous process of
improvement that can be applied elsewhere.

Obtaining accreditation will promote the continuation of quality STEM programs in Georgia,
although more work needs to be done with employers and other stakeholders to raise
awareness of the value of these accredited programs in Georgia.

Research-based education is one of the cornerstones of high-quality teaching and learning.
Creation and transfer of new knowledge, innovations and technologies. It should become an
integral part of the agenda of higher education. In order to promote the integration of
scientific research with learning, it is necessary to develop both project-based courses and to
refine their assessment and continuous development methods.
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Education specifically related to scientific research, technology, engineering and
mathematical disciplines (STEM) are the best measure for increasing human capital,
innovation and production of workers capable of managing and responding to technological
progress that lies at the center of Georgia's economic prosperity interests. Government policy
must be revised to sustain accredited programs. Initial discussions started to address changes
needed to make the accredited programs.

sustainable and affordable, including the need to allow universities to charge higher than the
standard programs, possibly by modifying the model for financing higher education programs
in Georgia in general. Financial aid will also be essential for these programs to be accessible
to a wide portion of Georgian society in the future.
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Abstract

Over the last years, surveys in Norway have shown an increase in mental health problems
and socio-emotional challenges among youths. To deal with these challenges, health
promoting programmes have been implemented, among others a project called SAMM -4
systematic approach to mastering life — the five-step motivation method. This study presents
findings from a secondary school, where the SAMM-approach has been applied in student
council work to increase student participation. The student representatives have led processes
in their classes to create an inclusive learning environment by asking the following five
questions: 1) What is important for us as a group to be okay in school? 2) What are we as a
group good at? 3) Is something difficult for us as a group? 4) What do we need to focus on?
and 5) How can we work with this? To investigate whether the students experience the
learning environment to be health promoting, a questionnaire has been developed based on
Antonovksy’s health promoting theory. Preliminary findings (n=267) reveal that the majority
report giving (76 %) and receiving (79 %) trust, showing (97 %) and being shown (81 %)
respect, and giving (93 %) and receiving (72 %) acknowledgement, in the learning
environment. Other important aspects of health promotion are mastery and participation, and
only 62 % report mastering exercises in school and 42 % that they get to participate in
decision-making. In order to create a health promoting learning environment, it seems like
changes are needed beyond what students themselves can change.

Keywords: Mental Health Issues, Motivation, Health Promotion, Secondary School
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Introduction

Mental health issues is a challenge in Norway, and this leads to reduced health and quality of
life (Reneflot et al., 2018). The most common problems for children and youth are anxiety,
behavioural and affective disorders. Already before the pandemic, there was a worrying
increase in number of young girls who report and seek help for mental health problems, and
there has been further increase in self-reported mental health issues among children, youth
and young adults in general since then, especially in terms of anxiety and depression (Bang et
al., 2023). After more than a year with measures for infection control, young people in
Norway reported reduction in life quality (Haugseth & Smestad, 2021), such as reduced well-
being, missing the opportunity to meeting friends and participating in activities with others.
Before the pandemic, 69.5 % of the Norwegian children and youths reported that they had
good friendship relations, a number that was reduced to 43.9 % in 2020. The youth also
reported having more worries, and that they experienced social arenas as unsafe after the
pandemic. In 2019, just above 70 % children and youth reported having a good life quality,
and this percentage was reduced to 45 % in 2020 and 40 % in 2021. This shows that there is a
need to focus on supporting young people to regain friendship relations, create safe social
arenas and increase quality in life in general. This is the concern of the intervention carried
out in the current project, facilitating inclusion, and building positive relations between
students in upper secondary school.

Also reports from surveys in school, show a negative development in recent years (Bakken,
2019, 2022). There has been an increase from 20 % in 2019 to 27 % in 2022 in young people
reporting that they dread going to school. Almost one fifth of the students experience that
they do not fit in with the others in school, 26 % agree that they are lonely and 13 % do not
believe they have friends. Reports also show that about 32 % do not complete upper
secondary school in Norway (Bratholmen, 2022), and this could be related to how the
students feel about being in school, and whether they have any relations to others in school.
This negative trend has continued despite various health promoting measures that have been
implemented in Norwegian schools. As pointed out in the final report of one of these projects
on which the current study builds, Health promoting kindergartens and schools, there is a
need to work knowledge-based in health promotion efforts in education, and there is a need
for an efficient and objective approach to measure health promotion in school (Hellang &
Helmersen, 2022). In addition to presenting an intervention that aims at improving the
learning environment for youths, the current study also presents some measures on whether
the students experience the learning environment as health promoting. These measurements
are developed based on Antonovsky’s health promotion theory (2012), which will be
described below.

The research question in this study is: How can health promotion be facilitated in secondary
school? To answer this, two sub-questions have been investigated, focusing on inclusion and
student participation as aspects of health promotion: 1) How can students be engaged in
creating an inclusive learning environment? 2) To what extent do the students experience the
learning environment as health promoting after the intervention of the student
representatives? A five-step approach was applied through the student council in an upper
secondary school, and student representatives worked with their class to create a positive and
inclusive environment. To measure whether the students perceived the environment as health
promoting, a scale was developed based on Antonovsky’s health promotion theory (2012).
The results from the parts of the scale that concerns inclusion, which was in focus in the
intervention, are reported here.
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The understanding of inclusion in this study is based on a broader understanding of the term,
as defined by UNESCO (2005) and in Norwegian guidelines for education (Meld. St. 6,
2019-2020), emphasising participation and belonging. According to these understandings,
inclusion is about all students experiencing that they have a natural place and belong in the
social environment, and that their participation and contributions are significant and influence
teaching and learning strategies. Inclusion can also be related to health promotion theory, as
understanding, participating in, and influencing situations are central elements of
experiencing what Antonovsky calls sense of coherence (2012), which will be elaborated on
below.

Theoretical Foundation

Health promotion theory was developed by Aaron Antonovsky, professor in medical
sociology, as he was investigating what made people survive and handle challenges, despite
extreme stress in life (2012). His theory is also called the salutogenic theory, and he focused
on what promotes health and well-being, rather than on pathological symptoms and
diagnoses. He investigated common features in the experiences of women who survived
holocaust, and identified the three key elements comprehensibility, manageability, and
meaningfulness, which together formed a sense of coherence, also called SOC (Figure 1).

SENSE OF
COHERENCE See the value of one’s
(Antonovsky, 2012) | ‘ Meaning- own contribution,
P fulness influence
‘ "‘ Manage-
ability
See what

resources one

C hensibilit
has, self-efficacy omprenhensioiiity | ‘

Place the incident in a
context, understanding

Figure 1. Antonovsky’s salutogenic theory (published in Horverak & Langeland, 2022)

If people experience a strong sense of coherence, meaning that they understand a situation,
see that they have resources to handle the situation, and consider acting as valuable and
meaningful, they will be better prepared to handle stressful situations, and end up on the
positive end of a health scale continuum. Antonovsky (2012) calls these elements resistance
resources, that help a person develop resilience. In resilience theory, there is a focus on
different protective factors, that may help children survive despite living in challenging
conditions, and researchers have identified different sources of protection, such as personal
skills, or people they have a relationship to (Borge, 2018). An important point is that
resources to handle situations can be found within the individual, or in a person’s
surroundings. For example, a teacher or a friend could be resources for a student that

ISSN: 2758-0962 59



The Paris Conference on Education 2023 Official Conference Proceedings

struggles with loneliness, or with difficult exercises and tests in various subjects. Being
acknowledged and building a good self-esteem could also contribute to building resilience
(Olsen & Traavik, 2010), which is something that can be facilitated by making an inclusive
and accepting learning environment in school.

Developing a sense of coherence and identifying resources to handle stressful situations
could be compared with learning to swim in a river (Antonovsky, 2012). Without a sense of
coherence, meaning that one can understand a situation, handle it, and consider acting to be
meaningful, a person would perhaps end up in chaos without the ability to deal with
challenges in life, as falling down a river fall without control (Figure 2).

Figure 2: Antonovsky’s river metaphor (Published in Langeland & Horverak, 2021)

To handle the river, the person needs to learn to swim. Related to real life, learning to swim
could be to learn to deal with participating in various social settings, and it could be learning
to identify resources in the surroundings. These are elements emphasised in the methodology
applied in the intervention in the current study.

According to a review on health promotion measures in kindergartens and schools, health
promotion in educational contexts concerns developing (Helmersen & Stiberg-Jamt, 2019) 1)
capacity for action through participation and self-management, 2) social and emotional
competence through relations, engagement, motivation, self-consciousness and participation
in social activity, 3) stress management competence through mastery, resilience and
autonomy and 4) health promotion competence through knowledge of good mental health.
The approach applied in this study particularly facilitates capacity for action and social and
emotional competence, as the students are engaged in a process where they are agents of
change in their own learning environment, and work with social relations to ensure that
everyone feels included in their classes. Further details of the intervention will be described
in the following methodology chapter.

Methodology

To investigate how health promotion can be facilitated and measured in an educational
context, an intervention has been carried out, and a scale developed, based on among others
Antonovsky’s health promotion theory. The intervention was carried out through student
council work, and all student representatives applied a five-step approach in their classes to
work with creating an inclusive learning environment. The student representatives asked their
class the following five questions (figure 3): 1) What is important for us as a group to be
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okay in school? 2) What are we as a group good at? 3) Is something difficult for us as a
group? 4) What do we need to focus on? and 5) How can we work with this?

1. Important

4. Focus

Figure 3: The five-step method (published in Horverak & Aanensen, 2019; Horverak, 2020)

The students first received training in the approach in a student council meeting, and then
they collected anonymous, written answers to the first three questions from their class. The
answers were brought to another student council meeting, and all student representatives
made summaries based on what the students in their class had written about what was
important, what was already good and what was difficult for the class. This was followed by
a discussion on what the different classes needed to focus on and what they could do. After
the student council meeting, the student representatives brought their summaries and
presented for their class, suggested some focus areas and actions, and then the class decided
on a plan to improve the learning environment. After a period of some weeks, the student
representatives reported in another student council meeting how the class had managed to
follow up the plan. This intervention was carried out in the first semester the school year
2021-2022. The next school year, the process was repeated, and then the first three questions
were adjusted to focus on inclusion: 1) What is important to make everyone feel included? 2)
What do we already do to create an inclusive environment in class? 3) What can be
challenging when working with inclusion? This will be referred to as the second round of the
intervention in the following.

The intervention was carried out in an upper secondary school with about 440 students, most
of them between the ages 16 and 18, and some adult students. About half of the students were
general studies students, the rest vocational students, youths, or adults. During the second
round of applying the method, the students were asked to fill in a questionnaire with
questions concerning how they perceived the learning environment, and 267 students
responded. A five-point Likert scale was used in the questionnaire, with the following
categories: totally disagree, disagree, neither agree nor disagree, agree, and totally agree. The
students considered the following claims: I feel seen and heard by others, I listen to others, I
experience being trusted by others, I trust others, I feel respected by others, I show respect to
others, I master exercises I get, and I participate in decision-making at school. The same
questionnaire was distributed in the spring term, after the intervention was completed, and
261 students responded. All data was collected anonymously, and no sensitive or personal
information was collected.
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Results

To investigate how health promotion can be facilitated in school, the students’ reflections
from the second round of the intervention have been summed up. This includes answers to
the questions why it is important with inclusion, what they already do to create an inclusive
learning environment, what is challenging, and what they planned to focus on and do to be
inclusive. In addition, results from two test rounds with a survey developed to measure health
promotion will be presented.

To the first question, why it is important that everyone is being included, the students said
that it affects the everyday life, and that people need to feel equal, accepted, good and
worthy, and not lonely and excluded. To the second question, about what they are already
doing to create an inclusive environment, they pointed out both what the teachers do and
what the students do. They said that the teachers facilitate for group work, peer partners, class
rules and regularly ‘class’s hour’ where important subjects are discussed. Furthermore, they
said that the students smile, say ‘hi’, try to respect each other and include each other in group
work. To the third question, about what might be challenging when trying to include
everyone, the students admitted that it is easy to forget and ignore others. They also said that
it is difficult to include those who do not ‘match’ themselves due to different backgrounds or
values. Sometimes they do not know who wants to be included and who wants to be alone,
and who is shy or introverted.

Based on the answers to these questions, the students were to suggest what to focus on and
how to do this the next few weeks to make everyone feel included. The students suggested
that they could pay attention and see if someone is alone, say ‘hi,” smile and be nice. Another
example of what the students agreed on was that they were to start a conversation with
someone they did not usually talk to. Others wanted to focus on how they communicated, and
they were to be conscious about having positive body language. Four weeks later, the
students evaluated their chosen foci and action plans. They reflected on how they had worked
on inclusion, if they had followed up on their plans, and what they had succeeded in. One
class had decided to do things together in their spare time, and they successfully arranged a
movie night at school. Others reported that the students in class had become better at giving
compliments, smiling, greeting, communicating, and not leaving peers alone unless they
preferred it.

To investigate whether the students experienced the learning environment as health
promoting, a questionnaire was developed based on Antonovksy’s health promoting theory.
Results from questions concerning acknowledgement, trust, respect, mastery and
participation are included here. Preliminary findings (n = 267) reveal many positive aspects
in the learning environment (figure 4). As much as 93 % reported that they gave
acknowledgement to others by listening to them, and 72 % felt that they were seen and
listened to by others, meaning that they felt acknowledged. A majority of 76 % reported
giving trust, and 79 % perceived that they received trust. In addition, 79 % reported showing
respect, and 81 % that they were being shown respect. Other important aspects of health
promotion are mastery and participation, and only 62 % reported mastering exercises in
school and 42 % that they get to participate in decision-making.
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| listen to others 1
| feel that others see me and listen 10 me 17—

| trust others 1

| receive trust from others 1"

| show respect to others HE  ————
| feel respected by others 1" —————
| master exercises | receive I
| get to participate in decision-making in school m e

0 50 100 150 200 250 300
m Totally disagree m Disagree m Neither agree nor disagree mAgree = Totally agree
Figure 4: Results of questionnaire on health promotion in learning environment, n = 267

Results from the second round of data collection (n = 261) with the questionnaire measuring
health promotion in the learning environment showed that the students had changed their
perception somewhat from the first time the questionnaire was distributed (table 1). There
was little change in how students perceived their own behaviour concerning giving
acknowledgment by listening to others and showing trust. When it comes to respect, there is a
significant change in behaviour, as 18 % more of the students reported showing respect to
others the second time the questionnaire was distributed. There was also some change in how
the students felt about others’ behaviour, as four percent less of the students felt
acknowledged by others and five percent less felt respected by others. Concerning mastery
and participation, there is an increase of five percent who agree that they master exercises,
and an increase of eight percent who agree that they get to participate in decision-making.

Table 1: Difference in responses concerning learning environment, n = 261

Claim Agree t1 Agreet2  Variance
I listen to others 93 % 93 % 0%

I feel that others see me and listen to me 72 % 68 % -4 %

I trust others 76 % 77 % 1%

I receive trust from others 79 % 79 % 0

I show respect to others 79 % 97 % 18 %

I feel respected by others 81 % 76 % -5%

I master exercises I receive 62 % 67 % 5%

I get to participate in decision-making in school 42 % 50 % 8 %
Discussion

As the results reveal, the students work sincerely with creating an inclusive learning
environment. They identify what they succeed with, and at the same time they are conscious
about the challenges of including everyone in a class. They also come up with good strategies
to include others. When evaluating the measures, it is reported that some of the students
‘want to be left alone’, but the student representatives did not say much about how they know
this. The conclusion that not everyone wants to be social may be a misperception. The
students might not understand that their peers are shy or introverted, or even worse -
depressed or anxious. One cannot take for granted that students in upper secondary school
understand others’ behaviour, facial expression, or body language. As youth surveys show,
there has been an increasing number of youths who feel alone and excluded since the
pandemic started (Haugseth & Smestad, 2021). Therefore, it is important to problematize and
focus on the fact that it is not always easy to know whether others really want to be left alone.
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Perhaps they just do not know how to build relations or how to deal with shyness or
loneliness.

Another issue that is often discussed in relation to inclusion is the importance of respecting
each other. The results from the questionnaire show that at the second time of data collection,
more students reported respecting others, but fewer students felt respected. This seems
somewhat contradicting, as one would assume that when more students show respect, more
students would feel respected. What it means to show respect and to be respected may also
need to be problematized and discussed, so that the students have a common understanding
when they report on how they experience the learning environment and their own behaviour.

When applying a method as the five-step approach described in this study, it might be
difficult to find the right balance between student autonomy and teacher interference. For
example, there may be situations where the teachers have a clear idea about what the students
need to work on, but the students may perhaps not be conscious about it. In the intervention
described above, the students were told to work on inclusion in the second round. This
interferes somewhat with student autonomy, which is essential to facilitate health promotion
(Helmersen & Stiberg-Jamt, 2019). However, even though the focus area for the student
council work was predetermined, the students were given the possibility to decide how to
work with inclusion, and the action plans were made by the students themselves. In this way,
autonomy was ensured within a certain framework. Steering the process of working with the
learning environment in specific directions could also be defined as giving autonomy-
support, providing the students with the necessary conditions for them to fulfil the
psychological need of autonomy (Ryan & Deci, 2017).

Another challenge when applying this type of approach is to follow up the process that is
started in the student council. Time could be one challenge and succeeding making teachers
involved is another challenge. Sometimes the teachers could be unwilling to prioritize student
council work due to time pressure in the subjects. For development activities in school to
succeed, it is crucial that leaders are involved in the process (Fullan, 2016), making plans to
implement the change, building capacity through facilitating practice, guidance, and
leadership, and ensuring structures that sustain the change. Related to the current study,
schools where leaders are engaged in student council work and creating a health promoting
environment will have a greater chance of success than schools where the leaders do not take
charge of the implementation process.

Conclusion

This study shows that when students are being engaged in creating an inclusive learning
environment, they act and make a change. The students’ reflections provide important
knowledge about the students’ thoughts and perceptions, and how one can facilitate for
further work on subjects like inclusion. The intervention described also illustrates a way of
facilitating participation and learning about democracy, which are central topics in the
renewal of the Knowledge Promotion, the curricula for Norwegian schools (Ministry of
Education and Research, 2017). The approach promotes student agency, which is also
emphasized in the OECD-report The future of education and skills: Education 2030 (2018).
According to this report, one of the most important aims of education is to support students to
participate in activities and influence their surroundings in a positive way.
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The results from the questionnaire show that the students perceive that they give and receive
acknowledgement, trust, and respect. However, fewer students experience mastery and
participation in decision-making. Both mastery and participation are crucial elements for
motivation (Ryan & Deci, 2017), inclusion (Meld. St. 6, 2019-2020; UNESCO, 2005) and
health promotion (Antonovsky, 2012). The results of the questionnaire show an increase in
the number of students who agree that they master exercises and participate in decision-
making from the first to the second test-time, that is during and after round two of the
intervention. This shows a possible potential of the approach applied in the current study.
However, more extensive and longitudinal studies are needed to investigate this potential
further.

There may be challenges with the reliability of the findings in this study. The students may
not understand what is meant by the concept of ‘participation,” and perhaps they do not
remember different situations where they have been given the opportunity to influence
decisions, so that their answers may not reflect the truth. The sample of the study is also
limited to one school, and the sample is not randomly selected. Hence, there are challenges
with the validity of the study as well, and the results may not be generalisable. Even though
there are threats to the reliability and validity of the findings of the current study, results from
youth surveys (Bakken 2019, 2022) confirm that there is a need for a change in schools as
more and more young people experience loneliness and dread going to school. To create a
health promoting learning environment, teachers must take students’ voices seriously, so that
the students can experience that they have resources to influence and master their situation,
which again may lead to a sense of coherence and improved ability to handle stress
(Antonovsky, 2012). There is a need to investigate further how to facilitate a health
promoting learning environment where students experience not only good relations, but also
that they master everyday exercises, and get to participate and engage in decision making, so
that they experience motivation and meaning in school.
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Abstract

This paper presents what I call extralingual citizenship which theorizes an expansion of
translingualism to include the ethnoracial logic of the nation-state and demonstrate the
entanglement of language, governance, and education in the policing of knowledge
infrastructures and discursive practices. I build on the work of Kachru on World Englishes,
Tupas on unequal Englishes and extralinguistic value, Rosa and Flores on raciolinguistic
ideologies, and translingual scholars such as Trimbur, Cannagararah, and Gilyard to frame
extralingualism as a kind of citizenship, attempting to shift the focus of English pedagogy
and practice away from the syntactical and etymological concerns of language use to the
agentive potential of the language user. I center this study in India, framing the English
language as an archive of the memory and afterlife of colonialism, exploring the idea of
extralingualism through (i) Gauri Vishwanathan’s Gramscian exploration of English literary
study in colonial India, (i1) autobiographical fictions written by Ahmed Ali, Ramabai Ranade,
and Shevantibai M. Nikambe, (ii1) a juxtaposition of the formative language debates of the
Constituent Assembly of India with the recently updated National Education Policy of 2020,
and lastly (iv) a comparison of the Spoken English coaching industry in India with Writing
Centers in India’s emerging private liberal arts schools to speak to the English-markets
reified by extralingually differentiated Englishes. My aim, across the full scope of this
project, is to reframe English as a contested linguistic field where multiple Englishes become
analogous to the respective forms of capitalism, sociality, and subjectivity constructed
through them.

Keywords: Extralingual Citizenship, World Englishes, Translingualism, Extralinguistic
Value, linguistic Imperialism, Decolonial Language Pedagogy, Nation-State/Colonial
Governmentality
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Introduction: Whose English Is It Anyway?

It begins with a closeup. We see the skewed shadow of a man against a glossy white wall, its
volumetric silence broken only by his energetic voice. He says:

Hey, bro, let me tell you what had went down. I was two bands away from getting,
bro, whole barber shop, bro. Come on, mama. Bro. Peanut gonna call my phone
talking about. I just got paid. I looked at the phone. You just got paid? What?! Man,
where the dice at? I'm ready to shoot. We can roll. Last time I shot with it, 1300 in my
pocket. Easy. Off top.

The shot widens as he speaks, revealing a Black man leaning against the railing of a balcony.
To his left sits another Black man—the multiple Grammy and Pulitzer Prize-winning rapper
Kendrick Lamar—who asks, “What happened?”:

What happened? Man? Peanut is what happened. Had me hot on my mama. Hot.
Seven, seven, seven. Back to back to back to back. Bro, I was mad. He was all in my
bag, in my pockets and my whole Duffy. I was ready to get out.

The camera continues to zoom out. We now see an elderly white man sitting to the left of
Lamar—the billionaire Ray Dalio. Three men sitting on a black wrought iron balcony,
framed against the pristine white walls of an apartment building. Lamar turns to Dalio and
says:

Actually, what he’s saying is, he saved up money to get a local barber shop. He then
made a friendly business wager with Peanut and hoped to secure more money for his
business, eventually losing it all with one roll of the dice. Ray, what do you think?

“I think his problem is volatility,” Ray replies, using a slew of high-handed financial jargon
to encourage the man to diversify his investments. Lamar promptly translates. “Basically,
bro, what he's saying is, slow money wins the race.”

In reviewing this exchange, consider: what compels Lamar to interpret on both men’s behalf?
One would assume they are speaking the same language. Yet, Kendrick chooses to translate
the Black man’s African American vernacular (AAVE) to a version of English that his white
companion can understand. There’s relative ease in the way he conducts this translation: this
role is clearly not new to him. In fact, one could argue that his translation isn’t even
linguistic: it’s sociocultural and heteroglossic, telling of the epistemic imaginations that both
men inhabit. One man’s “wager” becomes another’s “dice,” meaning transferred across signs
even as its extra-linguistic value' is not, demonstrating a hybridity and internalized hierarchy
within the English language and an unequal demand for translation amongst its variegated
users. Put simply, all Englishes are not made equal; their social implications are marked by
distinct ethnoracial histories, haunted by vestiges of colonialism, feudal stratification, and
slavery, which pervade the contemporary moment to inform a divergent constellation of
subjectivities and material realities. Referencing Kachru, this “colonial present” informs the

'Ruanni Tupas frames ‘extra-linguistic value’ as being “[..] attached to [White] English (and other contextually
dominant languages/varieties) as a means of explaining the hegemony it enjoys, as well as to understand as
(hidden) resistance the plethora of persistent ‘errors’ and ‘deviations’ that characterize non-elite use.” (2015: xi)
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appropriation and pluricentrification” of the English language into multiple World Englishes
(WE), fractured across an unequal exchange of linguistic centers and peripheries. Despite its
seminality, Kachru’s framing has been criticized for assuming a center-periphery binary in
the evolution of English, overlooking the transcultural flows that contribute to the co-
development of hybrid forms of local Englishes across geographic boundaries. While
subsequent scholarly attention® has attempted to address these critiques, the same cannot be
said for public consciousness which attempts to resolve this using one of two strategies. First,
in the disproportionate celebration of English as a global language: the multiplicity of
Englishes is reframed as one single English expressed multiply. Secondly, by framing WE as
deviating from a so-called Standard English (SE), resulting in the differentiation and
hierarchization of colloquial sociolects and postcolonial English variants as peripheral. This
is enacted through the institutional demand for English proficiency (IELTS, TOEFL, et. al.)
and the formulation of TESOL as a distinct pedagogical code. While there are ongoing efforts
to include WE within TESOL programs®, these attempts remain mostly peripheral with their
biggest achievements limited to North America. Consequently, Lu & Horner have advocated
for a translingual approach that situates language practices within a “temporal-spatial frame”
where they are always “emergent, in process (a state of becoming), and their relations as
mutually constitutive” (p. 587). However, Gilyard points out a “tendency to flatten language
differences” in translingual theorizing, neglecting the fact that—while we all differ as
language users—not everyone differs in the same way (2016, p. 287). This flattening of
differences within intersecting reifications of WEs overlooks sociocultural variance, creating
a “linguistic everyone.”

Framing Extralingual Citizenship

My work emerges from this peculiar juncture: in an attempt to untangle the “everyone” into
multiple “linguistic someone”s, I introduce the notion of extralingual citizenship. By virtue of
its inherent social value, language functions as a sort of passport that reflexively informs
societal access and individual subjectivity. This value is mediated by ideologies of the nation-
state, the native speaker, racial and casteist supremacy, the ethnocentric myth of the
monolithic nature of English, its hegemonic status over other languages, and the
commodification of language—attitudes that were manufactured during the colonial era and
remain largely undisputed in public consciousness, policy, and technology (Tupas, 2015, p.
6). Performed language has material force, as Gilyard (2016, p. 287) puts it, as demonstrated
in the advertisement that opens this paper. Developed for CashApp in 2022, the
advertisement raises Kendrick’s translation of AAVE into a performance of the inequality of
WEs. The implication of these imbalanced extralingual citizenships is obvious: consider
Ebonics where the use of AAVE is institutionally penalized despite its commercial
exploitation. In effect, while WEs as cultural commodities are grossly fetishized for capitalist
consumption, their users continue to be delegitimized. In effect, by framing extralingualism
as a form of citizenship, I aim to shift the focus of English pedagogy/practice from the
syntactical concerns of language use to the agency of the language user, while highlighting

*Writing in Other Tongues: English across cultures, Kachru orders this pluricentrification in his “Three Circles
of World Englishes” — the “Inner Circle”, consisting of the sites of origin of the English language and its
subsequent spread through the first diaspora, namely the UK, USA, Australia, New Zealand, Ireland &
anglophone Canada; the “Outer Circle”, sites created through British imperial expansion i.e. India, Nigeria,
Pakistan, South Africa, Philippines, and its other erstwhile colonies; and lastly, the “Expanded Circle”, that
includes sites where English plays no historical or governmental role but is still used for international
communication, namely China, Russia, Japan, non-Anglophone Europe, South Korea, and Egypt.

3See B. B. Kachru, E. Schneider, C. Mair, et. al.

*See Young, Greenfield, Flores, Rosa, et. al.
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the interconnections between language, education, subjectivity, and governance in shaping
knowledge economies and discursive practices. Rather than flattening, I attempt to address
“the erasure of historical and unresolved struggles that are involved in meaning-making
practices and knowledge production” (Garcia and Baca, 2019, p. 29).

The interaction of these processes is not linear: they occur as a living entanglement—a
melting pot I call the churn. Language is perhaps most surreptitious in its regulation of social
contact where the centrality of misunderstanding masks the very cause of this
communicational distance. Misunderstanding is the first element of intercultural encounter,
with the process of translation becoming the paradoxical site of both misinterpretation and
language production. This is, however, a threat to centralized state machinery especially in
nationalist societies where desires for monolingual identity deny the asymmetry of language
use through institutional codification, further regulating the churn. The radical vitality of
language use is thus characterized as language misuse, discreetly converting its essence into
the evidence of its guilt. By extension, this language misuse creates a language misuser,
dictating their value as both subject and commodity within neoliberal society, a regulatory
spillage that manifests as a linguistic caste system, governing access to education, work, and
social opportunity. Extralingual citizenship is, thus, an umbrella term that hopes to articulate
these limitations, encompassing the various aspects of citizenship (social, racial, sexual, etc.),
supplemented by language (extra/ingual, as in ‘over and above’) as well as those that are
deeply linguistic (extralingual, as in 'especially’), and can be understood as the unstable
entanglement of both these readings and their resulting asymmetricity. To illustrate, the
following sections evaluate India as a site of continued extralingualism.

These English Masks, Those Colonial Roots

English, often referred to as the "global language of miscommunication" by Pennycook
(2006, p. 5), exemplifies the asymmetries discussed thus far. Gauri Viswanathan's Masks of
Conquest uncovers the co-development of British political and commercial interests and
English literary education in India. The propagation of English among the natives served to
uphold British authority and create a stable state conducive to British mercantile and military
interests (p. 20). The institutionalization of English literary education, in this context,
becomes one of many imperial strategies, gaining synonymy with notions of morality, virtue,
and—most prominently—truth.

Between 1817 and 1835, the growing debate on the value of native languages and literary
practices “was not simply over language or literature, but the status of knowledge itself” (p.
101, emphasis mine). Lord Babington Macaulay famously stated that a single shelf of a good
European library was worth more than the entire native literature of India and Arabia. In
response, Orientalist John Tyler argued for the preservation of Indigenous knowledge,
emphasizing its value in understanding the history of scientific and philosophical systems and
the steps taken to arrive at truth. Here, theories of curricular policy are raised into binary
evaluations of the truth claim of knowledge, with nativity constructed akin to error, falsity,
and dogma, and English—with its Biblical associations and post-Enlightenment brand of
intellectuality—bearing the ultimate claim to truth. By a simple leap of imagination, this logic
is extended to its respective language (mis)users, mirroring the xenophobic discourse on
purity, whose traces now inform the “appropriateness” of WEs and the slow cognitive rupture
of their speakers.
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The conclusion of the debate I outline above saw the adoption of Lord Bentinck’s 1835
English Education Act decreeing that “the great object of the British Government ought to be
the promotion of European literature and science among the natives of India, and that all the
funds appropriated for the purpose of education would be best employed on English
education alone” (p. 41). English, in this instance, becomes a proxy for European knowledge;
in turn, “Englishness” becomes a metonym for Europeanness, transferring its imposed
superiority over indigeneity onto the language itself. It reads as a simple formula: to know
English is to gain access to Europe, to civilized intellectuality and high morality. Colonial
subjectivity is haunted by the vestiges of this hegemony, forcing heteroglossic language users
to tear their psyche on linguistic lines, assigning asymmetric values to the language-of-home
(say, one’s mother tongue) and the language-of-society (here, English). Quoting Nandy:

Such disjunctions between politics and culture became possible because it is only
partly true that a colonial situation produces a theory of imperialism to justify itself.
Colonialism is also a psychological state rooted in earlier forms of social
consciousness in both the colonizers and the colonized. It represents a certain
cultural continuity and carries a certain cultural baggage. (p. 2)

How do we make sense of the cultural baggage that comes with the English language?
English has since taken on many forms in its postcolonial life, and yet the conflation of 'truth'
with English continues, only now it is reserved for a specific kind of ‘proper’ metropolitan
English, as Kachru et. al. have articulated in earlier scholarship. What that English is
specifically? Nobody knows. In practice, it isn’t simply what English is performed but who it
is performed by that ultimately validates its claim to legitimacy.

One needn’t look further than the synthetic construction of Babu English in colonial India as
a separate “illegitimate” wvariety spoken by India’s English-educated bureaucracy to
understand the mapping of racial identity onto language use and vice versa. This is similar to
how AAVE, Spanglish, and other BIPOC English registers are delegitimized today, astutely
illustrated in Rosa and Flores’ concept of raciolinguistic ideologies or “the process through
which language and race are co-constructed to frame the language practices of racialized
communities as inferior” (2015, p. 149-152). Here, V Sreeja on Babu English:

Dubbed as the mimic men, they [Babus] were the favourite objects of lampoon of many
Indian and English fiction writers and ironically they were ridiculed for the same facts
they were admired for — their knowledge/a little knowledge of English, their (almost
successful) aping of other symbols of Englishness and the apparent, relative proximity
to the colonial master. The evolution (or counter evolution) of the term Babu is in itself
testimony to the process of denigration that the class suffered in the wake of
colonisation. Although it [“Babu™] is used as a courteous term of address in many
Indian languages, the raj period bestowed it with a contemptuous sense. [...] In an
attempt to elevate themselves to the levels of their masters, they end up being laughing
stocks. (2019, p. 13)

In her analysis of English language letters written by Bengali civil servants in late 19th
century India, Sreeja defines the Babu English style as being marked by “excessive stylistic
ornamentation, politeness and indirectness,” “the discourse organization [...] of a South Asian
language”, and an inordinate “use of subservient address forms.” For instance: “With deep
regret and unfeigned sorrowfulness your poor slave approaches his poor tale at the footsteps
of your honours throne... he may meet with forgiveness of his sins” (Arnold, 1891, p. 6).
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These were, she continues, “part of linguistic forms prescribed for [English] subordinates to
use in addressing their superiors during the early days of the British rule in India” (2020, p.
144). And yet, when mimicked by brown ‘Babus,’ these linguistic forms become a recipe for
ridicule. Evidently, language skins meaning, even as the color of one’s skin informs what
value is afforded to them.

Authored Subjectivity: An Extralingual Reading Ahmed Ali’s ‘Twilight in Delhi’

It was the eve of Indian independence. After fourteen years as a scholar, teacher, and
novelist, the Urdu literary icon Ahmed Ali found himself at Nanjing University in China. He
had just been appointed Visiting Professor and would spend two years teaching English at the
behest of the British Council. Ending his tenure in 1948, Ali sought to return to his native
Delhi. However, the India he had left behind no longer existed. In the time since his
departure, his country had endured an unstable mitosis, splintering the subcontinent into two
conjoined twins in a violent partition of land, livelihood, and language. One colony became
two free nations, and yet, Ali became a new kind of prisoner. Having never stated his
preference, the Ambassador of India in China K.P.S. Menon denied his return to India,
arguing that as a Muslim he would have to go to Pakistan—which is where he would live
until the day he died, never again returning to the streets he called home.

Eight years prior, at the height of the Progressive Writers’ Movement (PWM), Ali had
written Twilight in Delhi, a prescient novel set in the wake of English colonialism. Taking
place between 1911 and 1919 in newly-colonized New Delhi, the book explores the complex
forces shaping the city—parallels that Ali would personally experience not even a decade
later—through the perspectives of two protagonists: Mir Nihal, the father who longs for lost
Mughal glory, and Asghar, the son who embraces English modernity. Albeit not stated
explicitly, these two imaginaries capture a central tension within the novel, a loose binary
negotiation of past and future, as understood and embodied by these two characters. I explore
the negotiation of these subjective ideals through the metaphor of twilight (borrowed from
the title of the novel), of a waning day slowly melting into the purple embers of a new
evening, the slow middle between an end and a beginning. Reflecting on the novel, Sumatra
Baral writes:

Twilight indicates in-betweenness and liminality — the position of Delhi between two
languages — English and Urdu and two empires, the Mughal and the British. [...]
Twilight, which usually hints at a transition between day and night, here posits itself
between life and death, tradition and change, orthodoxy and progression. (2021)

This half-light semi-darkness speaks to the bilingual (if not plurilingual) colonial speakers’
experience of the in-between, of a sort of double consciousness engendered by their
oscillation between linguistic traditions, further heightened in the case of Twilight by Ali’s
choice to author the novel in English, despite local criticism and constant rejection from
British publishers. The novel was part of an enormous body of controversial work produced
by Ali and his peers in PWM. These were Urdu literary dissidents, attempting to shake the
foundations of socioreligious orthodoxy through a radical retelling of North India, most
notably in a collection of Urdu short stories titled Angaaray that would ultimately be banned
(fig. 1). And yet, Ali chose to write Twilight in English. Could we read this as the author
mirroring his younger protagonist’s English aspirations? Ali offers clarification in a 1975
interview:
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I have been wondering why I write in English. [...] It was not because, as some people
have said, that I wanted to curry favor with the British. That's nonsense. It was an
escape for me from many things. I could not express myself in Urdu when 1 was
young, so | had to express myself somehow and English was all right for them [his
family] ~ it was the ruler's language, the baré sahib's [big officer’s] language, so they
couldn't take objection to that in their minds. [...] Urdu had been taken away from me
because of the great resentment people had toward my writing in Urdu. (JSAL, 1975,
p. 122-3)

His comments point to the position English holds as a marker of social mobility and
intellectual progress in Indian society. Could this explain the motivations behind his choice to
write in the language of the colonizer? Or did he claim it as his own?

-
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Figure 1 (left): Police notification on the ban of Angaaray, published in the United Provinces
Gazette in 1933. Figure 2 (right): A portrait of Ahmed Ali smoking a pipe, circa 1955.

Within and beyond the novel, we encounter transitory subjectivities, author and character
reflexively experiencing and redefining themselves within a marked discontinuity. Twilight,
in this context, becomes a mode of knowledge, an in-between that resists description, a
liminal (un)becoming that transgresses two imaginaries of seeming incompatibility, conjuring
a discontinuum that is as generative as it is inertial. I locate my research within this linguistic
twilight, investigating the transitory subjectivities that emerged and (d)evolved in response to
English and the powers, specific sites—be it caste, class, or gender location—and
motivations that informed this transfiguration.
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Sexual Englishes: An Extralingual Reading of Ramabai Ranade’s ‘Himself’

In thinking about English and its emergent subjectivities, I turn to a 2012 book by Shefali
Chandra titled The Sexual Life of English: Languages of Caste and Desire in Colonial India.
Chandra’s reading of the history of English education in India artfully introduces gender and
caste as active agents in the articulation of new subjectivities, socialities, and forms of
extralingual citizenship. Using a wealth of relatively unknown literature from the turn of the
20th century, written primarily by women authors from the subcontinent, her work captures
the surreptitious ways in which British India’s English-educated Indian elite secured the
power of the English language within their own caste and class position (p. 5). While their
register was derogatorily termed Babu English, as previously discussed, knowledge of the
language ultimately afforded elite natives new ways to extend their privilege in Indian
society. In turn, by extending English education only to their own wives and daughters, these
men mapped the “colonial-native matrix over their marital bonds” to create a new female
Indian subject (p. 5). Chandra notes:

[...] British India’s English-educated subjects taught English to their own woman
[...] Bringing English to their wives and daughters, British India’s English-educated
men successfully secured the language of power within their class and caste
location. [...] This idealised female figure was key to the India elite’s quest for
cultural equivalence with Europe, its distinction from “other” Indians, and its ability
to speak in the name of a national commodity.” (p. 5)

To demonstrate, let us consider Himself: The Autobiography of a Hindu Lady, a 1938
autobiography of Pandita Ramabai Ranade. In Himself, Ramabai documents her experiences
learning English from her Brahmin husband (and social reformer) M. G. Ranade and its
subsequent effects not only on her own psyche but also on the social contract she shared with
her husband. Ramabai, who was only eleven at the time of her marriage, is said to have
lacked a compassionate bond with her much older husband. Instead, M. G. Ranade decided to
teach his new bride the English language. Their nocturnal pedagogic endeavors in the privacy
of his office/classroom became a proxy for domestic intimacy. Speaking to this “symbolically
affective bond,” Uma Chakravarthi queries, “Short of brutally consummating the marriage
what would one do in such a situation except begin teaching the illiterate wife in alphabet?”
(p. 217). How these experiences shaped Ramabai provides a model to understand an evolving
female subject in India at the turn of the twentieth century; in this case, an upper-caste Hindu
wife. Chandra notes:

Ramabai’s memories sheds light on the interface between English and sexual
identity, between individual desire, and social power. [...] Her individuated desire to
possess the cultural power of English was interwoven with her awareness that it was
her male relatives who were learning the language. (p. 144)

Ranade’s stepbrothers, who were around the same age as Ramabai, had also begun learning
English at that time. By aligning herself with the social power of English within an
unconventional marital contract, Ramabai was able to access a phallogocentric social power
previously alien to Indian women. Most notably, it reconfigured her relationship with other
women in the household, particularly with her widowed sister-in-law Durga, who had been
denied the opportunity to pursue her education because she was married at an incredibly early
age (p. 139). Chandra:
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English education threatened to disrupt existing domestic hierarchies and, by the
way of the “new” compassionate love [between Ramabai and her husband], to
diminish the authority of other women in a female-centered household. (p. 148)

Indeed, one could argue that Ramabai’s selective education was sustained within the
household through the expectation of free widowed labor. The lack of English education, in
the case of the widowed Durga, produced another kind of female subject, one marked by
labor, marginalization, sexual punishment, and a staging of lack. Chandra articulates the
position of Durga and other women in the household when stating that “English-educated
women would disdain their domestic roles and thus cease to respect domestic markers.” At
the same time, Ranade’s ability to mediate Ramabai’s education elevated his own power
within the household (p. 145). Chandra notes that “Durga’s complex reactions averred that
‘English’ was a mobile, linguistic sign of vast material ramifications, indicating, expressing,
and actively shaping a new hetero-conjugal contract” (p. 145). Evidently, the extralingual
citizenship afforded to Indian women remains regulated by their marital association with
masculinity.

Here too, we engage with the centrality of twilight as the site of extralingual discontinuity
and the centrality of desire as a guiding force towards English language acquisition. English
language use, in this context, is a key mode of soft power that radically transforms the
subjective capabilities of the language user as well as their relationship to the ruling state and
their place in it. Fundamentally, I argue that an education in the English language is an
introduction to the state of twilight-as-linguistic-discontinuum, to both sociolinguistic
dissonance and possibility, their unstable boundaries rendering a new kind of female citizen
in colonial India.

Angrezi Medium: This Language Is Kampleks

Cut to the present. In Hindi Is My Ground, English Is My Sky, Chaise LaDousa describes an
interview with a Varanasi-based school principal on the experience of Hindi-medium
students entering English-medium environments. This prompts the mention of a feeling of
inferiority on the part of the Hindi-medium students (2014, p. 37) which the interviewee calls
a ‘complex’ (kampleks). This colloquial expression captures the inability to resolve twilight,
so common in its social usage so as to highlight the ubiquity of language-informed class
disparities. Note, a ‘complex’ is not the same thing as a kampleks. Here, the sign remains the
same—unlike Lamar’s translation—but its texture changes when carried across linguistic
contexts. Kampleks (unlike complex) illustrates the very real fear of being perceived as a
language misuser, and the subsequent denial of the extralinguistic values—intelligence, class,
authority—associated with it. A direct outcome is the articulation of multiple streams of
English education in India performed within a spectrum of class identities. The socially
mobile bourgeoisie inhabits an English that is analogous to hegemonic British and American
varieties while the remaining population occupies various degrees of pidginized (and
inordinately delegitimized) Englishes gathered through the medium of their schooling (or
lack thereof). Their interplay results in the production of different English-markets within the
broader marketplace of languages.

To clarify: consider the English Coaching industry in India that services thousands of

aspirants for jobs (in call centers, government, etc.), higher education, or civil services
examinations. These centers are informal educational institutions, often set up within dense
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urban residential colonies’, occupying the same liminal space that births the experience of the
kampleks. Here, the concern is not the status of knowledge as much as its material
possibilities, as evident in how these centers are marketed (fig 4).

Smart English Speaking
with Innovative Teaching methods

™7 We Are Having 3 Levels

, ¥

< 2€RO LEVEL : 0ne who doesn 't know
how to Read, Write & Speak English.

I | SPEAK ENGLISH LIKE
JAMES BOND (007)

Mr. Rajesh D. Bhujle
Mob.: 9769352733

| Mr. Paressh Nikalje
| Mob.:

HYPNOTISE PEOPLE BY
YOUR TALK
A COURSE WHICH

OFFER’S YOU WEALTH,
DNAWER AND POSITION-.

Figure 3: Public advertisements for English Coaching Centers in Ulhasnagar (left).
Figure 4: Mumbai (right); both in the state of Maharashtra in India.

In contrast, consider Writing Centers in India’s upcoming liberal arts universities (Ashoka
University, Jindal, Flame University, et. al) that view the Writing Center as a site for
developing critical faculties, analytical skills, and research capacities, attracting a decidedly
upper-class clientele. This brand of intellectualism is in stark contrast to the pragmatic “Smart
English” promised by coaching centers (fig. 4). While both models are valid responses to
their respective class contexts, they enforce dramatically different conceptions of the English
language and their attendant markets, which have little to no overlap. Evidently, these
English-markets inhabit differing positions within binary center-periphery constructions such
as rural/urban, Indian/Western, professional/creative, et. al. interchangeably mapped onto a
logic of appropriateness and afforded varying degrees of agency. English, in this context, is
more than the language of global capitalism—it is a contested linguistic field, a discursive
space occupied by multiple configurations of extralingual citizenship, each enabling the
creation/differentiation of specific markets, material opportunities, and social expectations. It
is worth highlighting that liberal arts education and attendant writing center pedagogies have
been noted as being primarily of US origin. Here, Hotson and Bell:

As neocolonial commodities, U.S. writing courses and writing centers are also easily
exported, especially as American English is the lingua franca of knowledge
acquisition and publication. (2022, p. 53)

*Writing in a 2021 paper on UPSC coaching centers, Chaise LaDousa provides a comprehensive illustration of
the inner workings of these institutions: “One of the most successful coaching teachers I met in Delhi was
named Ram. He had come to rent out a three-room flat in the heart of Mukherjee Nagar’s cluster of multi-story
buildings devoted to coaching tutorials. One entered a waiting room that was adjacent to Ram’s office. To the
side of the office was a narrow hallway that led to Ram’s assistant’s office and a bathroom. [..] Across the way
from the waiting room was a lecture hall that accommodated approximately 40 students. The room was
equipped with a chalkboard mounted above a slightly raised platform from which Ram delivered his lectures.
Such was the setup of all of the coaching teachers I met who had been working for anywhere between 10 and 25
years. [...] Most of the students were from smaller metros or from small towns, and explained that the prospects
for work, either at home or where they had gone to university, were particularly bad.” (2014, p. 114)
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Further:

We observe this currently occurring in Brazil and Russia, where DOS regional
English language officers (RELOs), “a kind of teacher-diplomat,” support the
establishment and national organization of writing centers as U.S. cultural diplomacy
initiatives to “support the achievement of U.S. foreign policy goals and objectives,
advance national interests, and enhance national security by informing and
influencing foreign publics.” (2022, p. 51)

This is a radical departure from “HYPNOTISE PEOPLE BY YOUR TALK. A COURSE
WHICH OFFER’S YOU WEALTH, POWER AND POSITION.” Instead, we confront
writing centers as a site of neocolonial soft power similar to the Anglicist ideologies that
informed Lord Bentinck’s educational policy of 1890. The regulation of wealth, power, and
position, in this context, is raised to geopolitical terms and continues to be defined
extralingually. Subsequently, this alignment with neoliberal values affords students access to
a kind of global class mobility that remains completely alien to clients of English coaching
centers.

Conclusion

If you have come this far, | offer my genuine gratitude with the hope that these wavering
ideas sparked new questions, or at least invigorated existing ones. I leave you now with some
closing points of inquiry. First, how do we ascertain a global grammar to English without
becoming overly reductive? Can we accommodate the inherent fractalization of the English
language—and the various linguistic and cultural traditions it has been influenced by—in its
teaching and performance? Consequently, can its teaching encompass the myriad material
values the language makes possible while still addressing / countering / reorganizing the
moral / social / ideological logics it extends? And, ultimately, if none of this is possible,
where does this leave us, and what might still be the gift of such a line of questioning?
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Figure 5: A cartoon from a national daily newsbaper from New Delhi, circa the 1990s.
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Abstract

As the digital era progresses, various information and communication technologies are adopted
to enhance the language learning process and to facilitate effective communication. Over the
past decades, learners have been exposed to a whole new world of knowledge learning,
diffusion, and communication with augmented reality (AR) and virtual reality (VR) technology.
Web-extended reality (webXR) is being used as a solution to bridge the real world and the
virtual world in the realm of newly-designed, web-based learning and communication activities.
The ability to adopt these kinds of technologies to diffuse disciplinary knowledge is necessary
for our new generations. Aiming at re-envisioning the immersive web learning and
communication experience with webXR, we initiated a project in 2022, with the intent to
establish a webXR-based Virtual Chinese Language Learning Centre (VCLLC) to provide a
well-structured virtual learning environment for students to deploy both the Chinese language
communication skills and webXR technology ability to effectively write, display and diffuse
their disciplinary knowledge in Chinese, in a manner which is best suited for modern
communication. In this paper, we will discuss and share some experiences in establishing a
transdisciplinary assignment mechanism that helps students learn and use Chinese language
with the latest ICT technology to diffuse and communicate at new heights by promoting hands-
on practices, which can help our students imagine, create, and deliver innovative XR
experiences in the context of disciplinary Chinese learning.

Keywords: ICT, Language Learning, WebXR, Virtual Learning, Communication Intensive
Course, RECTi Model
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Introduction

Over the past few decades, there has been an increasing emphasis on redirecting the educational
focus from the acquisition of static knowledge to interactive communication. In addition to
enhancing learners’' comprehension of the subject matter, interactive communication stimulates
critical thinking, creativity, and collaboration, which are essential skills in the 215 century (Teo
2019). As Constant Leung (2005) points out that it “signaled a shift from grammar-based
pedagogy to Communicative Language Teaching,” implying the need “to reconnect with the
social world if the concept of communicative competence is to mean anything more than a
textbook simulacrum of Englishes in the world.” This approach acknowledges that learning is
not restricted to rote memorization but also focus on developing students’ higher order thinking
that encompasses active engagement with the subject matter through discussions,
collaborations, presentations, and problem-solving (Vijayaratnam 2012).

Learners can be benefited through the adoption of interactive communication, including the
cultivation of coveted skills such as communication, teamwork, and problem-solving, which
are highly valued in modern job markets. By engaging in meaningful interactions with peers,
learners can attain a deeper understanding of the subject matter and develop the competencies
necessary for the practical application of their knowledge in authentic meaning-focused, task-
based scenarios (Yildiz 2020).

At the same time, we have entered a realm of knowledge acquisition, dissemination, and
communication through the utilization of various information and communication technologies
(ICTs). Social media platforms (Siddig 2020), discussion forums (Stickler & Hampel 2015;
Manegre & Gutiérrez-Coldn, 2023), and other online tools (Salmons, 2023) facilitate learners'
ability to connect with one another, engage in the exchange of ideas and experiences, and
cultivate a more collaborative and supportive learning climate. Furthermore, by emphasizing
collaboration and communication via the latest informational technology such as augmented
reality (AR) and virtual reality (VR), we can create more engaging and effective learning
experiences that better prepare learners for success in a rapidly changing world (Alenezi &
Akour 2023).

A Shifting Focus from Static Knowledge Acquisition to Interactive Communication

Shifting the focus from static knowledge acquisition to interactive communication represents
a significant shift in the way we approach education and learning.

At the University of Hong Kong (HKU), the emphasis on language learning has also shifted
away from fostering native language proficiency as the prime goal. The overarching objective
of language instruction is frequently viewed as the cultivation of interdisciplinary and
communication-centered language skills. In 2019, HKU initiated a project that involved the
implementation of a CI (Communication Intensive) badge.

Courses that have been awarded with this badge are characterized by curricula that intentionally
incorporate components that foster the development of communication-related knowledge,
skills, and attributes. Numerous language courses are meeting certain requirements such as
providing explicit and precise documentation regarding communication-focused course
learning outcomes, aligning communication-related outcomes with at least two of the four
communication “literacies”/goals, and assigning a minimum of 40% of the course evaluation
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to assessment tasks that are specifically related to communication-relation activities (HKU
2022).

In response to this change in learning emphasis, innovative strategies for teaching and learning
that capitalize on technology and novel media to facilitate the distribution and acquisition of
knowledge are being deployed. Such pioneering methods encompass online courses, virtual
and augmented reality simulations, gamification, and interactive multimedia content. These
techniques offer learners the opportunity to interact with the materials in more dynamic and
immersive ways, resulting in more profound comprehension and increased retention (Blyth
2018).

The emergence of innovative approaches for disseminating, acquiring, and communicating
knowledge like social media, chatbots, online forums etc. represents a unprecedented frontier
in the realm of education and learning. Embracing these novel methods has the potential to
create more engaging, inclusive, and efficacious learning experiences that enhance learners'
preparedness for success in a swiftly evolving world.

Synopsis of Our Project

Our project aims to innovate the immersive web-based learning and communication experience
by leveraging WebXR technology. In 2022, we successfully applied a TDLEG project with the
objective of establishing a Virtual Chinese Language Learning Centre (VCLLC) that utilizes
cutting-edge WebXR technology to offer students a well-structured virtual learning
environment with innovative and immersive learning experience. The establishment of a
WebXR learning center is particularly relevant in the post-pandemic context, where the
COVID-19 pandemic has forced many educational institutions to resort to online learning
(Zhang 2020).

The VCLLC is intended to enable students to not only enhance their proficiency in the Chinese
language but also develop their technology skills of ICT and apply them to effectively write,
display, and disseminate their disciplinary knowledge in Chinese over a WebXR environment,
which is best suited for modern communication practices in the cyber world.

The WebXR learning center offers a virtual environment that enables students to access a wide
range of educational materials, including courses, simulations, and interactive multimedia
resources. Students could then explore more complex concepts and scenarios, thereby
facilitating the development of a deeper comprehension of the subject matter. We also attempt
to create a transdisciplinary assignment mechanism that facilitates students' acquisition of the
Chinese language by the latest ICT technology. This mechanism aims to promote hands-on
practices that will enable students to imagine, create, and deliver innovative XR experiences
that are contextualized within their disciplinary fields. This represents an exciting prospect to
harness cutting-edge technologies to augment the learning experience and prepare students for
triumph in a fast-changing world.

By developing these skills, students will be better equipped to diffuse and communicate their

disciplinary knowledge at a new level, thereby enhancing their language learning and
communication abilities.

ISSN: 2758-0962 85



The Paris Conference on Education 2023 Official Conference Proceedings

Virtual Learning in Brief

Over the past decade, there has been a surge in the application of virtual reality (VR) and
augmented reality (AR) models driven by advancements in technology and the expansion of
communication networks and infrastructure (Bolter & Engberg 2021). Virtual learning has
emerged as an effective learning tool, particularly in language acquisition, through the use of
various AR and VR technologies such as Virtual Reality Language Immersion (Dhimolea,
Kaplan-Rakowski, & Lin, 2022), Augmented Reality Vocabulary Flashcard (Nursabra,
Syamsinar, Nurchalis, & Nuralima, 2023), Virtual Language Exchanges (Lin, & Lan, 2015),
and Gamification (Al-Dosakee, & Ozdamli, 2021) with AR and VR technologies. These
technologies have the potential to create more captivating and enjoyable immersive learning
experiences. For example, Wedyan, Falah, Elshaweesh, Alfalah, & Alazab (2022) suggested
that augmented reality can improve reading comprehension, academic achievement,
vocabulary items, students’ motivation, engagement, collaboration, and creativity.

Virtual learning can take various forms, ranging from online courses to virtual classrooms.
Online courses are typically self-paced and can be accessed from anywhere with internet
connection. Virtual classrooms, on the other hand, simulate a traditional classroom setting,
with real-time interaction between students and instructors. As Kuhail, ElSayary, Faroog, &
Alghamdi (2022) pointed out, immersive technologies such as AR, VR or XR have become
prevalent in various domains and proven to improve learning significantly.

(i) Augmented Reality

Augmented Reality (AR) is an innovative technology that supplements a real-world
environment with computer-generated sensory inputs (G. Dini, M. Dalle Mura, 2015). It aims
to enhance the user's perception and understanding of the real world, rather than replacing it
entirely by adding digital elements to the real world. In 1992, Thomas Preston Caudell, a
researcher at Boeing, first coined the term "augmented reality” (AR) when he created an AR
application for industrial purposes that allowed for the viewing of assembly diagrams (Arena,
Collotta, Pau, & Termine, 2022). In the preceding decade, many AR experiences relied on a
trigger barcode-like image to impose an object or video on top of objects in a real-time
environment that could be viewed on a mobile device. The latest AR technology also employs
surface tracking to enable the placement of virtual objects within the user's physical
surroundings, eliminating the need for a trigger image.

AR can be particularly effective in communication-centered learning activities, as it enables
learners to practise communication skills in realistic scenarios (Parmaxi & Demetriou 2020).
For example, AR can be used to simulate a workplace environment, allowing learners to
practise communication and collaboration skills with virtual colleagues. In fact, AR technology
has positively impact users’ learning process and experience significantly (Ghobadi,
Shirowzhan, Ghiai, Ebrahimzadeh, & Tahmasebinia, 2022).

(i) Virtual Reality (VR)

In contrast to augmented reality, which can be integrated into the user's surrounding
environment, virtual reality is an emerging technology that presents a unique opportunity for
teaching and learning with intensive communication activities. It aims at creating a completely
artificial experience that can substitute the real world, rather than enhance it, which offers a
unique and powerful learning experience to polish communication skills and prepare learners
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for real-world scenarios. VR is particularly effective in situations where real-world
environments are difficult or impossible to replicate, such as medical procedures or hazardous
environments. In communication-centered learning activities, VR can be used to simulate high-
pressure communication scenarios, such as negotiations or conflict resolution.

Comparing with other technologies, VR offers a more sophisticated and immersive learning
experience. The development of virtual reality (VR) applications is a complex process that
requires specialized expertise, in which meant a significantly higher developing cost that
involved technical personnel.

(iiii) WebXR

When choosing the appropriate technology for communication-centered learning activities, it
is crucial to consider the limitations of both AR and VR. AR necessitates a real-world
environment, which may not be feasible or suitable for all cases. On the other hand, VR can be
costly to implement and may require specialized equipment. To strike a balance between AR
and VR, an emerging technology known as eXtended realty (XR) has gained attention in recent
years (Meccawy, 2022).

WebXR is a developing technology that amalgamates virtual and augmented reality with
HTML, CSS and Javascripts coding like WebGL, Three.js, and A-Frame (Baruah, 2021). It
enables learners to engage with educational content in a more dynamic and interactive manner
that can be accessed via web browsers. Instead of introducing a new display type to the XR
continuum, WebXR enables the deployment of virtual worlds within a web environment
(Rzeszewski & Orylski, 2021). It provides a consistent interface for accessing VR/AR
hardware across different devices, making it easier for developers to create and deploy
immersive experiences on the web.

WebXR provides flexible ways to make use of a virtual environment (Bao, Tran, Nguyen,
Pham, Lee, & Park, 2022), and is transforming the landscape of learning activities by providing
an innovative and immersive learning experience to users to engage in learning activities,
provides greater flexibility, accessibility, and interactivity no matter a physical VR device is
available or not. It also facilitates a more realistic and immersive interaction with educational
content, enabling more profound comprehension of intricate concepts and scenarios. WebXR
allows learners to navigate virtual environments, manipulate 3D objects, and partake in
interactive simulations, all within the confinements of their web browser, without the need to
install any native applications (Pilat, Arapi, Pappas, Omieljanowicz, Prokopiuk, & Tamre,
2022).

Furthermore, WebXR technology enhances the learning experience by providing a more
interactive and collaborative environment. WEBXR has gained prominence among educators
and researchers as a tool for enhancing learning activities. For example, AL-Hafidz,
Sukaridhoto, Al-Rasyid, Budiarti, Mardhotillah, Amalia & Satrio (2021) have successfully
developed an immersive platform that enables doctors, lecturers, and students to collaborate in
a virtual environment, facilitating real-time medical simulations with WebXR technology.
Other application examples include Rodriguez, Dal Peraro, & Abriata (2021), Teshima,
Sakaguchi, Mitsue, Uehara & Sugimoto (2022), Wong, Bayoumy, Freke & Cabo (2022),
Luigini, Fanini, Basso, & Basso (2020), and Mogra & Guo (2023).
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Details of the Project

The project aims to provide an exemplary model for the teaching and learning of Chinese
language. Through task-based practice, students will engage with the language in a practical
and immersive manner, resulting in the development of their language skills and knowledge
through hands-on experience.

It also seeks to adopt an innovative approach to interdisciplinary collaborative learning, which
will establish a dynamic learning environment that encourages students to collaborate across
different fields of study.

(i) Project Timeline

It will be run in two stages:

Phase One Establish a Virtual Chinese Language Learning Center that will utilize
WebXR technology, with the goal of providing students with a
methodically designed virtual platform to improve their language and
communication skills, as well as to develop proficiency in WebXR
coding techniques.

Phase Two Set up a transdisciplinary assignment mechanism which will enable
students to acquire and apply the Chinese language using cutting-edge
information and communication technology (ICT), with the goal of
enhancing the diffusion and communication of the Chinese language
through practical experience.

Throughout the assignment period, students from each specialization will:

e FEngage in idea exchange and appreciation to jointly develop effective solutions for
producing works that adhere to correct formatting requirements;

e Select appropriate quantities and qualities of information, and;

e Determine optimal methods for display.

(i) Design of Pedagogy and Activities

The pedagogy of the curriculum design for the virtual learning environment is underpinned by
the RECTi model developed by Dr. Chi Ming Chan. A fundamental aspect of this model is the
design of activities that are engaging, meaningful, and relevant to the learners' needs and
interests. The approach aims at promoting language proficiency and skill development in a
systematic and comprehensive manner, with the integration of information and communication
technology.

RECTIi model contains the following elements:
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Revitalize | e Reviewing and practicing previously learned vocabulary and
grammar structures

e Discussing current events and cultural topics related to the language
being studied

e Reading and discussing works written in the target language

Enhance | e Practicing listening comprehension through audio recordings and
videos

e Engaging in role-playing scenarios to practice using the language in

real-life situations

Participating in debates or discussions on controversial topics

Creating works related to a specific topic in the target language

Collaborating with peers to create a group project or presentation

Writing summaries or responses to articles, news stories, or literary

works in the target language

Transfer | e Participating in community events or activities where the target
language is spoken

e Engaging in independent study or research projects related to the
language and culture being studied

e Applying for jobs or graduate programs that requires proficiency in
the target language

Integrate | @ Engaging in debates or discussions on current issues or topics of
interest, which requires them to use their language skills to express
and defend their opinion

¢ Participating in role-plays, where they act out different scenarios
using appropriate language and communication skills

e Working in groups to complete a project, such as creating a
presentation or a video, by using their language skills to communicate
effectively and collaborate with others

Create

The key is to design activities that are engaging, meaningful, and relevant to the learners' needs
and interests, whilst promoting language proficiency and skill development in a systematic and
comprehensive way.

(i) Choice of WebXR platforms

We have developed two platform versions using different coding languages to test the
accessibility and usability, as well as evaluate the efficiency of development and management.
One version was created using A-frame as the primary coding language for development, while
another was built using framevr.io. These tools have been utilized to create an immersive and
engaging virtual learning environment for students to enhance their proficiency in the Chinese
language.

In order to ensure the quality of our Virtual Chinese Language Learning Centre (VCCLC), we
have also established a pre-launch test server running Apache 2 on an Ubuntu platform.
Although it is currently only used for test-running purposes due to technical issues, we intend
to make it available to students for testing by September 2023.
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Figure 2: Developing Scene with A-frame

Challenges of Developing WebXR Platform for Learning and Teaching

Several infrastructure issues have been identified that require immediate attention. These issues
include the server capacity, network access, and server maintenance. Failure to address these
issues in a timely and effective manner could have a significant negative impact on the
development and functionality of our virtual learning platform.

The success of our project is reliant on the provision of technical support from the IT
department. However, our current capacity to develop tools and equipment is insufficient to
meet our needs, as demonstrated by the inadequate computer performance that hinders smooth
rendering in Blender, Unity or Real Engine 5. A need to upgrade the infrastructure is deemed
essential.

In addition to hardware inadequacies, the lack of familiarity among teachers with the coding
of WebXR poses another obstacle to the full-scale deployment of the system. To overcome this
challenge, we are considering the solution of engaging student helpers who possess the
requisite computer knowledge and skills.

Another critical aspect of our project is to ensure that we address the security challenges that
may arise. The primary concerns are privacy, security, and data protection of our students. We
must ensure that any virtual learning environment we have created is secure and protected
against unauthorized access or data breaches. The potential security challenge arises from the
issue of login credentials on non-university approved web platforms. If these credentials are
compromised, it could result in the unauthorized access and leakage of students' data. This
critical consideration brings us to another issue: whether to develop the platform or website
entirely in-house or employ a ready-made hosting service. We must carefully weigh the pros
and cons of each option to ensure that we make the best decision for our project.

Aside from the aforementioned challenges, there are other issues that need to be considered to
ensure the success of the project. One such issue is the lack of native support for WebXR format
in some browsers and tools. This, coupled with compatibility issues faced by outdated browsers
and mobile devices, creates a challenge for both the developers and students. To address this
issue, the replacement of outdated machines and devices may be necessary.
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An additional challenge that must be addressed is the lack of computer proficiency among
teachers and students from academic disciplines with limited digital literacy. The development,
deployment, and utilization of the WebXR platform require a certain level of competency,
which may not be met by all users. To overcome this challenge, we propose the organization
of seminars and hands-on workshops which targets at enhancing the computer proficiencies of
both teachers and students.

Expected Impacts of the Project

Notwithstanding the challenges that require attention, the development of the WebXR platform
is progressing according to plan. Upon completion, the project is expected to yield several
significant impacts that will benefit students, educators and alike.

One key goal would be the integration of the curriculum in a meaningful way that promotes
effective learning. This, in turn, has the potential to improve academic outcomes and foster a
more comprehensive understanding of the target language and culture.

Another goal is the establishment of a benchmark for the development of WebXR-based
platforms for transdisciplinary collaborations with other courses. Our project is at the
forerunner of innovative cross-disciplinary learning, and we anticipate that it will inspire other
teachers to pursue similar initiatives in the future.

Future Planning

Upon completion, the final WebXR learning centre will be opened as a knowledge hub within
the Virtual Chinese Language Learning Centre. This hub will provide students with an
interactive and immersive learning experience that promotes their Chinese language
proficiency. By integrating the WebXR platform into the virtual learning environment, students
will have access to an extensive range of resources and tools that facilitate their language
learning journey.

If additional funding becomes available, we plan to make students’ WebXR works accessible
to the public for educational purposes. This initiative will serve as a form of knowledge
exchange, where students can share their knowledge and insights with the wider community.
By providing access to these resources, we hope to foster a culture of collaboration and
innovation that will benefit the wider academic community.

Conclusion

WebXR offers numerous benefits for learning and teaching in communication-intensive
language courses. It provides a more realistic and immersive learning experience, increased
accessibility and flexibility, and opportunities for collaboration and communication among
learners and instructors. As this technology continues to evolve, it presents exciting prospects
for the future of language education. By adopting the latest technology of WebXR, our project
aims to empower students to envision, create, and deliver innovative learning experiences
within the framework of their respective academic fields. The project's emphasis on providing
a meaningful and relevant context for language development is intended to equip students with
the tools and skills necessary to succeed in an increasingly interconnected and globalized
world. With the creation of an immersive and engaging virtual learning environment, the
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platform established by our project will offer students the opportunity to develop their Chinese
language proficiency in a practical and relevant context.
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Abstract

The library environment in Romania is very fragmented, having neither the habit nor the
culture of cooperation and partnerships. Driven by divergent interests, the library
environment rarely interacts with other stakeholders for common goals, does not engage
outside the narrow goals of micro-groups and does not actively participate in the
development of the knowledge society. No matter how successful they are individually,
libraries do not have enough vision and they lack the overall picture of how they can
contribute to a better use of knowledge and to build a more efficient and impactful
information literacy structure. The cultivation of information skills is one of the libraries
major objectives, while representing the guarantee of sustainable and resilient efforts in terms
of personal and professional development of individuals. Objectives: Our goal is to stimulate
libraries as individual entities, but also the various consortia of public-private entities in the
culture field to get involved as partnership brokers in information literacy to generate
resilience skills that contribute to activating latent knowledge. Considered as actionable
assets, renewable knowledge acts like a common base of intellectual acquisitions that are in
the interest of heterogeneous library users' communities. This article aims to bring public
libraries to the forefront as partners for renewable knowledge. After analyzing the partnership
broker concept and the renewable knowledge significance, we will clarify how libraries can
be encouraged to engage in cultivating educational partnerships with various public or private
entities to contribute to activating renewable knowledge in libraries.

Keywords: Renewable Knowledge, Partnership Brokering, Library Ecosystems, Socio-
Technical Theory, Qualitative Transformation of Communities
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Introduction

This paper presents a new perspective on the civilizing function of libraries in partnership
brokering (Crihana, 2014), arguing for an exploratory study to transform librarians into
engaged and responsible curators of knowledge assets. Taking into account the socio-
intellectual and professional profile of librarians, they are able to transform themselves into
curators of knowledge and facilitators of proactive and responsible partnerships, libraries can
effectively contribute to the sustainable development and education of communities.

According to the global trends and societal demands driven by technology, libraries have
evolved into spaces of collective and shared knowledge, responding to the information and
continuous development needs of users while facilitating the qualitative transformation of
communities. In response to evolving global trends and the specific demands of a technology-
based society, libraries have long been recognized as essential institutions in promoting the
dissemination of knowledge and societal development. Starting from this premise, this article
analyzes the role of libraries in partnership brokerage activities, underlining the essential
importance of renewable knowledge in increasing the impact of libraries in the process of
reconfiguration and valorization of pre-existing elements of knowledge, with the support of
technology.

Literature review has demonstrated that libraries have undergone a significant transformation,
expanding their role beyond traditional information repositories. In contemporary society,
libraries are recognized as hubs of collective knowledge, addressing diverse user needs while
actively contributing to the qualitative progress of communities. This shift in perception
underscores the importance of fostering collaborative partnerships to maximize the potential
of libraries as key agents of change.

Libraries have traditionally been seen as promoters of education, culture and the
dissemination of knowledge. However, with the advancement of technology and its
empowerment with the digital age, libraries have transcended their conventional roles and
become dynamic centers of learning and continuous development. By embracing the
civilizing function, libraries aim more than ever to empower individuals, promote a culture of
sustainability and drive positive societal transformations.

Partnerships in Library Ecosystems

Libraries incorporate complex bases of knowledge, skills, access to the heterogeneous
resources, etc. and allow users to explore new areas of knowledge in a collaborative,
interaction-based manner. As a defining added value, libraries offer users the opportunity to
practice and validate their own creative ideas, becoming part of the process of co-creating
value.

Recognizing the ever-growing complexity of societal challenges, libraries are increasingly
embracing the power of partnerships. Collaborative endeavors with various stakeholders,
including governmental bodies, non-profit organizations, educational institutions, and
community groups, enable libraries to broaden their reach and impact. These partnerships
provide valuable resources, expertise, and collaboration networks that enhance the
effectiveness and sustainability of library initiatives.
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To fully leverage the potential of partnerships, librarians play a critical role as sustainable
partnership brokers. Librarians must adopt an engaged and responsible approach in curating
knowledge assets, ensuring continuous renewal, and fostering collaboration with diverse
stakeholders. Equipped with the necessary skills and expertise, librarians act as facilitators,
connecting different actors, and orchestrating joint initiatives for the benefit of sustainable
and educated communities.

The introduction into the collective mind of the concept of Partnership Broker and the
multiple roles it plays, depending on the stage a partnership goes through, is intended to lead
to the creation of a coalition of partners for community cohesion, which will help both
libraries, NGOs and business entities active at the community level to realize their role as a
socio-economic catalyst because they will become centers of influence, learning and
development of public-private partnerships.

This paper aims to demonstrate, based on the case study of the project SHIFT:
MetamorphoSis of cultural Heritage Into augmented hypermedia assets For enhanced
accessibiliTy and inclusion - a European research and innovation initiative funded under the
Horizon 2021-2027 program that aims to bring the values of cultural heritage closer to the
public - that supporting multifunctional partnerships is essential for the sustainable
development of the ecosystem of library services and implicitly of the community through
partnerships of knowledge, to support users of library services to evolve by activating
renewable knowledge resources.

Renewable Knowledge (RK) defines knowledge assets as a renewable resource (Baarbé, et
al., Myronenko, 2016); (Baarbé & de Beer, 2017). A renewable resource is that type of
resource that, although it supports the influence of environmental interactions, can be used,
recombined and reused with new meanings and in different applying manners. Therefore, as a
renewable collective asset. (Brown and Duguid, 1998), knowledge has a hierarchical
structure consisting of: data, information, knowledge and wisdom. (Matei and Matei, 2011).

This paper initiates a preliminary analysis on the dynamics of creating and storing Renewable
Knowledge in libraries. The main focus is on understanding, recombining, reinterpreting and
operationalizing private Renewable Knowledge as a universal public good that generates
transformative creativity, co-creation and transformative learning. The current research
represents a first attempt to probe the way in which basic knowledge becomes Renewable
Knowledge and the manner in which public libraries can play an essential role in this process.

SHIFT — A Case Study for Actioning RK in Libraries

The main defining factor for Renewable Knowledge is the reusable nature of knowledge in
general which, by reshaping or putting in a new learning paradigm, generates new cognitive
content, enriched both as information and as interpretation. This paper intends to refine the
research by developing a set of particular tools for defining and putting into practice the
concept of Renewable Knowledge in the current work of cultural operators, using SHIFT
project as a relevant case study on the dynamics of Renewable Knowledge in libraries.

Renewable Knowledge is generally perceived as the sum of all collections, information, and
knowledge developed and managed by libraries and ensuring easy community access to
them, either face to face or through technology and communication channels, based on
technology. In the SHIFT project case, libraries are invited to contribute their own knowledge
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resources (photo collections, books, short movies, digital stories, art objects, etc.) to train Al
algorithms for the optimization of these cultural resources in terms of content appealing,
accessibility, inclusion and monetary opportunities.

A New Paradigm for Supporting Renewable Knowledge

According to the current trends and the specific requirements of society based on technology,
libraries today are spaces designed to meet the information and continuous development
needs of users and contribute to the qualitative transformation of society. As alternative
spaces for lifelong learning, libraries provide an organized framework for study and
experimentation for quality personal and professional training, critically contributing to
increasing the quality of life.

The unprecedented expansion of web-based knowledge and the the exponential expansion of
data volumes, combined with solid techniques of investigation and statistical analysis of data,
have led to a huge potential for change in all aspects of life, leading to appearance of new
categories of library services. Amid of the successive financial crises, the emergence of
modern technologies, internationalization and globalization, libraries have become
increasingly aware that it is necessary to identify innovative ways to survive and achieve
strategic goals and their community, educational and civilizing mission.

Libraries offer to their users a large series of technology-based services (in the aim of
exploration, testing & validation). Libraries are able to become trend setters for ordinary
users by promoting the benefits of technology on a large scale. Libraries are spaces for
collaborative learning, where users are encouraged to innovate, co-create and become more
responsible in terms of resilience skills and actionable knowledge.

Libraries — Oriented Towards Cultivating Multi-Stakeholder Partnerships

Cultivating multi-stakeholder partnerships is essential for the sustainable development of the
library service ecosystem, the emancipation of the community through knowledge
partnerships and, implicitly, for the sustainable and resilient evolution of library services by
activating Renewable Knowledge resources.

* Libraries — innovation-oriented institutions

* Librarians - involved and responsible curators of knowledge assets, aggregators of
renewable knowledge and brokers of sustainable partnerships for educated
communities

* Libraries — actors of a common reform process in supporting the user community to
have optimal access to modern services

» Libraries are able to have a huge contribution to the sustainable progress of society

* Libraries are capable to integrate modern, technology-based services in order to
encourage the innovation and co-creation

* Libraries could manage a complex process of developing collective knowledge, by
creating new levers to support and cultivate renewable knowledge partnerships

This paper shares the ongoing research within the SHIFT project, with the aim of providing

solutions for the creation and consolidation of knowledge partnerships in supporting
technological progress in the field of Cultural Heritage (CH).
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The development of SHIFT tools is based on the collaboration between the communities of
stakeholders represented in the project, mobilized by libraries and museums, CH institutions
and professionals in the field of heritage conservation and leading software developers in
their fields, involved in the design of advanced technological solutions.

The SHIFT project proposes modern ways of making CH elements accessible through
reinterpretation, updating translations, animation, other multi-sensory techniques, through
which users will become part of the process of understanding and interpreting CH assets.

SHIFT — A Partnership Including a Mix of Entities

Public libraries are increasingly assimilated with institutions of knowledge that connect
communities, especially through the nature of the relationships they cultivate with their users.
The SHIFT project brings together in a powerful consortium the most diverse institutions of
knowledge, namely libraries, museums, associations and foundations in the field of heritage
and ethics, universities, SMEs, software integrators, etc.

The SHIFT project aims enrich the experience of interacting with cultural assets through
visual, auditory, and sensory modalities, such as using haptics. It will develop tools and
methodologies to enable contemporary description of cultural assets through language
evolution models. It will leverage on the advances of Artificial Intelligence (Al) and Machine
Learning (ML) technologies to improve CH access to European citizens experiencing sensory
impairment.

The SHIFT project aims to apply in libraries and museums the latest innovations in fields
such as: artificial intelligence, machine learning, multimodal data processing, digital content
transformation methodologies, semantic representation, linguistic analysis of historical
records and the use of haptic interfaces to communicate effectively the new experiences of all
citizens (including people with disabilities).

SHIFT — The Bet With Technology

SHIFT partners aim to stimulate libraries as individual entities, but also the various consortia
of public-private entities in the culture field to get involved as partnership brokers in
introducing technology in cultural environment to generate resilience skills that contribute to
activating latent and pre-existing knowledge. They intend to bring public libraries to the
forefront as partners for renewable knowledge. As native partnership brokers at the
community level, libraries are able to engage in cultivating educational partnerships with
various public or private entities.

The need to renew the knowledge commons aligns perfectly with the socio-technical
perspective and agenda. The socio-technical theory (Mumford, 2020) recognizes the
interconnectedness of technical and social components in any workplace, emphasizing that
both subsystems must be considered equally for optimal system performance. With the rise of
the digital revolution, the integration of the socio-technical approach becomes even more
critical in navigating uncertain transitions and addressing problematic interfaces with the
system's environment.

Integrating socio-technical principles into the development of knowledge commons enables a
better understanding of how human, social, and organizational factors influence the technical
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systems and working methods employed. This humanization of processes leads to more fluid
and reliable work systems, where the technical subsystem involves tools and processes for
creating products and services, while the social subsystem relates people to the technical
system and to each other.

The commons theory, with its focus on shared governance of resources and knowledge,
provides a valuable framework for the permanent renewal of knowledge in a rapidly
changing digital age. Elinor Ostrom's work on commons governance demonstrates that
communities can successfully manage resource systems without relying solely on the state or
market institutions. In the context of knowledge, this approach becomes essential for ensuring
democratic access to information and respecting property rights policies.

However, the age of digitalization also brings its challenges, particularly in balancing
common knowledge and knowledge shared within specific groups. The critical imperative
lies in formalizing and regulating protocols for using common goods and sharing knowledge
in communication systems, ensuring that heritage of knowledge is preserved while enabling
widespread access.

Organizations, recognizing the importance of knowledge development for maintaining a
competitive advantage, have designed open and innovative organizational structures.
Nonetheless, the ever-changing nature of knowledge requires constant updates and renewal.
By combining material, human, and symbolic resources, organizations can enhance the
renewal of knowledge between product and process developments, ensuring they stay
relevant and adaptive in the face of evolving technologies and societal needs.

Renewing the knowledge commons aligns seamlessly with the socio-technical perspective
and agenda. The integration of socio-technical principles into the management and
development of shared knowledge ensures a holistic approach, where both technical and
social components are considered, leading to more robust and adaptable systems. By adopting
the principles of commons governance, organizations can foster a democratic and inclusive
approach to knowledge sharing while respecting property rights and fostering innovation. In
the digital age, where knowledge is rapidly evolving, the need for continuous renewal
becomes even more critical, and the socio-technical perspective offers valuable insights and
strategies to achieve this goal effectively.

Conclusion

As libraries continue to evolve and adapt to the changing needs of society, their civilizing
function becomes increasingly relevant. By embracing innovative partnerships and
empowering librarians as sustainable partnership brokers, libraries can effectively address the
demands of the digital age, nurture knowledge assets, and contribute significantly to the
qualitative transformation of communities. This article calls for further exploratory research
to delve into the transformative potential of partnerships in enhancing the civilizing function
of libraries for a sustainable and educated future.

As the main partnership broker at the community level, the library is responsible for initiating
and cultivating partnerships that connect people, ideas and innovation. The library's mission
is to demonstrate that its role is no longer just to offer books or IT services, but to fully
contribute to the emancipation and fundamental civilization of communities. The cultivation
of digital skills, the introduction of modern technology in current activities and the
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valorisation of pre-existing and renewed cultural portfolios represent major objectives of
libraries, at the same time offering the guarantee of sustainable personal and professional
development of individuals and organizations.

To meet the need for continuous knowledge renewal, organizations have embraced
innovative and open organizational structures. However, some structures may still be
inadequate or ineffective. Recognizing the importance of maintaining a competitive
advantage, organizations have realized the effectiveness of investing in a cohesive knowledge
development process. This involves establishing a harmonious relationship between process
design, product development and the skills, values and knowledge base of human actors. As
knowledge is not universally available asset and requires periodic updating, the combination
of material, human and symbolic resources has been shown to enhance knowledge renewal
between product and process development.

In conclusion, the renewal of common knowledge is closely related to the socio-technical
perspective and agenda. The integration of socio-technical principles in the management and
development of shared knowledge ensures a holistic approach where technical and social
components are considered equally. This results in more resilient and adaptable systems. By
embracing the principles of shared governance, organizations can encourage the democratic
and inclusive sharing of knowledge while respecting property rights and encouraging
innovation. In the digital era, characterized by a rapid evolution of knowledge, the need for
continuous renewal is paramount, and the socio-technical perspective offers valuable insights
and strategies to achieve this effectively.
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Abstract

Background: Leadership education includes individual development and learning from
effective leaders. Evidence in the literature suggest education leaders and curriculum
designers should revise health professions education to include a more explicit focus on
leadership. In Canada there is a new competency domain related to dietetic leadership,
however little is known about Canadian dietitians’ leadership development.

Method: To develop a foundational understanding of how leadership skills are currently
taught in dietetic education in Canada, a documentary analysis of 13 Canadian dietetic
programs and a focus group interview with dietetic educators was conducted as one phase of
a doctoral study. The interview was recorded and transcribed verbatim. A data extraction tool
was used to analyze the program documents and thematic analysis was conducted on the
interview transcript.

Results: Findings demonstrate that leadership development may not be explicit in dietetic
education, but transferrable skills aligned with leadership emerged. The notion of self-
leadership and participating in extracurricular activities were also emphasized in the focus
group interview. The role of the educator is important in informing, designing, and delivering
the program. In addition to their teaching roles, educators play a critical role in shaping
learners’ professional identity and career path.

Conclusion: Leadership is important in dietetics and can be cultivated through dietetic
education and further developed throughout dietetic practice. To best understand the context
of leadership in dietetic education and practice, it is important to understand how it is
currently taught in different programs as well as practicing dietitians’ perspectives.

Keywords: Leadership Development, Health Professions Education, Competencies, Dietetics
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Introduction

Competency standards are needed in health professions to ensure practitioners have the
abilities required to meet the needs of the people they serve (Royal College of Physicians and
Surgeons of Canada [Royal College], n.d.). For example, CanMEDS is a framework that
groups physician abilities under seven roles, whereby a competent physician integrates the
competencies of all seven roles into their practice (Royal College, n.d.). In Canada, the
Integrated Competencies of Dietetic Education and Practice (ICDEP) was recently revised to
include leadership as part of a new competency domain. The ICDEP has Practice
Competencies embedded throughout seven interrelated Domains of Competence. The ICDEP
is useful for education programs to guide curriculum and assessment of candidate learning
outcomes, creating specifications for the Canadian Dietetic Registration Exam, and
evaluating compliance with dietetic education programs’ accreditation standard. Perhaps
more importantly, however, is that the ICDEP provides a common understanding of entry-
level dietetic practice.

Despite the need for competency standards, professional education has not kept pace with
healthcare challenges, largely because of fragmented, outdated, and static curricula that
produce ill-equipped graduates (Frenk et al., 2010). One area that some suggest needs greater
development is leadership skills (Brewer et al., 2016; Frank, Snell, et al., 2015). Leadership
in the health sector continues to be recognized as a key factor in improving healthcare
(Marchildon & Fletcher, 2016). Leadership skills can help health professionals work
effectively in a dynamic environment, promote collaborative practice, and minimize siloed
work.

Leadership education includes individual development and learning from effective leaders
(Buschlen & Guthrie, 2014). Evidence in the literature suggest education leaders and
curriculum designers should revise health professions education to include a more explicit
focus on leadership (Beacham et al., 2017; Bradd et al., 2019; Frenk et al., 2010). Literature
related to leadership and dietetics stems from traditional areas of dietetic practice in clinical
nutrition and foodservice management, where leadership tends to relate to positional
authority a dietitian might have (Arensberg, et al., 2019; Morris & Matthews, 2014; Patten et
al., 2021). Limited research that investigates leadership and dietetics from the perspective of
competency-based education (Boyce, 2014; Tweedie et al., 2021).

Dietitians continue to find their place within the health care hierarchy and explore how they
recognized as leaders in the healthcare system (Partnership for Dietetic Education and
Practice, 2020). As part of a doctoral study which aims to understand the ways in which
dietitians develop leadership and use leadership skills in practice, the objective of this paper
is to discuss the ways leadership skills are currently taught in dietetic education in Canada.

Methods

The doctoral study had a three-phase qualitative design which involved a diverse array of
data collection techniques and methods (Hermosura, 2022). This paper focuses on Phase I of
the study, which addresses the research question, “in what ways are leadership skills currently
taught in dietetic education in Canada?” Although there were three distinct phases, the phases
were interconnected and results in one phase influenced work in another. Triangulation was
achieved by employing multiple methods for collecting and analyzing data, redundancy in
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data collection, and the inclusion of multiple perspectives to clarify meaning (Farmer et al.,
2006; Stake, 2006).

Phase I included a documentary analysis of a selection of program documents, and then a
focus group with dietetic educators. To develop a foundational understanding of 13 dietetic
programs in Canada, publicly available program documents were gathered through an online
search of program website; the process started mid-January 2020. Additional program
documents were sent from eight programs. Curriculum document analysis was conducted
using a standardized extraction tool. Then, the preliminary findings from the documentary
analysis were presented to the focus group. A 90-minute focus group discussion with four
dietetic educators occurred in March 2020. Additional focus groups were planned, however
participant attrition occurred due to the beginning of the COVID-19 pandemic. The purpose
of the focus group interview was to obtain insights from dietetic educators about their
programs by providing educators with the opportunity to validate and/or elaborate on the
findings from the document analysis. A thematic analysis of interview transcript was
conducted.

Findings

The documentary analysis in Phase I included a review of publicly available information on
websites (i.e., admission requirements such as portfolios, resources for prospective students,
promotional materials, survey results, and technical reports) and course documents (i.e.,
course outlines, schedules or syllabi, course assignment details, performance assessments or
rubrics, and internship education program manuals). The documents were analyzed against
pre-identified ICDEP 2013 competencies related to leadership. In addition, other ways
leadership might be taught in their respective courses beyond the minimum practice
competency were considered. Based on the documents reviewed, limited information on the
details of the various activities, how students are evaluated, and innovative strategies that
programs integrate into courses were available.

Preliminary findings of the website review and documentary analysis provided a sense of
how skills related to leadership were reflected in dietetic education, considering leadership
was not a core competency at the time of the data collection and analysis. Based on the
website review, many programs identified that at the time of application to a dietetics
program, which may include an integrated internship, students are expected to possess
personal characteristics related to communication skills and self-direction. Programs offer a
range of in-class activities that develop students’ dietetic professional practice,
communication, and management skills, which also contribute to developing leadership
skills.

The most common activities across all programs were working on group assignments,
creating, and delivering presentations, reading special topics articles, and listening to guest
speakers. Other activities that some programs integrated into their courses were writing blogs
and creating podcasts or infographics. Students regularly contribute to the learning of others
through group discussions, presentations, writing blogs, and creating other media. Students
also participate in practice-based research which develops their professional practice. They
conduct literature reviews, contribute to Practice-Evidence-based Nutrition pathways, and
complete research projects. To develop their ability to manage projects and achieve results,
they learn to develop business or new product plans, as well as develop and monitor nutrition
care plans. While it was evident that programs planned and supported some skills
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development (e.g., critical self-reflection, communication with a variety of audiences)
through their courses, it was less evident how they are taught or evaluated. Based on these
preliminary findings, I developed questions I wanted to ask the focus group participants.

The focus group interview provided an opportunity for me to gather additional insights from
dietetic educators, whose perspectives elaborated on the findings from my documentary
analysis. The focus group participants elaborated on the preliminary document analysis
findings by providing detailed descriptions of their dietetics programs and what they believed
to be the ways in which they taught leadership. This phase aligned with the macro-level of
my conceptual framework and sought to better understand the connection of system
structures including education requirements. Thus, taken together, the documentary analysis
and focus group interview situated the current context of dietetic education by drawing a
more fulsome picture of the connection between program curricula and the ICDEP.

The four dietetic educators who participated in the focus group reacted to the preliminary
document analysis findings and reflected on their own experiences with their respective
programs. First, there appears to be consensus that aspects of leadership can be taught, in
particular skills related to self-leadership. They concurred with the document analysis, and
provided more context of the ways in which students learn leadership skills. Second, in
addition to the experiences offered by the program, many students further develop their skills
from extracurricular activities, resulting in some students advancing into leadership roles in
student organizations. In class, students contribute to several group assignments whereby
they strengthen their communication skills and teamwork abilities. The educators also said
students take on extracurricular activities to further develop their skills and enhance their
resume. Lastly, educators have a role to play in shaping the curricula. While many dietetic
educators are quite passionate about the work they teach, they are often faced with systemic
barriers which can prevent them from fully contributing to the program. They are often faced
with workplace discrimination, horizontal violence, and microaggressions.

Discussion

Upon review of the wide variety of documents, it was evident that the ICDEP informs what
dietetic programs in Canada must develop through curricula. Up until the present time,
leadership has not been a competency area required in dietetic education programs, and the
documents alone do not provide the whole picture. The documentary analysis highlighted
transferrable skills that are often associated with leadership, which were elaborated on by
dietetic educators.

Developing Self-Leadership in Programs

Educators talked about developing self-leadership in students through critical reflection and
collaborative activities in a variety of courses, rather than through one specific course. These
activities help students not only become self-aware of personal strengths and challenges, but
also develop strategies to improve oneself or have a growth mindset. This is consistent with
Thompson and Miller (2018) who write that self-leadership aligns two personal attributes:
self-awareness and developmental motivation, whereby self-awareness is the ability to
understand one's personal strengths and challenges combined with an eagerness to grow.

While self-leadership skills appeared to be taught in professional practice and communication
type classes, these skills were also taught in clinical and management courses. This is a
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prudent strategy for dietetic programs because students have a variety of opportunities and
settings where they can learn and apply these skills. Interestingly, it has been argued that self-
leading individuals are more productive regardless of their role (Birdi et al., 2008; Manz &
Sims, 1991). The development of self-leading skills begins in the first year and this can be
seen in the dietetic courses, where they introduce students to some of these skills in their first
year, then gradually develop their capacity over the subsequent years. In addition, more
recently, Dickson and Tholl (2014) advanced notions of leading outside of one’s official title
by “leading from where you are” (p. 283) or self-leadership, collaboration, and leading in a
complex environment. As seen in the syllabi and focus group discussion, the data showed that
students can learn and practice self-leadership skills in a variety of contexts, rather just
associating these skills with one specific course or role (e.g., clinical).

Further Leadership Development Through Extracurricular Activities

Research suggests that the situation for students pursuing dietetics is especially competitive
to secure a dietetic internship (Siswanto et al., 2015). To address this issue, the dietetic
educators said some programs have integrated the internship into their curricula. Despite the
shift to integrating internship into dietetic programs, students may still find applying to enter
dietetic programs competitive. Students may use non-job-related experiences, such as
participation in extracurricular activities during their studies to demonstrate knowledge,
skills, abilities, and other personal characteristics (Roulin & Bangerter, 2013). In the focus
group, the educators discussed different ways students gained leadership outside of the
learning experiences offered by the dietetic programs. Extracurricular activities, whether
directly related to nutrition and food or not, may give students additional opportunities to
practice many of the transferrable skills such as communication. Some students may also
pursue leadership roles in these activities, such as holding a co-chair position.

Roulin and Bangerter (2013) found in their study with 197 students that students mainly
engage in extracurricular activities for internal motives (e.g., passion). As students became
closer to entering the labour market, students became more active in professionally related
associations or volunteering activities and sought more leadership positions. Marinescu et al.
(2017) also found that students acquired leadership skills through extracurricular activities,
throughout the academic environment. Although participating in extracurricular activities has
advantages to improve job prospects, it has been researched that students in highly
competitive health science programs are also at risk for burnout when taking on these
activities (Almalki et al., 2017).

Role of Dietetic Educators - “Dietetic Educators Matter”

An emergent theme was the role of the educator is important in informing, designing, and
delivering the program. In dietetics, many dietetic educators are dietitians themselves, some
of whom have taken advanced training in adult education. Like nursing education, dietetic
education encompasses a variety of teaching roles such as clinical oversight, clinical practice,
simulated, on-line, and didactic instruction, and doctoral projects/dissertations that all impact
workload (Thompson & Miller, 2018). In addition to their teaching roles, educators play a
critical role in shaping leaners’ professional identity and career path. Chen and colleagues
(2017) write that educators have a role in nurturing learners’ early passions teaching and
focusing on identity formation and career development to provide a vision and path for them
in the profession. “Dietetic educators matter” (Chloe, Associate Professor) yet despite the
critical role educators have in shaping dietetic education, the focus group participants
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reported systemic barriers including discrimination, horizontal violence, and
microaggression. Some participants talked about how they have personally experienced
power imbalance in the workplace which have resulted in inequitable and at times
discriminatory outcomes.

Conclusion

What appeared from the documentary analysis was evidence that some leadership-related
skills associated with communication skills and professional practice are part of the curricula,
although these are not explicitly linked to leadership development of trainees. To develop a
better understanding of how these skills are taught and to obtain further insights, insights
were gleaned from the four dietetic educators who participated in the focus group interview.
Their collective responses provided much needed insight into how leadership-related skills
are taught or experienced in different programs. It became apparent the role dietetic educators
have in shaping how curricula is taught; however, educators are often faced with barriers that
limit their ability to fully exercise their own self-leadership within the academic institutions.
Taken together, the documentary analysis and focus group interview illustrate the current
context of how leadership is taught in dietetic education.
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Abstract

Professional Ability Consolidation (PAC/microteaching), the centerpiece of Elementary
Teacher Education at the Universitas Terbuka, is a specific concern for both lecturers and
students. In addition to replacing the thesis, PAC involves students making a written report
on their action research and participating in action research. A lack of student knowledge
regarding implementing procedures has resulted in some students failing to compile quality
reports due to the long practice stages. Using the R&D method with the ADDIE model, the
study develops a prototype of the PAC course to solve the subsequent problems: (1) creating
a course implementation animation video, (2) creating a method for conducting Action
Research, (3) creating a method for documenting report writing procedures, and (4) creating a
method for an instructional video of student supervisions. Students were informed about the
FGD method after reviewing the videos produced by multimedia experts. Using the results of
this preliminary research, students taking PAC courses in the current semester are considered
suitable to test these videos. Research improvements can be based on expert validation and
student focus groups in the previous stage before implementing follow-up trials.

Keywords: Microteaching, Action Research, Instructional Design, Animation Video, ADDIE
Model
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1 Introduction

Teachers play a significant and vital role in human development (Datnow, 2020; Maria Jodo
Carvalheiro, Jos¢ Campos, Morais, & Rodrigues, 2022). They are behind the academic
achievement and student behavior development at every learning stage. This attempts to
match their pedagogical beliefs, including how they perceive themselves as teachers or the
selection of pedagogical methods they consider most effective. Both tend to influence their
interpretation and pedagogical practices applied in class (Brandt, Biirgener, Barth, &
Redman, 2019; Marsh, 2022). Moreover, these beliefs influence the way teachers participate
in their professional community, such as how teachers collaborate and take a position in
curriculum development and how they draw on the expertise of other teachers in developing
their jobs and schools (Lammert, Hand, Suh, & Fulmer, 2022; Mailool, Retnawati, Arifin,
Kesuma, & Putranta, 2020). Therefore, teachers’ professional beliefs guide their actions in
dealing with pedagogical issues with students and other school community members.

Instilling pedagogical beliefs and teacher professionalism to produce educators who are
dedicated and able to collaborate is a formulation in the Curriculum of the Elementary School
Teacher Education Study Program at Universitas Terbuka (PGSD-UT). The curriculum
formulation is then explained in more detail in several courses, one of which is Strengthening
Professional Capability (PAC). This course prepares students to identify problems in the
learning process and formulate solutions. In addition, this course aims to improve students’
teaching skills that apply Classroom Action Research (CAR) principles. This structured and
coherent research is carried out by teachers (educators/people in the learning environment) in
their classes to solve problems they encounter in the learning process (Dadds, 2020; Palobo,
Tembang, Pagiling, & Nur’aini, 2021). This research went through several improvement
cycles aiming to improve the quality of learning and teaching (De Borja, 2018; Khalid
Mohammed, Samson, Amanuel, & Demoz, 2022). Finally, the teacher makes the
improvements through a series of reflections on the teaching methods they have been using.
This stage allows teachers to assess their performance to arrive at the final goal, i.e., quality
improvement of the interaction between teachers and students.

Previous studies show CAR’s usefulness for teachers, one of which is research conducted by
Aidinopoulou and Sampson (2017) discussing the implementation of flipped classrooms (FC)
in social/history subjects for students in elementary schools. Researchers compared the
experimental group that implemented FC and the control group that implemented traditional
teaching. The findings show that the experimental group achieved better academic
performance. This indicates that action research with the FC model finds potential benefits
for students in elementary schools.

As a practical course carried out remotely, the implementation of PAC lectures should be
easy for PGSD-UT students for some reasons. First, some of the students are in-service
teachers with experience teaching for at least one year. Second, PAC implementation
guidelines have been developed for students, containing the PAC practice stages. However,
there are still obstacles in the technical understanding of lecture implementation, CAR
implementation procedures, and preparation of reports (Suhartono & Darmayanti, 2015). This
encourages researchers to develop alternative learning media to complement the technical
methods for implementing PAC so that the competencies students are expected to achieve
when taking this course.
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2 Methodology

Research and development of this instructional design use the ADDIE model (Dick, Carey, &
Carey, 2001). First, it consists of Analysis that researchers do with literature studies on
previous articles describing similar research and interviews with media users. In addition,
these PGSD-UT students have taken PAC courses in the previous semester. The second stage
is Design which relates to setting program goals, making storyboards and scripts used in the
media, and choosing media (Video Animation and Teacher Model Videos).

The next stage is Develop, i.e., producing every media that has been planned in the design
stage, including 1) Animated Videos for Introduction to PAC Courses, 2) Animated Videos
for Introduction to CAR, 3) Videos of CAR Pre-cycle, Cycle 1, 2, and 3, and 4) Writing
Training Video. Then the next stage is Implement, where the researcher tries to use the
media developed in the learning process (Online Tutorial or Webinar Tutorial). The final
stage is Evaluate, where the researcher makes improvements in the media use after getting
input from the previous stage. Therefore, this study will only describe the three stages of the
ADDIE model three stages: analysis, design, and development. As support for these three
stages, the researcher invited instructional design experts, material experts, and learning
multimedia experts, as well as several students who use media, to provide input on the
learning products that have been developed. The inputs are described in the discussion
section.

3 Results

In this section, the researcher presents the research and development results with the ADDIE
model in three stages: Analysis, Design, and Develop.

3.1  Analysis

The analysis of articles discussing similar themes shows that implementing PAC courses
every semester has always been a scourge for PGSD students. Even though they are in-
service teachers with experience in carrying out the learning process in class, they can still
complete this course well. Several reasons could be the cause, including the students’ lack of
knowledge regarding the procedures for carrying out CAR (Suhartono & Darmayanti, 2015)
and the students’ incompetence in preparing practice reports. Thus, they affect students’
grades that do not meet the minimum criteria and student failures in these courses (Budiastra,
Hanafi, & Mardiana, 2019; Fatmasari, 2018; Kadarko, Novita, & Delfi, 2010). Furthermore,
during the pandemic, the government implemented a home learning policy so that CAR
usually carried out face-to-face switches online. This situation affects the implementation of
practical courses, which are typically carried out independently, face-to-face or online
tutorials, but are accompanied by supervisors (including Bw courses/demanding mandatory
guidance) in person; now, all are based on webinars or online. As a result, the learning
process is increasingly complex for students who are in island areas. In addition to learning
facilities and infrastructure that are less supportive (inadequate type/capacity of cell phones,
network instability), students find it challenging to understand the materials during online
learning, as well as the lack of consultation time with supervising lecturers/tutors (supervisor
I) and tutors/colleagues (supervisor II) due to the Imposition of Restrictions on Community
Activities (PPKM) by the Government.
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3.2 Design of Learning Media

At the design stage, the researcher tries to compile some of the problems recorded in the
analysis stage. After that, it is continued by concocting solutions to develop alternative
learning media. In the next step, the researcher writes a script to show the flow and content of
the learning media to be made. The compiled script includes a description of each scene in
the form of supporting text and pictures.

Table 1. Preparation of PAC Course Learning Designs

No Issues Solution Learning Supporting Involved
Media Document Parties
1 Student’s lack | Make a guide Animation Script Animator
of regarding Videos
understanding | technical PAC
of PAC lecture lectures
techniques
2 | Student’s lack Make Animated Script Animator
of guidelines video of PAC
understanding regarding the | implementation
regarding the technical in general
. techmcal. implementation Videos of Pre- | Script and | Videographer,
implementation of PAC
of PAC cycle, Cycle I, | Storyboard Teacher
II, and III Model, and
Supervisor
3 Student’s Make technical Videos of The script, | Videographer,
incompetence | guidelines for Writing PPT Slides Researcher
in compiling | preparing PAC Training about
PAC reports reports writing
training

After the researcher compiled the design for learning media development, the researcher
performed a leveling of perceptions with the parties involved, including animators,
videographers, and models (teachers and instructors). This is done to discuss the contents of
the script and storyboard and their relation to the video development schedule.

3.3  Development of Learning Media

The development of alternative learning media consists of 1) animated videos, 2) Classroom
Action Research (CAR) videos, and 3) writing training videos. Three different parties
developed the three videos with the following details:

3.3.1 Animated Video (Introduction to PAC and CAR Courses)

Researchers and animators held online meetings to equate perceptions about the script's
contents and its relation to video development. After the animators finished the video at stage
1, the researcher conducted a review and saw the suitability of each scene with voice-over
(sound production in the video). If the researcher sees any discrepancies, the video will be
returned to the animator for stage 2 revision. The results of the animator’s revisions were
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reviewed again, and so on, until the videos developed followed the script referring to the
RPS, PAC guidelines, and online master tutorials.

3.3.2 CAR Videos (Pre-cycle, Cycle I, I1, and III)

The video that was developed as a reference in the implementation of Classroom Action
Research (CAR) consists of 4 videos, including (1) Videos of Preparation for PAC Course
and Student Assistance, (2) Videos of Cycle 1, (3) Videos of Cycle 2, (4) Video of Cycle 3.
These four videos no longer use the services of an animator in developing every symbol,
image, and artificial sound into a scene but utilize the videographer, model teachers, students,
colleagues (supervisor 2), and Universitas Terbuka staff directly. Before taking the videos,
the researcher develops a storyboard and script to guide each recorded scene. Manuscripts
compiled sourced from PAC guidebooks, fully described as a Lesson Plan. The model
teacher discussed the script and lesson plan in advance. Researchers asked for input and
adjustments based on the model teacher’s experience in the teaching and learning process so
far. Researchers adjusted the script and lesson plans in response to questions and input from
the model teacher. Making a storyboard based on the script that has been prepared, the
content is the stages of each scene and a brief description. Like scripts and lesson plans, the
final storyboard results can be used in taking videos after several corrections and additions
have been made.

The storyboard is based on the script that has been prepared, while the content includes the
stages of each scene and a brief description. Like scripts and lesson plans, the final
storyboard results can be used in the shooting process after several corrections and additions
have been made. The following is a storyboard from the PAC Course Preparation and Student
Assistance videos, Cycle 1, 2, and 3.

3.3.3 Writing Training Video

Writing training videos were developed by researchers using PowerPoint to present material.
With the help of animators, the researchers combined PowerPoint and material explanation
videos so that each PPT slide was discussed in more detail. The exposure in the video is
divided into four sections according to the chapters in the PAC report, including
Background/introduction, literature review, methodology, findings and discussion,
conclusions, and bibliography. In each section, the researcher provides examples and writing
tips to make it easier for students to understand each chapter in the report.

3.4  Pre-evaluation from Media Experts and Users

After developing alternative learning media, the researcher conducted a pre-evaluation by
inviting media users and students. The following are some of the results of the pre-
evaluation:

3.4.1 Paying Attention to Supporting Scenes and Equipment in the Video

The expert analysis results show that the quality of video development is good. However, in
terms of dialogue, it needs some changes to be more natural. Then, the expert directed the
researcher to try to make the video content consisting of images and writing or captions on
essential points. This is intended so that the information conveyed is more precise (for
example, what will be discussed, and in which part). In addition, several small things escaped
the attention of researchers, namely the need for more prepared properties, such as the pre-
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cycle video when the model teacher was at the UT regional office in Ternate, then met with
the administration section. The researcher needed to complete the administrative table and
consulting room with the writing/name table. It is better if several places are given
information. This is to be able to reach fellow students with disabilities. Those who cannot
hear can read the writings.

3.4.2 Introductory Sentence as a Video Opener

The expert said that most of the videos that had been developed were able to convey
messages well. However, the researcher needs to pay attention to the synchronization
between what is discussed in the scene and the texts in writing; they must appear together and
complement each other. In addition, it needs additional information/introduction at the
beginning of the video about the people who appear and their respective roles. This aims to
clarify the message conveyed. It would be even better if there were an opening
sentence/introduction from the host (appointed) regarding a brief description related to the
general description of the video. This is to provide an overview to the audience of what the
video is about to tell and to emphasize the purpose of developing the video.

3.4.3 Paying Attention to the Current Curriculum

According to the expert, the developed storyboard needs to follow the currently implemented
curriculum, i.e., the independent curriculum (Kurikulum Merdeka). The storyboard shows
students' activeness (a student-centered system) but still needs to show diversity among them.
This gives the impression that all students are the same. In addition, the independent
curriculum also emphasizes assessment at the beginning of learning, and the storyboard only
shows the teacher giving greetings to students. The evaluation shows that the teacher knows
how prepared the children are for learning; for example, there are 20 children in a class,
whether all or only a few are ready. Thus, it needs to add the teacher’s scene where they
provide an assessment to determine the child’s readiness to start the learning process.

3.4.4 Writing Training Videos

The expert explained that the writing training videos were generally excellent, and it took the
effort to find flaws. However, if this video is used as a reference for students to make reports,
it can be said that the material is still very general. Students need a video that describes how
to write each chapter in the report step by step, so it is better if the researcher completes it
with various examples of writing sentences, paragraphs, chapters, even the introductory
chapter, literature review, methodology, analysis and discussion, and conclusions. Experts
also directed them to make additional videos regarding writing bibliography, paraphrasing, or
directions not to plagiarize other people’s work.

4 Conclusions

Based on the results of reflection on the opinions of experts, students, and PAC tutors, the
following are some inputs for further video development: (1) It needs to provide greeting
sentences from the host/researcher accompanied by moving pictures/animations to describe
the video in general. So that video users get an initial picture before understanding the next
video scene. (2) The evaluation carried out by supervisor two should be given at the end of
each cycle. So that video users can find out the shortcomings of implementing learning
methods in each cycle. Input from the supervisor at the end of the video explaining
input/alternative solutions can also be a common thread for videos in the next cycle. (3) The
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Writing Training Video is made more detailed. Since the PAC report consists of 5 chapters, it
needs to develop videos for some chapters in the report accompanied by technical examples
in each chapter.
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Abstract

Monotonous meals are commonly provided at boarding schools in Indonesia with poor
nutritional value and a lack of variety. As part of the Environmental Nutrition Program, this
study was conducted to raise awareness of the importance of a balanced diet among female
boarding high school students. We set out to improve Indonesian students’ nutritional
knowledge using mixed communication methods including a poster, booklet, and interactive
session. A quasi-experimental study was conducted at two boarding high schools, one
intervention school (IS) and one control school (CS). Nutritional education (NE) was delivered
at the IS that covered the effects of food on health, nutrient sources, food groups, and dietary
recommendations. NE was run over eight weeks, with two weeks for each topic. Data on
nutritional knowledge were collected before and after NE using a validated questionnaire with
binary response options (correct, incorrect). Student’s T-test and the Mann—Whitney U-test
were applied to analyze the data. A total of 57 IS and 56 CS female students were recruited.
Baseline data showed no difference in students’ knowledge between the schools. However,
there was a significant increase in nutritional knowledge at the IS after NE compared to the CS
(Ms=78, SD=9.3; Mcs=72, SD=7.2; P <0.001). Positive feedback was received on all
communication methods, and the poster was found to have been the most effective, especially
for communicating dietary recommendations. Our study suggested that a poster can increase
school students’ declarative nutritional knowledge, while two-way communication is effective
at enhancing their procedural nutritional knowledge.

Keywords: Students, Boarding School, Nutritional Knowledge, Communication, Indonesia
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Introduction

Adolescence is a life stage where a good foundation of health can be constructed. Demanding
autonomy, adolescents made effort to do activities as they wish including health-related ones.
It is common, particularly among high school students, that peers become their priority and
lead to unhealthy dietary practice (Roshita et al., 2021). Recent national health survey
supported it as over one-third of highschool-aged adolescents in Indonesia consumed sugary
drinks, savory and oily foods more than once every day (Ministry of Health, 2018). However,
recent study argued that engaging with peer was also benefited adolescents to understand
difficult information by explaining those with common term of their age (Sharif Ishak et al.,
2020). Literacy on food and nutritional knowledge among adolescents was then suggested
enabling adolescents to make healthier choice and yield better health outcome (Thomas et al.,
2019).

Previous studies explained that student’s nutritional knowledge associated with the
consumption of nutrient-dense food and less consumption of unhealthy food (Oddo et al., 2022).
Furthermore, female student was having higher nutritional knowledge and was applying
healthier lifestyle than male as they concerned about health as well as appearance (Gaylis et
al., 2020; Husain et al., 2021).

Heretofore, various activity and media use such as lecture, leaflet, poster exhibition, peer-led
nutrition education as well as an internet-based was done and provided an increase on high
school student’s knowledge of food and nutrition in the intervention study (Oddo et al., 2022;
Sharif Ishak et al., 2020). Unfortunately, in boarding schools where stricter of non-curricular
activities regulation apply, the effect of an intervention aiming nutritional knowledge change
remained unclear. Therefore, this study aims to explain nutrition education delivery methods
with nutritional knowledge change among female students in boarding high school settings.

Methods
a) Study Design and Participant

This present study was a part of a quasi-experimental of the Environmental Nutrition Program
(ENP) on female boarding high school students. ENP purposively selected two boarding
highschools with 100% face-to-face learning, full-service kitchen, and willing to participate
throughout the study period as intervention school and control school. Participant recruitment
started at school level with inclusion criteria e.g. female student grade 10 to 11, willing to
participate, and collected parent’s consent by the time baseline measurement took place.
Students who had dietary restriction and/or chronic disease, or failed to complete all the
measurements were excluded from data analysis.

This study was approved by The Research Ethics Review Committee Chulalongkorn
University (#245/2021) and Health Research Ethics Committee Fakultas Kesehatan
Masyarakat Universitas Muhammadiyah Jakarta (#10.353.B/KEPK-FKMUMJ/X1/2021).

b) Intervention

ENP was a nutrition program at school wherein used an environmental approach to support

balanced meal consumption of female high school students in a boarding school setting. ENP
in general consisted of several activities, including (1) the use of uniform food serving tools,
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(2) Nutrition Fact display, (3) food and nutrition information display, (4) body weighing
awareness, and (5) photovoice activities. This paper however is aimed to explain particularly
on food and nutrition information display.

Food and nutrition information (Nutrinfo) was developed based on Indonesian dietary
guidelines (Ministry of Health, 2014) and covered topics related to dietary recommendation,
nutrient and sources, food group, and food effect on health. Each topic of Nutrinfo was
provided in the form of 1 squared meter (banner) and A4 size posters. Banners were posted on
a wall in the dining hall where students were facing the wall while queuing for food, and on a
wall right beside the tuck shop where students usually get their snacks. A4 posters were inserted
in the acrylic stand and 6 of them were displayed on the dining table where participating
students were seated during mealtime. Nutrinfo was timely posted with an interval period of 2-
weeks for each topic to catch students’ attention by presenting different topics with fresh design.
In addition to banner and A4 poster display, an interactive session was held emphasizing on a
simulation to read food label under dietary recommendation topic and timeline. Altogether,
students were exposed to Nutrinfo for 8-weeks period from February to April 2022.

c) Measure

Nutritional knowledge was assessed using researcher-made general nutrition knowledge
questionnaire (GNKQ) following Indonesian dietary guideline (Ministry of Health, 2014).
GNKQ was validated applying inter-objective congruence (I0C) of 3 experts and pre-tested to
30 non-participant students. GNKQ featured dichotomous answer (correct/incorrect) and
consisted of 45 questions with Kuder Richardson formula (KR-20) value of 0.7 by which
acceptable. Nutritional knowledge score was collected as percentage of the total correct
answers and total questions with 100 as the full score. Student characteristics e.g., date of birth
(to calculate age in year) and major (science/social) were also obtained with a self-administered
questionnaire.

d) Data Analysis

Data analysis was performed using SPSS version 28.0 (Chulalongkorn University license) and
the significancy was set at p-value <0.05 with 95%CI. Descriptive statistics were provided
explaining participants’ characteristics. Nutritional knowledge at baseline was tested using
Mann Whitney-U test for comparability. At post intervention, intragroup differences were
tested using student’s paired t-test for normally distributed data and Wilcoxon test for skewed
data and inter-group differences were tested using student’s independent t-test for normally
distributed data and Mann Whitney-U test for skewed data. Furthermore, effect of Nutrinfo
was examined using linear regression model wherein coefficient value indicates nutritional
knowledge change overtime in the intervention group.

Results

A total of 113 female students were enrolled in the study, 57 students in intervention school
and 56 students in control school. Student’s mean of age was 15.7 years old (SD=0.7) and
76.1% of them were majoring science subject. At baseline, students from both schools had the
same level of nutritional knowledge (p-value = 0.48, Table 1). Students in the intervention
school showed an increase in nutritional knowledge after intervention compared with baseline
(mean difference = 6.45, p-value < 0.01) and had a higher nutritional knowledge than those in
control school after intervention (mean = 78.1, p-value < 0.01).
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Baseline After Mean difference P-value
intervention
Mean (SD) Mean (SD) (95% CI)
Intervention 71.6 (7.6) 78.1(9.3) 6.45 (3.7; 9.2) <0.01%
Control 70.9 (7.5) 72.4 (7.2) 1.47 (0.7; 3.6) <0.017
P-value 0.482 <0.012

a: Mann-Whitney U test. 1: paired Student’s t-test. : Wilcoxon test
Table 1: Student’s nutritional knowledge before and after intervention

Lessons Learned

A study aiming to increase nutritional knowledge among female high school students is
beneficial to help them having consideration on health and applying it in daily life. Female
adolescent not only is prone to nutrient deficiencies but also has to prepare their nutritional
status for conception. However, boarding schools with tight schedule were hardly making time
for session outside school curriculum. Internet and gadget access was also restricted in most
boarding school in Indonesia, including the school where the present study was conducted.
These aforementioned situations demanded an effective nutrition education in which less
burden on educators’ and students’ time.

This present study suggested that banner size and multiple posters could be the alternative on
delivering a vast and hassle-free food and nutrition information to the students in a boarding
school setting. A recent study at the same boarding school setting was supporting our finding
(Rimbawan et al., 2023). Even so, as emphasizing on environmental approach, location and
design became pinpoints for our study. The students were aware of something new within
school premises. They were open to a new knowledge and showed enthusiasm only when it
packaged with simple design and wording as they found it was near to their daily life.

As the matter of fact, current dietary guideline of Indonesian has been promoted quite some
time with insufficient understanding (Octaria et al., 2020). In this present study, students
possessed higher retained knowledge on dietary recommendation after presenting Isi Piringku
(as MyPlate) with pictures of common food among adolescent including in school food,
following food group and portion. Besides, recommendation to hydrate and limit on additive
were also included in pictures. Students were then simply grasping the guideline as the whole
picture as they kept seeing it every mealtime.

This present study, however, run in a rather short period. Future research is encouraged to
expand the time or method addressing procedural knowledge. Its practical could be potential
to bring descriptive knowledge on food and nutrition into dietary behavior (Morren et al., 2021).
Nevertheless, this study attempted the procedural knowledge on how to read food label with
interactive session. The session did attract students by involving on case studies. It was then
contributed to the increased knowledge on dietary recommendation topic.

Another limitation of this study was regarding the generalizability. Media use and its content

in this study was tailor-made for boarding high school setting and female students. Future
research may consider those characteristics when applying Nutrinfo activities in general school.
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Abstract

According to scientific literature, teachers’ positive characteristics foster students' well-being.
Plus, numerous studies show that specific educational trainings increase students' positive
resources. The present research aims at exploring: (i) the association between teachers’ and
adolescent students’ resources; (i1) the impact of a neuropsychopedagogical training on
adolescents (i.e., Envisioning the Future, EF). The sample includes N=113 adolescents (mean
age=13.94 years) whose responses were combined with their teachers’ data (N=12, mean
age=48.5 years). Participants completed self-report measures (e.g., on self-compassion, self-
efficacy in the management of positive and negative emotions, resilience, and self-
determination) and ad-hoc items about bullying frequency. To respond to aim (i),
correlational analyses were conducted. Analyses of variance (ANOVA) were conducted to
respond to aim (ii). The results show that teachers' positive attitude and perceived social
support correlate positively with students' self-efficacy in managing positive emotions
(p<.05). Furthermore, teachers’ common humanity correlates positively with the frequency
with which adolescents report bullying among peers (p<.05). A negative correlation emerged
between teachers’ self-efficacy in managing positive emotions and students’ self-judgment
(p<.05). ANOVAs highlight that EF increases adolescents’ self-efficacy in managing
negative emotions [F(1,112)=4.56 (p<.05)], common humanity [F(1,112)=11.28, p<.01], self-
determination [F(1,112)=45.05, p<.001], frequency of reporting bullying [F(1,112)=14.85,
p<.001]. The research lays the ground for future studies on trainings that enhance students’
positive resources, conceptualizing well-being as a socio-contextual and not only personal
variable.

Keywords: Students, Teacher, Neuropsychopedagogy
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Introduction

Adolescence is a critical period for the formation of personal and social identity, as stated by
Erikson (1958), Marcia (1966), and Sadowski (2021). During this phase, young individuals
prepare for adulthood, which entails actively participating in their community of reference.
The development of adaptive cognitive, social, and emotional resources balances the
investment in social relationships (Tarrant et al., 2001; Tanti et al., 2011). While the family is
no longer the sole source of support and socio-emotional nourishment, the peer group, and
other adult figures (e.g., teachers, and educators) gain importance in constructing personal
identity in educational, playful, and relational contexts. As adolescents' social horizons
expand, growth challenges increase, enriching internal and interpersonal connections
(Armsdeen & Greenberg, 1987; Tarrant, 2002; Nickerson & Nagle, 2005; Albarello et al.,
2017). According to this premise, the school is the primary context for socialization during
adolescence: here students spend most of their time learning concepts, interacting with peers,
developing interests in extracurricular activities, and preparing for the future (Eccles &
Roeser, 2011). School, therefore, significantly influences every aspect of adolescent
development and well-being (e.g., cognitive, psychological, social) (Wigfield et al., 2006;
Sadowski, 2021). The school context contributes substantially to the development of a
resilient individual, which could be furtherly supported through specific educational training
(Koni et al., 2019).

Do Teachers' Characteristics Influence Students?

Beyond the literature that has investigated how the relationship between teachers and
students (positively or negatively connoted) can influence the well-being of younger students
and be a resource for them (Wang et al., 2013; Hagenauer et al., 2015; Summers et al, 2017;
Uslu & Gizir, 2017; Harding et al., 2019; Garcia-Moya et al., 2020; Ansari et al., 2020; Ye et
al., 2022), it is also useful to ask how much and in what ways precise teacher characteristics
can influence precise characteristics of the adolescent student.

According to various theoretical frameworks such as Social Learning Theory (Bandura,
1969), life-skills education (WHO, 1994) (Lumpkin, 2008), and Pedagogy for the Third
Millennium (Paoletti et al., 2008), teachers act as role models for behaviour and moral
reasoning and their well-being is closely linked to that of the younger generation. These
aspects are in line with what neuroscience has shown: mirror neurons in fact (Rizzolatti et al.,
2004), activated by observing the other in the performance of an action, describe how
individuals can influence each other through their characteristics (Paoletti, 2008; Paoletti &
Selvaggio, 2013). The discovery has influenced educational practices, as there is an influence
between the educating figure and the students, which can shape the latter's well-being
(Godwin, & Trubridge, 2021).

Indeed, research shows that teachers' emotions can influence adolescent students (Becker et
al., 2014; Frenzel et al., 2021) in terms of socio-emotional competence and motivation
(Rodrigo-Ruiz, 2016). Keller and Becker (2021) suggest that three main emotional
experiences, namely anger, pleasure, and anxiety, are directly related between students and
teachers, and it is crucial for students' well-being that they perceive emotional authenticity in
their interactions with teachers.

Teachers with positive characteristics, therefore, could provide positive examples to their
students, including the ability to emerge strengthened from adversity (resilience, Luthar et al.,
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2000), the ability to identify and achieve goals (self-efficacy, Bandura et al., 1995) and the
ability to maximize joy and appreciation in daily life (self-efficacy in managing positive
emotions, Caprara et al., 2008). Similarly, negative characteristics of teachers may have a
negative impact on adolescent students. For example, exposure to the example of an adult
figure who tends to run away from stressors by using avoidance as a coping strategy (Carver
et al., 1989), could generate confusion in young students in dealing with adversity. At the
same time, self-critical adult figures could lead adolescents to greater self-judgement,
potentially associated with depression and rumination (Rimes & Watkins, 2005).

As argued by White & Kern (2018), within educational contexts, positive education is an
increasingly relevant theoretical and empirical strand for pedagogical practice, as it allows for
in-depth exploration and evaluation of the best teaching and learning techniques in a
relational context. In line with this assumption, the present study aims to detect correlations
between teachers and students concerning psychological variables related to well-being and
the impact of the neuro-psycho-pedagogical intervention "Envisioning the Future" (EF) on
the psychological, social, emotional, and behavioural dimensions of adolescents’ lives.

Envisioning the Future: A Neuropsychopedagogical Training

Envisioning the Future is a neuropsycho-pedagogical training developed by the Patrizio
Paoletti Foundation and implemented in Italy with educators in the juvenile penal circuit
(Paoletti et al., 2022a; , Paoletti et al., 2023a), inmates (D1 Giuseppe et al., 2022), earthquake
survivor communities (Di Giuseppe et al., in press) and Ukranian refugee parents (Paoletti et
al., 2023b). The 2022 edition of the EF project, which was conducted from March to May
2022, for a total duration of 8 weeks, offered adolescents and their teachers a training course
aimed at fostering individual and school community well-being, especially after the
discontinuity caused by the Covid-19 pandemic. Born on the theoretical basis of the Sphere
Model of Consciousness (Paoletti & Ben-Soussan, 2019; Pintimalli et al., 2020) and the
Pedagogy for the Third Millennium (Paoletti, 2008), Envisioning the Future offers a pathway
that integrates theoretical notions on the functioning of the resilient brain and techniques to
manage stress, face adversity, cultivate self-determination, by promoting individual well-
being and a sense of belonging to humanity in the broadest sense. The project included
participation in live webinars with Patrizio Paoletti Foundation trainers and access to a free
digital platform.

The training course entitled "The Ten Keys for Resilience" provided interdisciplinary
theoretical-practical content. Each key included a training session focusing on a specific
theme, accompanied by guided exercises to train resilience in teachers and adolescents,
including: (1) Start with what you can control and make small decisions; (2) Identify an
attainable, exciting, measurable goal; (3) Several times a day become aware of your posture;
(4) Be inspired by stories; (5) Ask yourself what is really important; (6) Cultivate gratitude;
(7) Experience the other as a resource, cultivate and expand your social network; (8)
Cultivate curiosity; (9) Practice a few minutes of silence; (10) Embrace and transform: before
going to sleep generate your own tomorrow today (Paoletti et al., 2022b). The training
sessions were accompanied by guided exercises and techniques: relaxation and meditation
techniques, mind-training, guided visualisations. All these techniques were presented to
foster self-programming, training in proactive and non-self-judging storytelling, and the
enhancement of pro-social behaviour, to experience a common, positive, and generative
resilience matrix.
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Study Aim

The present study has two aims: (i) to explore the correlations between students and teachers
in terms of positive resources and negative characteristics; (i1) to investigate the impact of a
neuro-phychopedagogical training training on multiple areas of adolescents’ emotional,
social and psychological functioning (e.g., emotion regulation, self-compassion dimensions,
self-determination dimensions and the frequency with which bullying incidents are reported
by the peer group).

Method
Participants

A sample of N=113 adolescents experienced EF and took part in the research. They had an
average age of 13.94 years (aged between 12 and 18 years, 52% female) and came from
different Italian cities (Assisi N=10; Acerra N=22; San Benedetto del Tronto N=3; Oristano
N=2; Rome N=76); N=12 teachers with an average age of 48.5 years (100% female) who
taught in the classes attended by the adolescents also participated in the research.

Measures

In this study, multiple psychological variables related to well-being were assessed in
adolescents and their teachers. The Self-Compassion Scale (Neff, 2003; Veneziani et al.,
2017) was used to evaluate six dimensions of self-compassion, which include self-kindness
versus self-judgment, common humanity versus isolation, and mindfulness versus over-
identification. This scale consisted of 26 items, and participants responded on a Likert scale
ranging from 1 (almost never) to 5 (almost always).

Adolescents completed the APEN/A - APEP/A scales (Scales of Personal Self-Efficacy in
Managing Negative and Positive Emotions) (Caprara, ed., 2001) to assess their personal self-
efficacy in managing negative and positive emotions. This scale consisted of 15 items, and
participants responded on a 5-point Likert scale ranging from "Not at all capable = 1" to
"Completely capable =5."

Students were also given an ad-hoc scale on bullying that assessed the frequency of bullying
incidents in their school. Participants could respond using a time-frequency scale ranging
from 0 (never) to 4 (every day).

Additionally, some dimensions of Soresi et al.'s (2004) Self-Determination Questionnaire
were administered to assess how secure the adolescents felt about their choices. Specifically,
items relating to the young person's sense of security regarding future decisions and their own
abilities were examined. Participants responded on a 7-step Likert scale.

Finally, the teachers' coping strategies were assessed through the administration of the
COPE-NVI questionnaire (Coping Orientation to the Problems Experienced-New Italian
Version) (Sica et al., 2008), which consisted of 60 items. Participants responded on a 4-step
Likert scale ranging from "I usually don't do it = 1" to "I almost always do it = 4." This
questionnaire measures five basic dimensions related to coping, including social support,
avoidance strategies, positive attitude, and transcendent orientation.
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Procedure

The research project was developed by the Research Institute for Neuroscience Education
and Didactics (RINED) of the Patrizio Paoletti Foundation, in collaboration with the
University of Padua, whose ethics committee approved the study (protocol: 2020-
I11/13.41.10). A convenience sampling was carried out, involving in the project schools
whose teachers and school principals had participated in online events of the Patrizio Paoletti
Foundation, accredited by MIUR, between April 2021 and February 2022. The students took
part in the Envisioning the Future (2022 edition) training between March and May 2022, with
informed consent from their families. The research required the compilation of the battery of
tests in two stages (e.g., t1, March 2022; t2, May 2022): in order to associate the data of the
subjects from t1 to t2, an identification pseudonym was requested (e.g., first two letters of the
municipality of birth and last four digits of the mobile phone number).

Analytic Plan

To answer the first research objective (i), correlation analyses (Pearson's r) were carried out
to understand statistically significant associations between students' and teachers' scores on
the mentioned scales. To investigate the second (ii) research aim, analyses of variance
(ANOVA) were carried out to compare negative emotion regulation, self-determination,
perception of a sense of common humanity, and perception of bullying in a group of
adolescents before and after EF neuropsycho-educational training.

Results
Correlations

The Pearson correlation analyses show that two teachers' coping modalities, namely positive
attitude (r=.190, p<.05) and perceived social support (r=.193, p<.05), correlate positively
with students' self-efficacy in managing positive emotions. Furthermore, teachers’ common
humanity correlates positively with the frequency with which adolescents report bullying
among peers (r=.304, p<.05). A negative correlation emerged between teachers’ self-efficacy
in managing positive emotions and students’ self-judgment (r=-.127, p<.05).

ANOVA

The pre-post analyses of variance (ANOVA) show the effects of the neuropsychopedagogic
training on the students (Table 1). From pre- to post-training (e.g., T1 to T2), the regulation
of negative emotions in the students F(1,112)=4.56, p=.03, the sense of common humanity
F(1,112)=11.28, p=.001, self-determination for future decisions F(1,112)=45.05, p=.000, the
frequency with which bullying is reported F(1,112)=14.85, p=.000, increase in a statistically
significant way.
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Table 1. ANOVAs pre-training EF (T1) and post-training EF (T2)

Official Conference Proceedings

Mean (T1) | Mean (T2) F p
Self-efficacy in managing negative emotions 23,58 24,81 4.56 .035
Common Humanity 2,63 2,97 11.28 .001
Self-determination for future decisions 24,38 28,12 45.05 .000
Frequency of reporting bullying 0,85 1,315227 14.85 .000

Discussion
Correlations Between Students’ and Teachers’ Characteristics

The study found that positive teachers’ attitudes and perceived social support correlate with
higher student self-efficacy in managing positive emotions. Teachers’ common humanity was
positively correlated with the frequency of reported bullying among peers, while teachers’
self-efficacy in managing positive emotions was negatively correlated with student self-
judgment. The results emphasize the importance for adolescents of the relationship with
adults who are external to the family (Nickerson & Nagle, 2005; Sadowski, 2021) in the
context of socialization and cognitive, psychological, and social development of school
(Eccles & Roeser, 2011; Wigfield et al., 2006; Uslu & Gizir, 2017). During adolescence
teachers can influence adolescents’ psychological functioning and well-being because they
constitute behavioural models to imitate (Bandura, 1969; WHO, 1994) and their emotional,
social, and cognitive resources impact their students as attested by previous studies (Ansari,
2020; Becker et al., 2014; Frenzel et al., 2021; Rodrigo-Ruiz, 2016).

The results of the present research allow to focus on the correlation between teachers' coping
styles and adolescents’ self-efficacy in managing positive emotions. The construct of coping
(Cramer, 1998) encompasses the specific strategies individuals use to face stressors: the
exposure to a teacher who can face problems with a positive attitude (Richards, 2012) and
cultivating relationships able to offer social support (Zimet et al., 1988) vehicles to
adolescents the importance of optimism and belonging to a social network of human bonds.
The higher these teachers’ characteristics are, the more the students are prone to be self-
efficacious in maximizing joy and appreciation in everyday life (Caprara et al., 2008; Perasso
& Velotti, 2020), positive emotions that can trigger emotional well-being (Fredrickson &
Joiner, 2002).

Moreover, the correlation that emerged between teachers’ common humanity and
adolescents’ frequency for reporting bullying furtherly highlights the importance of imitative

ISSN: 2758-0962 138




The Paris Conference on Education 2023 Official Conference Proceedings

learning during socioemotional and moral development (Bandura, 1696; WHO, 1994).
According to Neff (2003) common humanity is the perception of belonging to the human
species, as a group, as a wide family. This aspect in teachers could foster prosocial
behaviours (Gini et al., 2007; Jenkins & Fredrick, 2017; Garcia-Vazquez et al, 2020; Zabava,
2020; Gongalves et al., 2021) in their students, who result more prone to see and report with
higher frequency incidents of bullying between peers.

Finally, in this study, the capacity to amplify positive emotion (Caprara et al., 2008) by the
teacher negatively correlates with student’s self-judgement. It is possible to speculate that the
exposure to an adult role-model who can appreciate the positive aspects of daily life, beyond
difficulties and personal limits, encourages the adolescent to embrace self-compassion (Neff,
2003), counteracting negative ouctomes (e.g., depression, rumination) that may relate to self-
judgement (Rimes & Watkins, 2005).

The Impact of Envisioning the Future on Adolescents

The EF program emerged to positively impact adolescents. After the training, students had an
increase in self-efficacy in managing negative emotions, in the sense of common humanity,
in self-determination regarding future decisions, and in the frequency with which they
reported bullying.

Perceiving self-efficacious in managing emotions refers to two constructs: self-efficacy, as
the perception of being able to achieve specific goals (Bandura, 1995), and emotional
regulation, such as the ability to regulate the intensity and frequency of emotional states
(Caprara et al. 2008; Perasso & Velotti, 2020). Becoming more capable of managing negative
emotions implies, for adolescents who have participated in EF, a greater ability to avoid
being overwhelmed by anger, irritation, discomfort, and discouragement. This capacity is
crucial in adolescence, a phase linked to the development of identity, as theorized by Erikson
(1958). Since adolescence is permeated by the polarization between the definition of personal
identity and role confusion, not being overwhelmed by negative emotions is fundamental for
facing complex crises and life transitions, not only in the strictly academic field but also in
the socio-relational one (Tarrant et al., 2001; Koni et al., 2019).

EF also seems to encourage adolescents' sense of self-determination regarding future choices,
defined by Soresi et al. (2004) as the process through which people actively engage and
control the direction of their own lives. It is an active and continuous process that involves
making decisions and taking actions that reflect one's values, beliefs, and goals, taking
responsibility for one's own actions. This variable is a key factor in promoting overall well-
being and quality of life (Soresi et al., 2004). By stimulating self-determination through
neuropsychopedagogical training, boys and girls can positively channel their commitment,
resources, and motivations toward future choices that promote healthy identity development
(Marcia, 1966). The two constructs (i.e., self-efficacy in managing negative emotions and
self-determination regarding future choices), increased by EF, refer to an individual
emotional and cognitive dimension; however, the program also positively affects adolescent
boys and girls in the socio-relational capacities.

There is an increase in the perception of common humanity and in the frequency with which
bullying is reported to the frequency questionnaire by adolescents after participation in EF.
Common humanity, as a dimension of self-compassion (Neff, 2003), implies the perception
of belonging to one's community and, in a broader sense, to the human species. Bullying, on
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the other hand, includes in its definition a broad constellation of verbal, physical and
psychological, recursive, and deliberate behaviours towards subjects perceived as more
fragile, enacted by an individual or group (Guarino et al., 2011; Armitage, 2021). The spread
of the phenomenon among adolescents is increasingly widespread (Armitage, 2021; Forsberg
& Thorvaldsen, 2022) and represents a psychological emergency for new generations, also
thanks to social networks (Perasso et al., 2021). Additionally, the phenomenon has not been
halted by the COVID-19 pandemic (Zwicker et al., 2021; Wachs & Hébert, 2021. Since it
promotes common humanity and the frequency with which bullying among peers is reported,
EF indirectly incentivizes prosociality, investigated by a wide body of studies (Gini et al.,
2007; Jenkins & Fredrick, 2017; Garcia-Vazquez et al, 2020; Zabava, 2020; Gongalves et al.,
2021), that positively influences decision-making, moral choice, compassion and
understanding of the other, improving the sociorelational climate in the school context.

Limits and Future Directions

The research presents some limitations, such as the possibility of bias in self-report
questionnaires (Dicken, 1963). Future studies should integrate qualitative and quantitative
measures to overcome the issue. Plus, the study lacks of longitudinal data on teachers: this
prevented the use of regression models to investigate interactions between variables (Hayes,
2013). Future studies could collect teacher data and implement follow-up data collection
(e.g., at least 3 months after the second data collection) to investigate the long-term effects of
the neuropsychopedagogical program (EF) on adolescents’ well-being (Kazdin, 2008).
However, despite these limitations, the study provides valuable insights into the teacher-
student relationship and the positive impact of the EF program on students' multidimensional
well-being, including emotional regulation, self-determination, and social relationships.

Conclusion

This study provides insight into the relationship between teachers and students during
adolescence, showing that teachers’ positive characteristics (e.g., coping styles, common
humanity, self-efficacy in managing positive emotion) correlate with specific aspects of
adolescents’ psychological wellbeing and functioning (e.g., emotion regulation, sensitivity
towards bullying, self-judgement). The study also measured the impact of a
neuropsychopedagogical program (EF) on adolescents, finding positive effects of the training
in terms of increased self-efficacy in managing negative emotions, perception of common
humanity, self-determination regarding future choices, and frequency of reported bullying
among peers. These results draw attention to the importance of pedagogical practices,
knowledge, and techniques that promote and enhance the well-being of adolescents,
emphasizing how a positive educational relationship with support and exchange with the
teacher can improve the quality of life during adolescence.
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Abstract

In post-simulation debriefing, the role of the trainer is increasingly recognised as an important
asset for effective professional training. However, there are no specific models that focus on
the trainer's activity during this fundamental phase of learning. Existing work often provides
prescriptive insights and lacks a comprehensive theoretical framework from the trainer's
perspective. To fill this gap, the paper presents the D-STAM (Debriefing Simulation Trainer
Activity Model), an integrative model designed to understand and improve trainer activity
during post-simulation debriefing. The D-STAM aims to answer the research question about
the trainer's role in post-simulation debriefing and to identify the characteristics of the trainer's
activity. It was developed on the basis of an integrative literature searches in nine French and
English databases (Google Scholar, ERIC, ERUDIT, CAIRN, Pascal & Francis, OpenEdition,
Springer, SCOPUS and Sudoc). The 33 articles selected were subjected to thematic analysis
(according to Braun and Clark, 2006), supplemented by n-vivo 12 software. The D-STAM
highlights the role of the trainer as a facilitator, guiding the learners' reflections and supporting
the development of operational models. It emphasises the dual regulation of the trainer's
activity, both by himself/herself and by the dynamic conditions of the debriefing. The model
includes three levels of variables (input, process and effect) and provides a holistic
understanding of the trainer's activity, including the use of technology. The model is applicable
to the fields of medicine, risk management and education.

Keywords: Post-simulation Debriefing, Trainer, Facilitator, Professional Training, Dual
Regulation, D-STAM
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1. Introduction, Issue and Research Issue

Simulation for vocational training purposes is considered one of the “dominant models in
education” (Horcik, 2014, p.1). It aims to reproduce the reality of a professional event or
situation by reducing it to a simplified model (Duvivier & Demeuse, 2023). In this way, the
learner interacts proactively with a real or virtual object, device or person and can modify the
flow of decisions and actions throughout the interaction (Halamek et al., 2019).

Simulation for training purposes is generally organised into three successive interactive phases:
the briefing phase, the simulation session and the debriefing phase (Fanning & Gaba, 2007;
Samurcay, 2009; Vidal-Gomel, 2020). Each phase has a specific function (Dubois, 2017).
Briefing allows each learner to mentally prepare for the simulated situation they are about to
experience (Fanning & Gaba, 2007). The simulation session focuses on the simulated situation
itself, where learners experience an environment that replicates real professional practice
(Duvivier & Demeuse, 2023). Debriefing aims to explore mistakes, challenges and successes,
identify key learning points (Oriot & Alinier, 2018) and encourage critical reflection on the
skills developed (Duvivier & Demeuse, 2023). Often facilitated by a trainer (Sawyer, Eppich,
et al., 2016), debriefing encourages learners to articulate actions and reflections on actions
(Chinara & Pellerin, 2014; C. Pastré, 2006).

Considered to be one of the main pedagogical challenges of simulation (Oriot & Alinier, 2018;
Savoldelli, 2011), debriefing is very regularly the subject of work in the military, civil security
and education sectors, and especially in the health and medical sector. Some of this work (e.g.
Oriot & Alinier, 2018; Bauchat & Seropian, 2020; Sawyer & al. 2016) has addressed debriefing
methods and techniques, strategies for engaging learners during debriefing, the impact of this
phase on learning, critical reflection and the importance of debriefing in skills development.

However, few have taken an interest in the trainers and even fewer in the way in which the
trainer takes hold of the simulation object and uses it to train the learners, on the one hand, and
the way in which the trainer supports the reflective activity of the learners during the debriefing,
on the other, remains little studied. When it is, the elements reported are prescriptive in nature.
Questions remain as to their generalisation or operationalisation. The way in which post-
simulation contributes to the development of reflexivity has been less explored.

Yet a growing body of work suggests that debriefing cannot be considered without a skilled
and trained professional trainer (Bauchat & Seropian, 2020; Oriot & Alinier, 2018; Sawyer et
al., 2016). This interest can be explained for several reasons.

Firstly, there is also a wide variety of debriefing formats in figure 1 (see Sawyer & al. 2016 for
a summary). This variety of formats highlights the richness and complexity of the pedagogical
approach to debriefing as well as the multiple factors that come into play when choosing and
conducting a debrief (Sawyer, Fleegler, et al., 2016). These factors may concern the level of
the learner, the pedagogical objectives, the context (Eppich & Cheng, 2015; Sawyer & al.,
2016; Oriot & Alinier, 2018; Bauchat & Seropian, 2020) and the content (Secheresse, 2020).
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Figure 1: Forms of debriefing
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This situation is made more complex by the abundance of methodologies (24 models identified
by Duvivier & al. 2023) and debrieifng strategies, which forces trainers to skilfully combine
different approaches, as a single method is often insufficient (Bauchat & Seropian, 2020). As
Krogh et al., (2016) points, “although the literature describes different methods and approaches
to debriefing that constitute effective debriefing, there are discrepancies in what is actually
practised and how experts or experienced debriefers perceive and approach debriefing” (p.1).

However, trainers' pedagogical knowledge (Dubois, 2017) and their ability to improve their
practices are limited by the lack of evaluation (Delmas & Delmas, 2021) and training
opportunities (Cheng et al., 2016, 2017, 2020). Indeed, simulation training has historically
focused on "basic" content (Cheng et al. 2020) and short formats (sessions of 3 to 5 days or up
to 3 weeks) (Policard, 2018). According to Cheng et al. (2020), this limited access to basic
debriefing skills hinders the development of a comprehensive conceptual framework and the
progression of trainers' skills development.

Secondly, the trainer's activity in post-simulation debriefing is not theorised by a model unlike
the simulated exercise phase (cfr Vidal and Gomel, 2011 or Policard, 2018). This lack of
theorization is particularly regrettable in the complex and dynamic context of debriefing, which
can make the effects of the trainer's actions unpredictable or not immediately observable by the
trainer.

Thirdly, the profiles of post-simulation debriefing trainers often involve individuals from
operational departments or with dual roles between operational tasks and training (Dubois,
2017). These transitional positions may lead them back to their original functions or to new
assignments (Dubois, 2017). Furthermore, while operational experience can be advantageous
because it adds legitimacy in the eyes of the learners (Dubois, 2017), it seems to put a strain
on the trainer's posture. The latter then oscillates between the posture of professional expert
rather than trainer (Bastiani, 2017; Policard, 2018). This can create a challenge for trainers who
have to strike a balance between maintaining cognitive control and allowing learners autonomy
to explore and construct their understanding (Policard, 2018). Furthermore, trainers may
downplay their educational role in relation to their fieldwork (Policard, 2018).
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Fourthly, observing and integrating relevant data during the debriefing process is laborious and
very demanding for trainers. Indeed, it requires them to constantly update and establish links
between the pedagogical objectives of the simulation, those of the debrieifng as well as the
elements that arrived in simulation and (Bastiani et al., 2017; Oriot & Alinier, 2018;
Secheresse, 2020) and that arrive in debriefing. This situation is reinforced by the lack of tools
enabling the trainer to analyse the learner's activity during the simulation or when the trainer is
also involved in the simulated situation, as this can impair their overall perception and objective
observation during the debriefing. Thus, it is not uncommon to read that conducting a post-
simulation debrieifng can lead to mental overload among trainers (Oriot & Alinier, 2018).

Given these challenges, the aim of this paper is 1) to clarify the trainer's role in post-simulation
debriefing and 2) to list and then model a set of components specific to the trainer's activity,
while preserving the uniqueness of situations in a model. In light of the above challenges, this
paper aims to answer two research questions:

1) What is the specific role of the trainer in post-simulation debriefing and how can this
role be fully elucidated to improve understanding of its influence on learners' reflective
processes?

2) How can we systematically identify and model the unique components of trainer
activity during post-simulation debriefing, while ensuring the preservation of
situational specificity within an overall model?

In order to answer these questions, this article presents our research methodology based on an
integrative investigation. The results of the study are divided into two parts: first, we examine
the role of the trainer during post-simulation debriefing. Second, we present the D-STAM
model, which models the concrete manifestations of the trainer's activity during debriefing,
based on Leplat and Cuny's (1974) five-box model adapted to simulation-based training
systems. The D-STAM model articulates three levels of process (input conditions, activity
performed and effect) and seven categories of factors (personal, contextual, technological,
instrumental, regulatory, internal to the trainer and internal to the learner). We also explore the
links between trainer determinants and feedback using a dual regulation perspective. Finally,
we summarise the findings and discuss practical implications and future directions for research
in this area.

2. Methodology and Selection of Sources
2.1. General Procedures

To answer these research questions, an integrative literature review was conducted. An
integrative literature review "is a particular form of research that generates new knowledge
about the subject under examination™ (Torraco, 2005). The integrative approach involves
synthesising and integrating knowledge from different research sources (Snyder, 2019;
Torraco, 2005, 2016). Thus, unlike a traditional literature review which lists and describes
previous work, the integrative literature review aims to go beyond simply describing previous
work by identifying common themes, patterns or trends across the different studies included
(Snyder, 2019; Torraco, 2016). It is built on comparative analysis and the search for links
between different sources of research. For Snyder (2019), this method plays “an essential role
in the construction of theoretical frameworks and the formulation of conceptual models”

(p.133).
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Our integrative review was based on 9 databases and 33 articles, both French- and English-
speaking, in the fields of professional medical training, crisis management and teaching (see
table 1).

Table 1: Data from the integrative review

Database 1st phase Retained for Retained for
2nd phase 3rd phase
Open Edition 18 3 1
PubMed 86 10 5
ERUDIT 23 6 1
CAIRN 475 7 3
Pascal & Francis 34 6 0
Google Scholar 371 12 6
Springer 861 2 2
ERIC 156 14 1
SCOPUS 765 22 4
Addition to the margin 9
TOTAL 3439 87 33

The equations combined the keywords "Simulation”™ AND "Debriefing® AND
"formateur/facilitateur/faculty/educator/teacher” AND "education” OR "Crisis NOT
Interprofessional. We used titles, keywords and abstracts, and limited the query to the period
2012- 2022. Our review was conducted in three methodological steps: first, relevant references
were identified by systematic searches of one or more databases. Second, the references were
selected by evaluating the titles and abstracts of the articles, eliminating duplicates from
multiple sources. The third step was to assess the eligibility of the articles by analysing their
full text. In addition, we considered work on debriefing trainers with the use of video, in line
with Levett-Jones & Lapkin (2014), who consider this debriefing format to be a 'reference
standard’. The integration of video during debriefing leads to significant implications for the
trainer's professional practices (Krogh et al., 2016) all of which are not necessary in debriefings
that do not include videos. Furthermore, documents relating to virtual debriefings were not
included, nor were interprofessional debriefings, which involve hierarchical teams and most
often a co-debriefing of trainers.

2.2. Data Processing

To answer the research questions, we proceeded to define the manifestations of the trainer's
activity on the basis of a coding carried out according to a pre-established general plan
(Saubesty, 2006). This coding method is based on categories that serve as a guide for
developing codes (Saubesty, 2006). Some authors suggest that the coding plan can be
structured around the actors involved, the activities carried out and the elements of the context
(Grenier & Josserand, 2014) or around context, content and process (Pettigrew, 1990). We
opted for a coding approach guided by a pre-established general plan for two main reasons.
Firstly, and like Saubestry (2006), our research is exploratory in nature, which means that we
are seeking to explore and understand a relatively new field. By using a pre-established coding
scheme, we were able to structure our analysis and focus our research in a more targeted way.
In addition, given that our study focuses on activity, its role, its obstacles, and its levers, we
were able to adapt the code categories to specifically reflect these 4 components of our research.
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Once the general plan had been established around these four central themes, a thematic
analysis was carried out following the six stages of Braun and Clark (2006) as recommended
by Braun et al., (2019). In the first stage, we carefully read selected articles to gain an overall
understanding of the content and identify key concepts related to the trainer's role in debriefing.
Then, we assigned labels or categories to organize the information in the data (code
generation). The third stage involved researching themes to group related codes, leading to
exploratory connections and different perspectives. In the fourth stage, we conducted an in-
depth analysis of the themes to highlight variations and similarities. For the fifth stage, we
assigned descriptive names to each theme, considering their nuances. Finally, in the sixth stage,
we synthesized the results into a model to better understand the different components of the
trainer's activity in post-simulation debriefing.

Data analysis was facilitated with Nvivo 12 software, providing advanced functionalities for
managing, organizing, and exploring qualitative data (Plard & Martineau, 2019). We imported,
organized, and coded data, visualizing connections between codes and exploring relationships
between themes to extract significant insights (Plard & Martineau, 2019). To ensure reliability,
the data underwent double coding. The researcher initially coded the data based on the
stabilized code grid. Two weeks later, the same researcher conducted a second coding to check
consistency and reliability. According to Huberman and Miles' recommendations (1991) (cited
by Pourtois, 1993), a concordance rate of 80% is considered satisfactory for reliability. Our
analysis achieved a concordance rate of 87.1%, indicating high reliability.

3. Results: Role and Activity of the Trainer During a Post-simulation Debriefing
3.1. Trainer-Facilitator Perspective

In simulation-based vocational training, the term 'trainer' provokes debate and coexists with
thirteen other terms such as ‘teacher’, ‘mediator’, 'instructor’, 'mentor’, ‘professor' and ‘facilitator’
(Jones et al. 2014 cited by Policard, 2018; Simoneau et al., 2014). Although the term ‘facilitator'
is the most frequently used (in 15 out of 33 papers - table 2), it is used generically to describe
the overall activity of the trainer during the three phases of a simulation-based training device,
namely briefing, simulated exercise and debriefing.
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Table 2: Works describing the role of facilitator

Themes Sub- Authors
themes
Role of the = Trainer- - Savoldelli, G., & Boet, S. (2013).

Trainer Facilitator

Secheresse, T., Mampe-Armstrong, H., Usseglio, P., et al.

(2016).

- Dury, C. (2017).

- Secheresse, T., Pansu, P., & Lima, L. (2021).

- Oriot, D., & Alinier, G. (2019).

- Amor, B., Hentati, J., Gargouri (2018).

- Galland, J., Jaffrelot, M., Sanges, S., Fournier, J. P.,
Jouquan, J., Chiniara, G., & Riviére, E. (2020).

- Roulin, V. (2014).

- Tutticci, N., Ryan, M., Coyer, F., and Lewis, A. (2018).

- Jones, A. L., Reese, C. E., & Shelton, D. P. (2014).

- Bastiani, B., Calmettes, B., Minville, V., & Marhar, F.
(2017).

- Dubrous, V., Eymard, C. (2022).

- Cheng, et al. (2020).

- Dubois, L-A. (2017).

- Sondag, (2018).

In debriefing, the concept of facilitator corresponds more to "a pedagogical attitude related to
a way of promoting learning in the general context of active pedagogy" (Policard, 2018; p.12).
Specifically, the trainer-facilitator plays the role of mediator between the learners, the
knowledge to be acquired (Simoneau & Pilote, 2017), the pedagogical objectives and the
trainer himself/herself (Duvivier et al., 2023). This mediation, reminiscent of Houssaye's
pedagogical triangle (1988 cited by Houssaye, 2000), gives the trainer a pedagogical intention
at the time of the debriefing.

The aim is to improve their future performance by developing operational models that can be
transferred to similar real-life situations (Rudolph et al., 2008; Secheresse, 2020; Pastré, 2011).
To achieve this goal, the trainer-facilitator will encourage learners to develop reflective
thinking by encouraging them to critically examine the actions and decisions taken during the
simulated exercise and during the debriefing. This reflection allows learners to become aware
of their skills, strengths and areas for improvement (Oriot & Alinier, 2018). To do this, the
facilitator encourages the group to speak and discuss (Policard, 2018). He or she asks questions
and guides the exchange (Simoneau & Pilote, 2017) to explore everyone's different
perspectives on the simulated situations. To encourage the active participation of the learners,
the trainer-facilitator adopts the position of a co-learner rather than that of an authority or expert
(Horczik, 2014; Fanning & Gaba, 2007). In this way, the facilitator differs from a more
transmissive approach by creating a more collaborative and open learning environment.

In conclusion, the trainer-facilitator plays an essential role in debriefing as a pedagogical
mediator, encouraging reflection, active participation, speaking out and adopting a co-learner
stance. This facilitative approach contributes to the exploration, learning and development of
learners' skills and reflexivity in the context of simulation-based training.
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3.2. Activity Modeling of the Trainer in Post-Simulation Debriefing: D-STAM

Understanding and capturing the activity of trainers in simulation and debriefing is a complex
task (Bastiani, 2018). To achieve this we have opted for an approach based on activity analysis,
like Bastiani (2017, 2018) and Dubois (2017). This analysis of activity is based on various
theories, including the course of action (Clot, 2004), the clinic of activity (Clot, 1999), the
professional didactics (Mayen, 2012; Pastré, 2006; Pastré et al., 2006) which pays particular
attention to the debriefing of real-life situations, especially in dynamic environments (Bastiani,
2018) with dual regulation (Rogalski & Colin, 2018).

Dynamic environment refers to the debriefing contexts that draw from situations, interactions
and reactions of the learners that evolve in real time, and thus require continuous adaptation on
the part of the trainer. Double regulation of activity refers to the dynamic process by which an
individual adjusts and regulates his or her activity according to both the external constraints of
the work situation and his or her own internal characteristics (Saubesty, 2006). As a result, the
trainer's activity is influenced by external contextual factors such as task requirements, tools
and resources available, as well as internal factors such as skills, knowledge, motivations and
emotions. In post-simulation debriefing, the trainer performs a double regulation of his activity
due to the complex and dynamic nature of his role. Firstly, the trainer must regulate his activity
according to the external conditions of the simulation, such as the pedagogical objectives, the
simulation scenarios, the resources available and the expectations of the learners. He must
adapt and adjust his approach to create an environment conducive to learning and facilitate
learners' critical reflection on their actions and performance during the simulation. Secondly,
the trainer must also regulate his activity according to his internal characteristics, such as his
specialist knowledge, his professional experience, his teaching skills, and his ability to facilitate
learners' learning. He must consider his own emotional reactions, judgements and beliefs in
order to guide learners effectively through the debriefing process. The trainer must be able to
adapt to learners' needs and reactions, while maintaining a balance between facilitating learning
and regulating the reflection process. By ensuring this dual management, the trainer aims a) to
modify the relationship between the learner and the content taught (Samurcay & Rogalski,
1998) and b) to maintain the learner in a zone of proximal development (Vidal-Gomel et al.,
2011).

Moreover, trainers' activities are closely linked to their motivation and interest in practice.
Indeed, it should be noted that trainers do not necessarily engage in the debriefing activity for
the same reasons (Policard, 2018). The manifestations of their engagement may vary and
correspond to different profiles (Policard, 2018), with an intensity and strength of involvement
that lie on a continuum from low investment (mere consent) to a high degree of involvement
Klein et al. (2012). A trainer's engagement profile can influence their pedagogical posture, in
particular their propensity to adopt a controlling posture rather than a letting go attitude
(Policard, 2018). Furthermore, the trainer's commitent is closely linked to his or her motivation.
Trainers are not motivated solely by the desire to pass on knowledge, but above all perceive
this activity as a professional opportunity (Bastiani, 2017). It is therefore possible, according
to Bastiani (2017), that some trainers underestimate the importance of their teaching role in
relation to their previous experience in the field, for which they provide training.

To better understand the dynamic and doubly regulated activity of the trainer in post-simulation
debriefing, we have adapted Leplat and Cuny's five-square model (1974). The model is derived
from the double regulation model of activity and has been widely discussed within the French
study group RESACT. It serves as a conceptual framework for understanding the different
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components and interactions involved in professional activity, without providing a specific
analysis process. This framework allows us to explore complex relationships between
conditions, activity, and consequences, as well as question the analysis of the trainer's concrete
activity in the specific context of post-simulation debriefing.

Figure 2: Leplat and Cuny model (1974)
(free translation from French into English)

Internal and
extgrpal Worker Task
conditions characteristics characteristics
Conducted Conducted activit
onducted activity
activities - Action
T T S
E ! E i [_______'_;:' Adaptation or
i E i retroaction
Effects of Effects of the Effects of the
activities conducted conducted

activity on the
worker

activity on the
environnement

The five-square model (Leplat and Cuny, 1974) represents different aspects of occupational
activity. The first two squares (at the top) encompass the internal and external conditions of the
worker that influence his or her activity. These include individual characteristics and
environmental factors such as the physical environment, tools and resources available. The
middle box represents the activity itself, which includes the actions and processes used by the
worker, including different stages and strategies. The last two boxes (at the bottom) focus on
the consequences of the activity. The fourth box looks at the impact on organisational
objectives, overall performance and productivity. The fifth box looks at individual outcomes
such as job satisfaction, cognitive costs and personal development.

In the context of a debriefing after a simulation, Leplat and Cuny ‘s model (1974) provides us
with a relevant conceptual framework for understanding and analysing the trainer's role and
interactions in the context of training and post-simulation debriefing. It serves to support the
analysis of professional situations by identifying the characteristics of a concrete activity, in
our case the trainer's activity in post-simulation debriefing. This framework was mobilised on
the basis of the work of our literature review and the presence of elements related to the 3 levels
of variables of the Leplat and Cuny (1974) model (Table 3 - X : Variable covered in the work;
- Variable not covered in the paper).
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Table 3: Elements related to the 3 levels of variables and included in the D-STAM model

Research Internal ~ Conducted Effects on
and activities  activities
external
conditions
Savoldelli, G. & Boet, S. (2013) - X X
Secheresse, T., Mampe-Armstrong, H., Usseglio, P. et X - -
al. (2016)
Dury, C. (2017) X X -
Secheresse, T., Pansu, P., & Lima, L. (2021) - X X
Oriot, D., & Alinier, G. (2018) X X -
Amor, B., Hentati, j.,Gargouri, (2018) X X -
Galland, J., Jaffrelot, M., Sanges, S., Eournier, J.P, X X X
Jouquan, J., Chiniara, G., & Riviere, E. (2020)
Roulin, V. (2014) - X X
Jones, A. L., Reese, C. E., & Shelton, D. P. (2014) X X -
White, M. (2017) - X X
Hallmark, BF, Thomas, CM, & Gantt, L. (2014) X X -
Poincon, B. (2015) X X
Secheresse, T. (2020) X X X
Lilot, M. (2019) X -
Bastiani, B. (2017) X X X
Renou, J. (2012) X X -
Bastiani et al. (2021) X X X
Tutticci, N,. Ryan,M., Coyer, F., and Lewis, A. (2018) X X -
Dubois, L., Bocquillon, M., Romanus, C. & X - X
Derobertmasure, A. (2019)
Dubrous,V., Eymard, C., (2022) X X X
Heng, A., Eppich, W., Kolbe, M., Meguerdichian, M., X X X
Bajaj, K., & Grant, V. (2020)
Dubois, L. A. (2017) X - X
Dubois, L-A., & Van Daele. (2018) X - -
Sondag (2018) X X X
Cheng, A., Kolbe, Grant, V., et al. (2020) X X

Figure 3, and his legend, gives an overview of the D. STAM (Debriefing Simulation Trainer
Activity Model). The first level relates to the internal and external conditions, i.e. the input
variables. The variables concern the trainer's personal factors on the one hand, and the
contextual factors specific to the environment in which the trainer operates on the other (figure
3). Each level of variable is described below.
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Figure 3: D. STAM (Debriefing. Simulation Trainer Activity Model)
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3.3. Description of the D-STAM Model by Levels

3.3.1. Level 1: Input Variables

a) Personal Factors

In terms of personal factors, six components are listed. These components are interconnected

and mutually reinforcing.

e The "trainer's professional experience™ components refers to the trainer's practical and
concrete experience in the field of activity concerned by the debriefing. This is their
experience in the field, and their in-depth knowledge of the realities and professional
issues facing the learners.

e The trainer's pedagogical skills include both their general pedagogical background and
their specific knowledge of post-simulation debriefing. This includes the trainer's
training in the field of education and training, as well as their experience as a trainer.

e Axiological components (Bastiani et al., 2021) pertain to conflicting values and logics
between learner training and professional reality. Trainers may encounter ethical
dilemmas or divergent perspectives between training objectives and industry
requirements. These conflicts can raise concerns, leading trainers to prioritize
knowledge transmission over learner support.
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Epistemological components (Bastiani et al., 2017) involve scientific knowledge used
by trainers. This theoretical and conceptual foundation guides learners' reflection.
Trainer well-being components encompass fatigue, stress, and emotional involvement,
heightened compared to other teaching formats (Policard, 2018).

Trainers' motivation and related behaviors vary from professional development interest
to personal satisfaction in contributing to learner's progress.

b) Contextual Factors

Four components are listed in terms of contextual factors.

The "institutional” components include legal norms, standards, and policies governing
training. They determine specific skills to be developed based on legal requirements
and professional expectations, structuring training content and objectives.

The "training methods™ components consider the training context, whether initial or
ongoing, and learners' experience levels—novices, upgrading, advanced, or practicing.
The "physical” components involve the debriefing environment, including space layout,
available equipment, and technological tools. This impacts trainer-learner interactions
and ease of implementing debriefing activities.

The "time™ components address training and debriefing session duration, considering
distribution across simulation phases and accommodating time constraints and
contingencies.

¢) Commitment

The combination of personal and contextual factors influences the trainer's commitment to his
activity. This box therefore refers to the way in which the trainer engages in his or her guiding
activity in relation to the commitment profiles (see theoretical framework).

3.3.2. Level 2: Activity Conducted or Process Variables

a) Instrumental Factors

The activity carried out by the trainer is divided into several areas which form a set of
instrumental factors. Each area is activated with the aim of achieving the learning objective
targeted by the debriefing. In the same way as (Dehon & Derobertmasure, 2012), the D-STAM
is made up of 4 areas.

The didactic area concerns “all the elements relating to the content and the way in which
it is prepared, transposed, transmitted and presented” (Derobertmasure, 2012, p.232).
This includes the selection and organisation of information, the teaching methods used,
the course materials, the teaching resources and everything else that helps learners
learn. The didactic area aims to ensure the clarity, relevance and accessibility of the
training content, promoting the understanding and assimilation of knowledge.

The objectification area refers to the way in which the trainer puts the results of the
simulation (behaviours observed) and the debriefing discussions (comments,
reflections) into perspective with the learning environment. This involves analysing the
learners' actions during the simulation, identifying strengths and areas for improvement,
encouraging critical reflection and establishing links with the learning objectives. The
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objectivation area aims to facilitate learners' awareness, promote the integration of
knowledge and encourage metacognitive reflection.

e The cognitive area refers to the way in which the trainer explores the reasons behind
the learners' behaviour during the simulation. This involves analysing the cognitive
processes, decision-making, strategies used and mental representations of the learners.
The cognitive area aims to understand the factors that influence learners' actions, to
encourage problem solving, to foster critical thinking and to promote reflective
learning.

e The psycho-pedagogical area concerns the relationship between the trainer and the
learner, in particular the way in which the exchange takes place and the verbal
interactions that occur. This involves the level of facilitation, the degree of involvement
of the trainer (Dismukes & Smith, 2017; Oriot & Alinier, 2018; Savoldelli, 2011), the
way in which the trainer supports understanding during exchanges and the way in which
he or she fosters a climate of trust and mutual respect. This area aims to create an
environment conducive to learning, to encourage the active participation of learners and
to support their professional and personal development during debriefing).

b) Regulation Factors

For Bastiani (2018), “"the way in which trainers conduct and accompany post-simulation
debriefings requires flexibility in order to adapt to the audience” (p.88). Indeed, regulatory
factors play an important role in enabling the trainer to navigate effectively in the dynamic
debriefing environment. These factors can be divided into two categories: anticipatory
adjustment and the search for equilibrium, both of which contribute to adaptive activity.
Anticipatory adjustment involves proactive actions where the trainer prepares teaching
strategies, resources and methods adapted to the learners' characteristics, objectives and
context. By anticipating learners' needs and encouraging their commitment, the teacher
facilitates the achievement of learning objectives. On the other hand, the search for balance
comes into play when disruptions or unforeseen events occur during the debriefing. In such
situations, the trainer quickly adjusts his or her posture, teaching strategies and communication
in order to maintain a productive dynamic. This adaptability and flexibility allows the trainer
to respond effectively to learners' needs and maintain an appropriate level of activity
throughout the debriefing process, effectively managing the dynamic debriefing environment.

3.3.3. Level 3: Effect VVariables

Effect variables in D-STAM represent the consequences of the trainer's debriefing activity,
impacting both the trainer and the learners. The debriefing activity can influence the trainer's
psychology, experience, and practice, leading to conscious or unconscious modifications in
their approach (Pastré, 2006). As for the learners, the trainer's debriefing activity influences
their skill development, reflective abilities regarding simulation actions, and the formation of
operational models applicable to real-life situations (Cheng et al., 2016; Cheng et al., 2020;
Bastiani, 2017; Policard, 2018). Assessing these effect variables allows us to evaluate the
debriefing's impact and fine-tune pedagogical strategies to optimize learning outcomes. It's
crucial to study the impact beyond formal competence measurements, as limited research on
trainers addresses the effects of their practices on learners' development.
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3.3.4. Technological Factors

Technological factors refer to the trainer's use of technology in debriefing. This may include
audiovisual recording (Krogh, 2015; Horczik, 2014; Oriot & Alinier, 2018; Sawyer et al. 2016),
digital or case management tools or debriefing. In D-STAM, this includes their prior
knowledge and skills related to technology, such as familiarity with tools and platforms,
understanding their functionalities, and effective use in the debriefing context. At level 2,
technological factors involve how the trainer utilizes technology during debriefing, utilizing
tools like simulators, video recordings, data capture systems, and online platforms. This may
involve recording and reviewing learners' performances, facilitating group discussions, sharing
resources, providing real-time feedback, and promoting reflection and learning.

3.3.5. Links Between Trainer-Related Factors and Feedback

The repercussions of the effects generated by the debriefing activity are felt both in the short
term and in the long term, both for the trainer and for the learners, and at all levels of the G-
STAM model. These impacts are symbolised by the grey dashed arrows.

For the trainer, the effects are psychological, affecting confidence, motivation and commitment
to practice. Positive feedback from learners increases their confidence in their skills and
encourages them to persevere to improve. Debriefing also contributes to the overall
improvement of the trainer's practice by enabling him or her to reflect on the different situations
experienced during the sessions and to make appropriate adjustments.

On the learners' side, the effects of debriefing are also significant. It gives them the opportunity
to reflect on their actions during the simulation, to analyse the results obtained and to become
aware of their strengths and weaknesses. Constructive feedback enables them to identify their
mistakes, understand the reasons for them and explore alternative strategies to improve their
future performance. In addition, debriefing encourages learners to be reflective and to analyse
their thoughts, feelings and behaviours in order to make informed decisions. This reflexivity
enhances their professional development and their ability to transfer their learning to real-life
situations.

4. Conclusions

The lack of a specific model for post-simulation debriefing of trainers poses a challenge in
understanding their role and how they perform this role and for what impact on the learners.
To fill this gap, we propose to clarify the role of the trainer in post-simulation debriefing and
to identify the unique components of their activity in a model (D-STAM).

For this purpose, two parallel integrative reviews of the literature were carried out, including
33 papers. The results aimed to answer two questions: 1) "What is the unique role of the trainer
in postsimulation debriefing and how can this role be comprehensively elucidated in order to
improve understanding of its influence on learners' reflective processes?" and 2) "How can we
systematically identify and model the unique components of the trainer's activity in post-
simulation debriefing while ensuring the preservation of situational specificity in an overall
model?”

Following a qualitative analysis according to Braun and al. (2019) and supported by the N-
vivol2 software, the results highlight that the debriefing trainer is first and foremost a
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facilitator. Although this concept has not yet been stabilised (Policard, 2018), it seems that the
trainer-facilitator a) encourages and helps the learner to take action to identify and solve
problems related to his or her professional field, and b) guides the learner in an in-depth
reflection on this action in order to enable him or her to develop operational models that can
be transferred to similar real-life situations in the future. Being a facilitator therefore
corresponds to a pedagogical attitude that aims to promote learning within the framework of
active teaching methods and that includes, but goes beyond, coaching.

Secondly, debriefing takes place in a dynamic, double-regulated context where situations,
interactions and learners' reactions change in real time, requiring the trainer to adapt
continuously. The trainer must therefore regulate his or her activity on the basis of several
components, which are detailed in the Debriefing Simulation Trainer Activity Model (D-
STAM). This model provides a synthetic conceptual framework for understanding and
improving debriefing in different domains. Based on Leplat and Cuny's (1974) model and
adopting a multi-component perspective, the DSTAM highlights three levels of variables
(input, process and effect) from which the trainer's activity can be described. Level 1 examines
the internal conditions associated with the trainer's personal and environmental factors. The
combination of these factors influences the way the trainer engages in the debriefing activity.
Level 2 focuses on the trainer's activity, approached from cognitive, didactic, psycho-
pedagogical and objectification points of view. This activity is flexible and adapts to the
dynamic context of debriefing, which is both anticipatory and restorative. In addition, we also
examine the trainer's use of technology, taking into account both the prerequisites (level 1) and
the way in which he or she implements the technological support. Level 3 is devoted to the
effects of the trainer's activity, both on him/herself and on the learners. These effects can be
felt in the short or long term, thus consciously or unconsciously reactivating the results
produced by the activity.

5. Discussion

The D-STAM model, developed through an integrative literature review, provides valuable
insights into the debriefing activity of trainers. It comprehensively considers the various
components at play, including internal and external conditions, the activity conducted and its
impact. This holistic approach enhances our understanding of the complex interactions that
influence the trainer's role. In addition, the model emphasises the concept of dual regulation,
whereby trainers adapt their activity based on both personal inclinations and external
constraints, in line with pedagogical objectives.

In practical terms, the D-STAM model emphasises the importance of adequate training for
trainers, particularly in the specific pedagogical skills required for debriefing. Equipping
trainers with the necessary tools and knowledge promotes effective regulation of their activities
and supports learners' learning. In addition, recognising the impact of internal and external
conditions highlights the need for adequate resources and a conducive working environment to
enhance trainers' commitment and effectiveness. Evaluating and reflecting on trainers'
debriefing practice also emerges as a crucial aspect, requiring the development of assessment
tools to identify strengths and weaknesses, thereby promoting continuous improvement.

Future research could explore a model tailored to trainers acting as facilitators or guides, with
a focus on accompanying gestures during debriefing. Precise and operational process variables
should be developed to explore the unique dynamics of these roles. Understanding professional
guiding gestures and their influence on learner reflection and learning could shed light on their
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effectiveness in promoting critical thinking and identify areas for improvement. Furthermore,
exploring the match between trainers' actual practice and their stated approaches may reveal
factors influencing the use of guidance. Finally, consideration should be given to training
trainers in effective debriefing guidance, including appropriate teaching methods and resources
to enhance their skills.
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Abstract

Due to the vast amounts of data generated at educational institutions and need for teachers to
personalize feedback to every student, having an automated feedback system to support
educators is important. Data research teams at the Atlantic Technological University have
developed an automated feedback system that sends lecturer feedback to student based on their
performance and learning patterns. This was developed using a combination of different
technologies from the application of python programming, data cleansing, and API link using
Microsoft Power Automate. This paper reports on the student feedback from this system and
their experiences reading them. Data gathered from students regarding their experiences in
educational institutions is known as student feedback. This feedback can be expressed in
speech, writing, or gestures. Additionally, it is utilized by organizations or educators to
implement changes to current practices. Students lose focus on the goal of learning when
grades are attached to every assignment, whether it be summative or formative, and instead
adopt the mindset that they must perform with mastery even from the first time they tackle an
issue. This frequently prompts students to look for holes and short cuts to get a decent mark.
They avoid learning so that, even if they have not grasped the content, they are more likely to
succeed and receive the highest grades. The only way to escape from this grade-oriented
fixation is through a fundamental educational change that emphasizes the value of feedback in
student learning rather than relying on grades and results. Data used for this pilot study is taken
from a selection of first year students (n=206) and this paper discusses the methods used to
automate the personalized student feedback and reports on the student experience of the system.
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Introduction

Research in the field of education emphasizes the significant role of feedback in enhancing
students' learning experiences (Mamoon et al., 2016). Alina Mag's study (2019) acknowledges
feedback as a crucial aspect of learning, which has been largely overlooked in recent research,
particularly from the perspective of students. Her work also emphasizes that students learn
more effectively when they receive clear indications of their learning progress and guidance
on how to improve. Henderson et al. (2021) further emphasize that learners have diverse needs,
and it is important for educators designing feedback systems to consider these diverse groups
of students. Nateil Carby's research (2023) concludes that personalized student feedback is an
essential strategy for educators.

These studies underscore the increasing recognition of the importance of personalized feedback
for students. However, educators and instructors encounter various challenges and obstacles in
providing this vital component of student learning. Brit Paris’ research (2022) reveals that
instructors struggle with the high workload associated with individually providing feedback to
numerous students. Michael et al. (2019) also highlights the time constraints faced by
instructors in their work.

These challenges have prompted the need for further research to explore new techniques that
can automate the feedback process and make it more personalized. The need to understand
reasons for low engagement and student dropout as highlighted by O’Brien, C. (2022) also
motivated this research.

Methodology

The first step in developing an automated and personalized student feedback system involved
gathering student learner data from their virtual learning environment, Moodle. This data was
obtained with appropriate permissions either through manual downloads or by utilizing the
Moodle API. For our study, we extracted data for 206 first-year students who were enrolled in
a Math Module. Once extracted, the data underwent cleaning and transformation processes
using Python programming to make it suitable for analysis and personalized feedback
generation. During this process, personally identifiable information, apart from student names
and registration numbers (for identification purposes), were carefully removed. From the initial
dataset containing 56 columns of data, we selected 8 key columns that were relevant for our
reporting. The selected columns are described as follows:
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Column Description.
Average Grade Grade scored for the math module. Numeric values.
Interactions Interactions count from log files based on Moodle interactions.

Numeric value.

Journal Score

Score of student participation in Journal classes (designed to
encourage students work together and practice topics under
guidance). Numeric value.

Quiz Scores

Score of students during their quizzes. Numeric values.

Journal Attendance

Gives a Percentage of student journal attendance rate. Numeric
Value.

Lecture Attendance

Gives students general lecture attendance rate. Numeric value.

Name

Student name for Identification and personalization. String Value.

Email Address

Student’s email, tied to the student registration numbers for sending
personalized emails. String values.

During the data preparation phase, we conducted checks for missing values and replaced them
to ensure data integrity and prevent errors. Following that, a Python script was executed on
specific columns such as average Grade, Interactions, Journal score, Quiz, Journal Attendance,
and Lecture Attendance. This script iterated through each student and generated five new
columns containing comments based on their respective values.

The determination of threshold values for these comments relies on the discretion of the
lecturer, and the number of comment categories can be expanded if needed. For this study, the
comments were limited to 2-3 categories. However, it is flexible to increase the number of
categories to meet the personalized feedback requirements of teachers. The essential aspect is
to make decisions regarding the type of comments that should be assigned to students based
on their scores within the predefined categories established by the teacher.

This is a snippet of the Python script automation to generate new columns:

for i in range(data.shape[0]):

#Journal

if data['Journal_score'][i]>=4.5:

data.loc[i, ('journalcomment')]+="Your Total Journal score was way above the average. Way to go! Keep it up."
elif data['Journal_score'][i]>=2.5:

data.loc[i, (" journalcomment")]+="Your Total Journal score was above average

"Good one, keep trying hard to complete all journals.™
elif data['Journal_score’][i]<2.5:
data.loc[i, (" journalcomment')]+="Your Total Journal performance was below average
"..We know that maths could be challenging, but we believe that with consistent and frequent work you can
"..achieve better outcomes."

#Quiz

if data['Quiz_score'][i]>4:
data.loc[i, ("quizcomment')]+="You performed well above average on your Quizzes. You should be happy! Keep it up"
elif data['Quiz_score'][i]»=2.5:
data.loc[i,("quizcomment')]+="You performed above the average score for your quizzes,however mastery requires
.. repetition until can't get it wrong."
elif data[ 'Quiz_score'][1]<2.5:
data.loc[i, (" quizcomment')]+="Your performance on the Quizzes was below average. We believe you can achieve maste
"..if you try to put in more effort, we can support you."

#Attendance

if data['lLecture_attendance'][i]>=70:
data.loc[i, (" attendancecomment')]+="Your attendance rate has been great this semester. Keep it up”

elif data['lecture attendance'][i]<70:
data.loc[i, (*attendancecomment')]+="You need to attend your classes often to improve your attendance score”

#Interactions

if data['interactions'][i]>=690:
data.loc[i, ("interactioncomment")]+="0Our systems show you are interacting very well with Moodle.
"That is a good habit. Keep it up"
elif data['interactions'][i]>200:
data.loc[i, ("interactioncomment')]+="0Our systems show your level of interaction with moodle is below average.
"Evidence shows that students who interact frequently with the online materials perform well in the module.”

elif data['interactions'][i]<=200:
data.loc[i, ('interactioncomment")]+="Our systems show you have not been interacting with moocdle that much.
"We hope everything is okay? Let us know how we can help you through the feedback form"

Figure 1: Code Snippet showing Python Comment Automation
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In the provided code snippet, thresholds were established for the Journal, Quiz, Attendance,
and Interactions columns. Based on the scores within each column, individual comments are
generated for every student. Let's consider the Journal score as an example. If a student
achieves a score of 4.5 or higher, they are considered to be performing well, and the
corresponding comment "Your total journal score was way above average. Way to go! Keep it
up" is assigned. In case the first condition is not met, the code proceeds to the next condition,
checking if the student's score is 2.5 or higher. In this case, the comment "Your total journal
score was above average, good one, keep trying..." is assigned. Lastly, for scores below 2.5,
the student is given the comment "Your Total Journal performance was below average. We
know that math can be challenging, but we believe that with consistent and frequent work, you
can achieve better outcomes."

The automation process applies the same logic for the Quiz, Attendance, and Interactions
columns, with thresholds and corresponding comments set by the teacher.

After generating the new columns with comments, a preview of the data is conducted to verify
that the columns were created correctly and that the assigned comments align with the
corresponding scores, as illustrated in Figure 2.

Outf[41]:
Lecture_attendance attendancecomment Quiz_score quizcomment Journal_attendance Journal_score Journal_without journalcomment Exam_Contribution

Your

You need to attend performance Your Total

Journal

63.16  your classes fﬁf:epolo 15 szzeﬂsnvbr;i 78.57 121 154 performance was 0.00
p e below avera
You
You need to attend performed ijgmg:
68.42  your classes often to 45 well above 85.71 234 273 erformance was 6.07
impro average on P below avera
your Quizz :
You
Your attendance rate performed Jﬂu;f:;rsTC%trael
94.74 has been great this 45 well above 100.00 4.80 480 RS AN A 7.86
semes average on thye e
your Quizz.
You
Your attendance rate performed Jﬂu:;_?;r;%trael
77.78 has been great this 45 well above 83.33 3.03 364 was above 6.79
semes average on average. Go
your Quizz. ¢
Your
You need to attend performance YOS;J?;::
22.22  your classes often to 0.0 on the 16.67 0.06 0.38 S TETER S 0.00
impro... Quizzes was P i
A e below avera...
Your
You need to attend performance YGS;J:;;:
50.00 your classes often to 00 on the 16.67 0.00 0.00 TR S 0.00
impro. Quizzes was P below
e elow avera
You
Your attendance rate performed Juu;?;rsTc%trael
100.00 has been great this 45 well above 100.00 3.60 3.60 was above 6.43
semes... average on average. Go
your Quizz... ge. 50...
You
Your attendance rate performed Jﬂu;f;r;%trael
7368 has been qreat this 30 above the 85.71 3.07 359 rmm e 714

Figure 2: Preview of Combined Data after Automated Comments

A configuration was established to integrate Microsoft Power Automate with the output
generated by the Python script, enabling the dispatch of emails using a pre-designed template.
The data containing individual comments is directed to Power Automate, where an email
template containing general information for all students is generated. To establish the
connection between the data with individual comments and the Power Bl API, the Python
requests package (Chandra et al., 2015) was utilized. In the provided code snippet, the section
marked "http://" should be substituted with the URL link provided by Power Automate during
the creation of the flow:
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In [51]: M dimport requests

count=0

url="http://X0C0000000XX "

for i in testing_stream:
headers = {'Content-type': '"application/json', "Accept': 'text/plain'}
r = requests.post(url, data=json.dumps(i), headers=headers)
print(r)
count+=1

Figure 3: Connecting to Power Automate for Email Dispatch

The email template in Flow once the data has been pointed to its URL, would look like this
and is customizable:

Send an email (V2) @

*Ta N Email address x
*Subject ‘ Math Student Feedback 2022 ‘
* Body Font v 2vB ] U /Z:=i= & <[>

Dear MEM  First name x

We hope you are enjoying first year maths. Here is a summary of your
progress in maths so far.

Attendance & Interactions with Moodle

Your participation at lecture is Lecture attendance x  2nd your
interaction with moodle is interactions x - the median for your peer
group is 690,

@

(=8 attendancecomment x

interactioncomment x

Add dynamic content from the apps and connectors

used in this flow.

Show advanced options ™

} Dynamic content Expression

Save ‘ P att

When a HTTP request is received

-
attendancecomment

Figure 4: Customizing Power Automate Flow to pick values from automation
As shown in image above, once data from the Python script is connected to Flow, the column
values will show as dynamic content. Dynamic content refers to data produced from an action
and acts like a placeholder for each row of data coming through the API.

With this dynamic content, once template is created and customized, the personalized
comments and different values will be replaced for each email sent from the template.
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This was customized and emails were sent out to students within minutes after a few test emails
using dummy data was used to test how the email would be received by students. The email
below is a preview of the test emails sent with Exam score set at zero.

Student Feedback - QD « « -~
To: Mon 21/11/2022 14:08

Dearm

We hope you are enjoying first year maths. Here is a summary of your progress in maths so far.

:;;;;;al Weork ?It;l;z)es f:: 9':; Marks so far |Average Mark so far %
1.21 15 0 271 100

Remember there is no such thing as a maths gene. All our brains have a remarkable capacity to grow and change with frequent practice

and effort.

Attendance & Interactions with Moodle

Your participation at lecture is 63.16.% and your interaction with moadle is 376, the median for your peer group is 690.
You need to attend your classes often to improve your attendance score

Our systems show your level of interaction with moodle is below average. Evidence shows that students who interact frequently with the

online materials perform well in the module.
Journal Work (Mandatory Attendance)

Your participation in journals is 78.57%

Your journal score is 1.54 and weighted by your attendance is 1.21.

Your Total Journal performance was below average. We know that maths could be challenging, but we believe that with

consistent and frequent work you can achieve better outcomes.

Moodle Quiz Effort

Each Mastery Quiz is worth 1.5%, you need to get 100% in the Quiz to realise this.
Your quiz score is 1.5

Your performance on the Quizzes was below average. We believe you can achieve mastery if you try to put in
more effort, we can support you.

Quizzes are a great opportunity to practise and learn from your mistakes
Exams

You achieved 0 in your exams so far.

Total Marks For Maths

Your marks so far in maths is 2.71 out of the 19.5% available. This gives you an average score of 100 calculated by (course

contribution/available marks) * 100%

We would like to get your feedback by 12:00pm on Friday, 25th November, 2022 through the form at this link: Course
Feedback Link

Figure 5: Test Sample Email Created for Demonstration Purposes
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After confirming the satisfactory appearance of the test emails, all 206 emails were
automatically sent to the respective students based on their uniquely generated comments.

Results

Results of the feedback form received from the students to get their perspective on the form
showed that 93% found this feedback very useful.

Rate the personalised feedback email (5 = really good, 1 = poor)

Mare Details {J: Insights

140

120

100

4.51 ;

] . 60

Average Rating

40

20

0 ./
3 4 5

1 2

Figure 6: Overall Rating of Student Feedback by Participating Students

93% rated between "4 - 5" for this question

Score distribution

127

65
2 2 M .
4

Rating score 1 2 3 5
Figure 7: Rating Distribution for Question
We also asked students to comment freely on their choice of rating and we received 203

response many of which found the feedback good and useful. The figure below shows a word
cloud of the most common responses we got:
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Please comment

More Details £ Insights

Latest Responses

203 ‘oo

Responses "You get your feedback, that's all."

'i find them very handy and easy to understand"

O Update

53 respondents (26%) answered good for this question.

feedback is very useful Email was very informative

feedback email feedback was clear

good idea personalised feedback

good feedback detailed feedback

easy to understand
feedback was great helpful

good feedback maths
module personal feedback Great feedback

feedback was helpful feedback form feedback was very good

Figure 8: Word Cloud of Free Comments from the Students

We asked the students how best they would want to receive this kind of feedback and we found
majority of students preferred to receive this kind of feedback by email as the word cloud of
responses showed:

169 respondents (82%) answered email for this question.

personalised feedback feedback was amazing
Email would be better email is not  email if possible personal feedback

H *
email feedback wayema |I person or via email
record of my feedback E mail .
Email or in person feedback very important

person feedback
Email is more private

message or email good

email or moodle easier by email

Figure 9: Word Cloud of Student Preference to Receiving Personalized Feedback

Finally, we wanted to find out how the language used for this feedback made them feel. It was
interesting to see a lot of positive responses as shown in the word cloud:
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How did the language used in the personalised feedback form make you feel?

More Details £ Insights

Latest Responses

206 ‘oo

Responses I understood it so it's not too complicated

"good "

O Update

55 respondents (27%) answered Good for this question.

results easy
maths Language used in feedback

language was concise
good job

Good about the work good mix
encouraging
good about the progress feedback GOOd Language personal feedback

language was clear easy to understand

Happy feel alright hard work

language was good feedback form

Figure 10: word Cloud Preview of How Language Used Made Students Feel
Conclusion
We believe from results of this research that automating personalized feedback for student hold
potential to be of value to students and support educators overcome the challenges of having
to give this kind of feedback considering the volume of students and time commitment required.
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Abstract

The main objective of this research is to investigate the impact of pedagogical techniques
involving L1 on reducing anxiety in L2 presentation performances among Japanese university
students learning English as a foreign language (EFL). In our English presentation class,
seventeen EFL students gave a short presentation in English based on homework in which they
write short paragraphs on how to persuade the audience to purchase a product of their choice.
The in-class presentation consisted of three stages: First, students gave a presentation in
English; then they gave the same presentation in L1, which students were not previously
informed of; finally, students gave the same presentation as in the initial round. All three stages
of their presentations were evaluated per the following four categories: Content, language
(accuracy, comprehensibility), non-verbal performance and overall performance. The result
showed that student performance in L2 was improved through the technique of L1 presentation,
where the language anxiety factor is removed. In comparing pre- and post-treatment stages,
specifically, it was found that positive experience with reduced anxiety in the medial stage led
to enhance performance in the final stage.

Keywords: Foreign Language Speaking, L2 Speaking Anxiety, EFL Pedagogy
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1. Introduction

This research explores pedagogical techniques aimed at improving L2 speaking performances
by incorporating L1-involved practice prior to engaging in L2 speaking activities. The research
focuses on Japanese university students enrolled in an English public speaking course, and data
was gathered through video-recorded presentations in both L1 and L2. The analysis primarily
centers on nonverbal performances relevant to L2 speaking anxiety. The findings reveal that
content-focused speaking activities, particularly using L1 before L2 presentations, have the
potential to alleviate anxiety and improve L2 speaking skills. The pilot task conducted during
this study has some limitations; however, we hope that educators can apply the methods
employed in their foreign language classrooms to help reduce language anxiety and public
speaking anxiety experienced by L2 learners.

2. Background
2.1 L2 Oral Presentation Anxiety

Success in the academic and professional environment necessitates clear communication in
spoken English. Consequently, many EFL classrooms in Japan incorporate oral presentations
as a learner-centered activity to enhance students' communicative competence. However,
previous studies have indicated that oral tasks are particularly anxiety-provoking for foreign
language learners (Horwitz et al., 1986). Gregerson (2008) observed limited facial activity,
reduced eye contact, and closed posture in anxious learners. Anxiety levels are often reported
to be higher in Asian contexts like Japan (Williams and Andrade, 2008). Additionally, gender
has been identified as a factor influencing foreign language classroom anxiety, with male
students exhibiting higher levels of anxiety than female students (Kitano, 2001; Awan et al.,
2010). Given that a majority of our students are engineering majors and male, we can surmise
that speaking activities pose significant challenges in their English language learning.

2.2 Anxiety-Provoking Factors in L2 Speaking

Numerous factors contribute to anxiety during L2 speaking, including fear of making mistakes,
negative evaluation, being laughed at, lack of vocabulary and grammar knowledge, imperfect
pronunciation, low proficiency, lack of practice, personality traits, family background, and low
self-confidence (Liu, 2006; Sadighi & Dastpak, 2017). However, if students concentrate on the
content they are conveying rather than the language forms, the pressure of L2 speaking might
be mitigated. Content-Based Instruction (CBI) aligns with this assumption, as it advocates for
teaching content or information in the language being learned without explicit and separate
language instruction. Rather than isolating language learning from content, CBI integrates
language acquisition within meaningful subject matter, allowing learners to engage with the
target language in a more authentic and purposeful context (Heo, 2006). It is grounded on the
assumption that learners benefit most when language learning is presented in a meaningful and
contextualized manner, with a primary emphasis on acquiring information. This approach shifts
the focus away from solely addressing pronunciation, grammar, and sentence structure during
language instruction. Instead, learners are encouraged to concentrate on the content they aim
to convey, potentially alleviating the pressure associated with L2 speaking. Furthermore, this
instructional method is not limited to comprehension and expression of content; it extends to
producing utterances as well. In this context, the focus shifts from merely teaching the subject
matter to guiding students to concentrate on the what of their communication, rather than solely
on the how. By emphasizing the content of their message, learners may experience reduced
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language-related anxiety and greater confidence in their L2 speaking abilities. As such, this
study aims to investigate how incorporating content-focused speaking activities, such as using
L1 (first language) before L2 (second language) presentations, can contribute to reducing
anxiety and improving L2 speaking skills among Japanese university students in the EFL
(English as a foreign language) context.

2.3 Relaxed L1 Presentation as a Successful Experience Boosting Self-Efficacy

Self-efficacy refers to an individual’s belief in their own ability to accomplish specific tasks or
achieve goals. It was introduced by Bandura (1997), who emphasized the role of self-belief in
boosting confidence. Among the four sources of self-efficacy (Mastery experiences, Vicarious
experiences, Verbal persuasions and Affective indicators), Bandura claims that “Mastery
experiences” are the most influential source of efficacy information. When you succeed at
something, it boosts your confidence and belief in yourself. Successes make you feel more
capable. On the other hand, if you experience failure, it can lower your confidence and self-
belief. We believe that L2 learners’ boosted confidence and relaxed attitude during the L1
presentation phase, leading to a successful experience of giving a presentation, can raise the
self-efficacy of the participants and result in better performance in the final presentation in L2.

3. Methodology
3.1 Participants

Participants in this study were 15 Japanese university students, 1 Vietnamese student and 1
Chinese student enrolled in an English public speaking course (“Presentation Skills”). The
students were engineering majors and exhibited varying levels of English proficiency. The two
international students from Vietnam and China exhibited higher proficiency in English
compared to their Japanese classmates as they had to reach certain level of English to be able
to be admitted to a Japanese university. They were proficient also in Japanese.

3.2 Procedure

The course ran for fourteen weeks, with two 100-minute sessions per week. In Week 12,
participants were asked to give a short presentation in English based on a homework
assignment in which they wrote short paragraphs persuading the audience to purchase a marker.
The in-class presentations comprised three stages:

Phase 1. Initial presentation in English (L2)
Phase 2. (Uninformed) presentation in Japanese (L1 for most students)
Phase 3. (Uninformed) final presentation in English (L2) again

We had seventeen students in total, who could participate in this activity in class and we made

a pair to present together, so we had a total of nine groups, with one group, one student was
missing.
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3.3 Analysis

The presentations were video-recorded and evaluated using criteria for content, language,
nonverbal performance, and peer evaluation, with a particular focus on nonverbal behaviors
associated with L2 speaking anxiety (Table 1).

Category Items Descriptors 2 1 0
Content Coherence Contains clear introduction, body and conclusion
Information presented in a logical sequence
(6 points) Easy to follow
Content Providing relevant information
Presenting supporting/convincing description/argument
Creative use of presentational aids (e.g., visual aids)
Length Presentation is completed within the time assigned
(Neither too short nor too long).
Delivery Comprehensibility Overall intelligibility on part of audience
(Presentation) — Accuracy (grammar, range of vocab) Correct use of grammar
Verbal Wide range of vocabulary
Speech rate/ Speed Presentation at an appropriate speed
(10 points) (Neither too fast nor too slow)
Spontaneity/ Spontaneous speech beyond the script
ad lib Spontaneous use of presentational aids
Voice volume & clarity Appropriate volume of voice
Clarity of voice
Delivery Body language Natural gesture (use of hand)
(Presentation) — Confident body posture (open posture throughout)
Non-verbal Eye contact Eye contacts with audience, without looking down or away.
(Frequency and proportion to the whole presentation)
(10 points) Spoken, not read Presentation in the spoken manner, not reading mode
(% of relying on the script prepared)
Inter-speaker communication Cooperative manner to make it as one presentation
Mutual communication during the presentation
Overall naturalness Overall impression of the presentation being natural, engaging,
and persuasive
Reception by Peer feedback Questionnaire result
Audience - - - - -
Engaging the audience Engaging the audience throughout the presentation
(4 points) Use of humor

Table 1: Evaluation criteria

For the analysis in this study, we measured the length of their presentations for three different
stages, and the number of their nonverbals such as eye contact with the audience, hand gesture
and hand gesture per 10 seconds.

4. Results and Discussion
4.1 Presentation Duration
Below is one sample student presentation transcribed from the video (P1).

A: We got the new marker ... markers we are using. [Brief eye contact]
B: Look at these three markers. Suppose this marker A.
We use this marker everyday. You can use it for long time. ...
Thus, it is not easy for... Here is marker B.
[Eye contact] It is easy to hold it because the size fits your hand.
[Eye contact] It is not easy for people to use it for long time.
A: Finally, this is a new marker. [Pointing at B’s marker]
The size of this marker is ...[Eye contact] It is easy to use.
We can use .. for a long time with a new marker. [Brief eye contact]
On the other was, new marker has merits over marker A and B.
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Do you want to buy it?
[Audience laugh]
That’s it for today. Thanks for listening.

Their video recordings for three different phrases were first measured in length.
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Figure 1 shows the change in presentation duration for nine groups from Group A to I. The blue
bar is the very first presentation in English. Orange bar shows the second one in Japanese (L1
for most students). The last gray bar indicates the length of their final English (L2) presentation,
which they were asked to give without reading their original script. There are inter-group
variations as to which one is the longest or shortest. The analysis of presentation duration
indicates that students’ third presentation (P3), conducted in English without the script, was
the shortest. This reduction in duration is expected, considering that students had to recall the
content from memory without referencing the script.

4.2 Nonverbal Cues During the Presentation

Although their presentations were the shorted in length for their final rounds in L2 English,
participants demonstrated increased eye contact and engaged more in hand gestures during the
second and third presentations as shown in Figures 2 through 4, showcasing a higher level of
comfort with their L2-speaking skills.
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Figure 2: Change in the percentage of eye contacts
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Figure 4: Number of hand gesture per 10 seconds

Moreover, students tended to provide more detailed explanations during their presentations in
L1, and they became more interactive with the audience, incorporating humor and jokes.
Positive experiences with reduced anxiety during the L1 stage appeared to lead to more relaxed
and confident performances in the final L2 stage (Bandura 1997).

5. Conclusions

Learning English as a foreign language can be challenging, especially for students with limited
exposure to the target language outside the classroom. The use of content-focused speaking
activities, particularly L1 presentations before L2, has the potential to mitigate language
anxiety and improve L2 speaking skills. Encouraging collaboration among students can create
a supportive and non-judgmental atmosphere, enabling students to feel more comfortable
expressing themselves in English. The research findings provide insights for educators to
consider implementing similar techniques in their classrooms to enhance language learning
experiences and reduce anxiety associated with L2 speaking.

It is important to acknowledge the limitations of this study. First, the sample size was relatively
small, with 17 participants from various engineering majors. A larger and more diverse sample
could provide more robust insights. Additionally, the study was conducted in a controlled
classroom setting, and the findings may not fully capture the complexities of real-life language
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use. Further research in authentic contexts could offer valuable insights into the effectiveness
of L1-based techniques in reducing L2 speaking anxiety. Lastly, the study focused on nonverbal
performances related to anxiety; future studies should consider incorporating verbal aspects to
provide a comprehensive assessment of anxiety reduction techniques.
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Abstract

The European Campus Rottal-Inn (ECRI), which is a part of the Deggendorf Institute of
Technology, is considered to be one of the most culturally diverse campuses, with one of the
highest international student populations, in Germany. The highly diverse and international
environment of the campus, which is set in a rural area of Bavaria, offers an exceptional
opportunity to study in a diverse and intercultural setting. However, it also means that the
students, staff, and the local community often have differing expectations of behavior,
interaction, and tolerance. The Group Expectations Framework, a framework for determining
common expectations, was developed through various workshops and surveys that were
conducted with the students, staff, and local community participants. The framework allowed
for responses from the participants of differing interest groups to be analyzed and to
determine how these fit into the of the different categories of subcategory of expectations,
their norming or forming character, and if the expectations were seen as voluntary behavior
or were seen as a code of conduct with a regulatory character.

Keywords: Expectations, Large Diverse Groups, International Students, Group Expectation
Framework
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Introduction

Human life is driven by expectations, particularly in situations regarding to plan future steps
of education, career planning or to stay abroad. These expectations are either aimed towards
ourselves, towards others, or both. The tricky thing is to identify thoughts on these topics as
expectations, to structure them and finally verbalize them.

As early as 360 b.c. Plato wrote, that “each man possesses opinions about the future, which
go by the general name of Expectations” (Bury, 1967/1968, Plato Laws, 1.644c). Curtin
(2019) argues humans form expectations automatically, sometimes conscious, and sometimes
unconscious, with passion or reason. They can be based on information from private
surrounding or public influences. This includes all kind of influences. Even today’s social
media platforms might have an impact. They may even be a crucial driver in modern times.

Students at the ECRI campus in Lower Bavaria come from more than 80 different nations.
The interaction between staff and students showed that there were noticeable and often very
specific expectations the students had towards the university staff, their education, their
fellow students, and the general public of the local community around them. The conditions
at the campus are unique in this sense as the surrounding area is very rural and traditional, but
nearly all the students were socialized in cultures other than Germany and even Europe. In
order to make their study experience a successful and positive one, the decision was made to
create an overview which contains all common expectations from students and other
stakeholders at the campus. This overview was meant to function as a guide or Code of
Conduct.

The challenge was to capture the expectations of the large diverse group, which was not only
ethnically and culturally diverse, but also to be able to capture the correct definitions or types
of expectations. How expectations are formed is dependent on the upbringing, cultural
background, personal and social influences, and these varied greatly between our
stakeholders (Rieger, 2018). So, in the first step, it was important to conduct a survey to
collect the actual meaning of the word “expectation”. In the second step, a workshop was
held to collect data about the specific expectations from the stakeholders towards themselves
and others.

A very basic definition of “expectation” can be found in the Cambridge Dictionary: “The
feeling or belief that something will or should happen” (Cambridge Dictionary, n.d.). The
Oxford English Dictionary explains that an “expectation” is “the action or fact of anticipating
or foreseeing something; the belief that something will happen or be the case” (Oxford
English Dictionary, n.d.). Both definitions are oriented towards the future and should give the
person expressing the expectation a plan or certainty. James (2011) defines two kinds of
expectations: predictive and normative expectations. Whereas predictive expectations are
formed based on the past, normative expectations are not. Latter imply what is seen as
reasonable and desirable.

Research on groups has shown that people connect themselves by shared goals and most of
us share expectations of respect, openness, and empathy (Forsyth, 2017). It was determined
that a filter would be required to distinguish the different kinds of expectations mentioned by
the research participants, and to be able to determine the possible differences in subjective
meaning. The literature review concluded that there is not yet a framework that categorizes
expectations of large diverse groups in terms of their motivational and binding character for
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all members of the said group or community. This led to the decision to create a framework
for this purpose.

Models for expectations in other scientific fields were explored. Most of the existing models
on expectation research cover fields such as customer feedback, market research, predictions
of the effectiveness of medical procedures, and even medications for the patients (Zhang et
al., 2021; Sheth & Mittal, 1996). One example, the ViolEx Model shows that expectations are
formed based on three long-term factors, which is one step above the Group Expectations
Framework as it filters already existing expectations and not their formation (Rief &
Glombiewski, 2016). The Group Expectations Framework differs, in that it identifies three
main categories, five subcategories and seven types of expectations that can be assigned to
specific responses. It is also designed to identify the underlying motivation and to consider
potential intercultural factors.

Current State of Research

Expectations are part of our daily life and formed on both a conscious or unconscious level
(Fuchs, 2022). They can be built regarding a certain expected behavior from a person or
outcome of a situation. Most of the times expectations are result of past experiences (Fuchs,
2022). Favero and Kim (2020) agree with that statement and explain that past performances
and past satisfactions have an influence on current expectations. Further expectations seem to
be sturdy over time, as good experiences have been made before.

Leung at al. (2009) stated that expectations are oriented towards the future and people think
they can influence the outcome by their current behavior and status. Therefore, expectations
impact the goals people set for the future and how they plan it. Expectations have a guiding
character for future behavior and development (Bandura 2001; Nurmi 1991; Seginer 2008).
Howard (2005) determines a close connection between expectations and how students filter
information and in a consequence make decision (as cited in Pike, 2006).

Types of Expectations

In general expectations can influence the behavior of people in and outside of their
educational or professional setting. For this reason, expectations are not only influenced by
the socialization of the individual but also vice versa (Pike, 2006).

Current discourse on the topic has shown different ideas to categorize and define expectations
depending on how they were formed. Four types have been discussed so far which are
relevant for the research described in this paper: adaptive expectations, implicit expectations,
explicit expectations, and rational expectations. Adaptive expectations lie on the foundation
of previous experiences made in a similar situation. The expected outcome may or may not
occur as expected. Implicit expectations are not directly expressed and based on an assumed
behavior of the other person, whereas explicit expectations are articulated through guidelines
that allow people to act accordingly and consequently the outcome can be demanded.
Rational expectations are based on past experiences like trends and are based on existing
knowledge. Although these definitions are not evidence-based, they are helpful to think about
and better explain why people have expectations and how they can differ from each other
(Peterson et. al, 2016; Gertchev, 2007; Young & Darity, 2001).
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Expectations of Groups

Expectations do not only concern individuals, but also groups often build shared expectations
based on the facts which they form common goals, tasks, categorization, and systems
(Forsyth, 2017). Participations and interactions of group members are dynamic processes
which define the nature of the group itself and how the groups connect with other groups,
other individuals, or larger institutions (Cartwritght & Zander, 1968).

The literature mentions common expectations in group settings are respect, openness, being
heard and seen, tolerance, support, and acceptance (Forsyth, 2017). Based on the
characteristics of expectations mentioned above, the motivation for expressing expectations is
not always clear. With diverse groups in particular, culture might influence the subjectivity of
the expectation (Rieger, 2018). Expectations are dependent on the cultural background of a
person as well as the context of the situation. It is important to consider, as an individual or a
group, to be sensitive and open towards expectations from others (Kim & Goldstein, 2005).

Communicating Expectations

Communication plays a crucial role how expectations are expressed. It can be difficult when
differing cultural background underly expectations (Katz et al., 2001). Curtin (2019) argues
that if expectations are communicated in or to a group, they need to be expressed in a very
clear and precise manner using short messages. One must be flexible enough to try to
understand the cultural backgrounds and prejudice to be able to understand expectations in a
large diverse group (Kim & Goldstein, 2005). Although spoken language is often the focus,
body language must be included as well (Zhang et al., 2010). If the ability of intercultural
communication is hindered or lost, apprehension, prejudice, and the lack of interest in the
importance of spoken words are often the reason. Language skills play a crucial role in
expressing expectations (Kim & Goldstein, 2005). In this context two verbal styles of indirect
and direct communication must be considered. In individualistic cultures people tend to
prefer direct talk and messages, whereas indirect talk is preferred in collectivistic societies
(Ting-Toomey & Dorjee, 2019). If students communicate who have different linguistic
backgrounds this can lead to misunderstandings in the intention of the counterpart. Using
direct communication styles the speaker’s intentions are clearly expressed, for indirect
communication the opposite is the case (Toomey & Dorjee, 2019). As shown above,
expectations need to be expressed in a precise manner with a clear sentence structure. This
will definitely be harder to achieve by students from an indirect verbal background.

The following situation was observed at the campus. While the official language of the
campus is English, for most of the students and staff members it is their second language.
Misinterpreted, or mis-expressed expectations can lead to disappointment and the feeling of
not being heard. Students need to be provided with a safe space where they can share and
question their own assumptions in order to successfully communicate with others (Jin,
Cortazzi, 1997).

Seo and Koro-Ljungberg (2005) pointed out that high quality higher education can only be
provided if cultural identities and the heritage is considered. To avoid disappointment, which
can be a consequence when expectations are not met, it was decided to research about what
the students at ECRI expect, what motivated these expectations, and how they expected
others to deal with them.
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Influence of Culture on Expectations

Expectations form based on culture, upbringing, education, media, historical and societal
circumstances. Ethnicity plays a role as well as generational influences (Rieger, 2018).
Observations from staff and previous feedback from the students at the campus have shown,
that they seemed to have developed expectations from the campus community as well as from
themselves.

Drew (2023) located different situations in which individuals, depending on their cultural
background, have certain expectations. These can, for example, concern the behavior in a
classroom setting, behavior in libraries and situations outside a university. In general
expectations concern our daily actions in interaction in various situations, places, and with
other people (Drew, 2023). Members of a large diverse group expect different behaviors on
public transport, greeting procedures, privacy and space rules, and gender norms. In all these
situations different expectations can arise due to the cultural background and social
upbringing (Drew, 2023).

Although there are different expectations depending on the group and the situational setting,
there are certain values that can be found universally such as respect, openness, and honesty
(Hackman, 2022). At workplaces or in universities, professional communication, constructive
feedback, avoiding negative gossip, and clean shared spaces, such as common used
classrooms of office spaces, are defined and verified expectations (Drew, 2023). These
findings go along with the results from the research carried out at the international campus.
Professional communication is expected between professors and students while
simultaneously giving feedback in a respectful manner.

Measuring Expectations

Previous research provided different scales to measure expectations such as the Verona
Expectations for Care Scale (VECS) or the Verona Service Satisfaction Scale (VSSS), but
most of them concern either the public sector or medical fields (Ruggeri, Dall’Agnola, 2009).
The latter measures patients’, relatives’, and professionals’ expectations and satisfaction with
the provided care. Another model from Zhang et. al deals with the satisfaction of citizens
with public services. The Expectancy-Disconfirmation Model provides data on the

correlation between expectations being exceeded and the impact on satisfaction (Zhang et.al,
2022).

The ViolEx Model shows expectations are formed based on three long-term factors: direct
prior experiences, social influences, and individual differences (Rief & Glombiewski, 2016).
Yet again the model is established in the field of clinical psychology.

Current research has numerus answers on the identification of expectations, how they are
expressed or measured in medical, business, and consumer-oriented areas, but a method to
filter them according to the underlying motivation is missing. The two most common
qualitative methods for measuring expectations are focus groups and interviews, while
observational studies are also a frequently used method, too (Ayala & Elder, 2011).

The research presented in this paper shows the process of the design for a framework created

to code and filter the expectations of a large, diverse group, specifically, the groups of
stakeholders found at ECRI and the relevant findings of the research. The main research
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question that was asked was: “How can expectations of large diverse groups be filtered
through a framework to identify a set of expectations or shared expectations among the
campus community?”. Further important aspects were to understand the motivation behind
the expectations of the students as well as the community and how people deal with them,
especially if they were not met. Lastly, the clear understanding of the group expectations will
presumably lead to improved group dynamics.

Methodology

The Group Expectations Framework was created by employing a qualitative methods
approach that aimed to explore the expectations of all stakeholders of the international
campus, as a sample to represent, a large diverse group. The expectations were to be
measured in their relation to the functioning of the campus, the expectations regarding
interaction among stakeholders, and their general expectations about the services that should
be provided. The research design consisted of two forms of data collection: an online survey
and a public workshop.

The online survey, which was conducted in 2021, aimed to allow respondents to define and
identify their personal understanding and definitions of expectations. This was done to start
measuring possible cultural or stakeholder differences in what the term “expectations” could
subjectively mean, and to identify different subcategory of expectations that a diverse group
might have.

A public workshop, that was subsequently held in July 2022, was developed with design
thinking methodology. Especially the first three phases of the design thinking process were
relevant for the workshop. The focus was on the understand and observe steps, and the
synthesis step (Scheer et.al., 2012). This was intended to provide an opportunity for all
stakeholders, as well as the general population surrounding the campus, who was not
included in the online survey, to voice their expectation regarding various aspects of the
international campus such as behavior towards each other.

Research Design

The initial survey was created using an exploratory research approach and was designed to
allow the participants the ability to define their own expectations. This phase served to collect
the data needed for the subsequent workshop design. The workshop used a descriptive
research method, allowing the answers from both the survey and the workshop to be used to
create the framework in a qualitative methods approach.

Survey Design

The survey was designed to allow the respondents to identify and define what they believed
expectations to be. Although the response rate was low (n=29), the responses helped to create
the fundamental categories the framework uses. The responses to the survey were primarily
from students.

The survey was conducted using an online survey platform. It was anonymous and all

questions were optional. It was designed to allow for open ended responses, and there were
no identifying demographics asked aside from their status at the campus (what type of
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stakeholder). The survey was open to all stakeholders at the campus. The responses were
used to establish the primary expectation definitions.

The survey was analyzed using thematic analysis to determine the framework structure. The
answers where coded using a deductive coding technique to help interpret the data and form
the initial aspects of the framework.

Public Workshop Design

The responses from the workshop that was conducted in July 2022, helped to fine tune the
results. Again, the response rate was fairly low (n=58). The respondents included: professors
and teaching staff, general staff, students, and the general population of the region.

There was a design thinking facilitator that was asked to accompany the workshop. The
questions were designed to both gather expectations from all stakeholders at the campus, and
to also allow for the further refinement of the framework. The workshop included questions
regarding behavior, as well at expectations about the campus in general. The respondents
were left to move about the room and answer questions that were placed around the room.
Each question had a separate moderator. The questions were left in the room for several
hours, so responses could be given with enough time for reflection from the participants.
Each response was color coded, to allow the identification of the stakeholder type, but no
other identifying information was collected.

The workshop findings were analyzed by using a thematic analysis, that was partially based
on the survey findings. The workshop was used to validate the framework and identify
further categories, subcategories, or types of expectations, by identifying patterns of
responses from all stakeholder groups.

Findings

The combined findings of the survey and the workshop helped to provide a diverse insight
into the expectations that a large and diverse group can have within the context of an
international campus. By including a variety of stakeholders, the response is designed to be
representative sample of the campus population.

The analysis resulted in three categories of expectations, and five subcategories of
expectations. The subcategory of expectations could be further divided into seven different
types. The three categories are the main categories of expectations. Then the subcategories
further define expectations by adding the reason for the expectation. Finally, the types
identify the expectation and the motivation for it.
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Figure 1: Full overview of Group Expectations Framework
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Note: This figure shows all of the elements of the Group Expectations Framework
The three main categories of expectations that were identified were:

* Interaction: These are expectations that are primarily related to behavior.

* Infrastructure: These are expectations that are primarily related to the infrastructure
that the respondents expect the university or community around the university to
provide.

* Quality: These are expectations that the respondents had about the quality of teaching
or services that the university provides, or of the quality of the students’ work that the
staff and teaching staff expect from them.
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The five subcategory of expectations that were identified regarding Interaction:

* Principles & Values (Flexible): Expectations that are built upon existing principles
and values regarding behavior. These expectations are more generalized and often
have a suggestive character, but a clear ethical or moral directive. The wording
suggests flexibility regarding the implementation of these expectations.

* Standards (Not flexible): Expectations built upon personal standards regarding
behavior. The wording suggests that these expectations are not flexible and are to be
implemented exactly as stated.

* Rules & Regulations (Binding): Expectations that are considered as rules that need to
be followed and are binding. The wording has the character of a codex and can be
seen as expectations that can or should be enforceable.

*  Guidelines/Guiding (Non-binding): Expectations that are seen as suggestions are
meant to guide others. The wording has the character of a guideline.

* Agreement (Agreement from all response groups). These are expectations that are
seen in all respondent groups and have a wording that suggests universal agreement
across all cultures and respondent categories.

There were responses given that indicated expectations, but were not identifiable, either
because of lacking context, lacking English skills, or because they were not decipherable.
There were then out into a separate category:

* Extras/Not identifiable: Responses that are either not identifiable as expectations, or
responses that are clearly not an expectation. This included statements, presentation of
ideas that were not formulated to expect a response or behavior, or just not
understandable in language or grammar.

All subcategories of expectations were identified and used in relation to the category of
Interaction. However, expectations regarding Infrastructure and Quality primarily fell into
the Rules & Regulations (Binding) and Guidelines/Guiding (Non-binding) subcategories.

There were expectations that can overlap in their application or interpretation, and therefore
the expectations were broken down further into seven types of expectations to be able to
identify the intention or motivation even more accurately. The seven types were:

*  How I should behave (How to be): Expectations that are based on how one should
behave towards others. This included other respondent groups or others in general.

*  How others should behave (To treat others/How I want to be treated). Expectations
that are based on how others should behave towards either the respondent (group or
individual) or others in general.

* General (Expected behavior / Thoughts for understanding behavior): Expectations
that are considered either as universal or have a character of a basic principle to help
understand general expectations regarding behavior. There is some reflection towards
others.

* Expectations based on prejudice: Expectations that are built on prejudice or bias
towards others.
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*  Assumptions of behavior: Expectations that are built on the assumption that the
expected behavior is the norm that should be followed by others, without any
reflection towards others. The expectation is seen as universally understood or self-
explanatory.

* Expectations of implementation or providing: Expectations that are based on the want
or need of implementation to fulfill a need or desire or to provide something that is
seen as necessary.

* Thoughts / Ideas (not related to specific behavior): Expectations that are not related to
behavior and don’t seem to have any guiding character. These seem to be placed to
help inspire action or a response, but do not define the expected result.

The framework is designed to be used as a filtering system, to allow the researcher to use a
deductive approach in determining the types of expectations that a large, diverse group has.

Figure 2: Example of how to filter a response through the framework.

Response

—

RESPONSE

Category

INTERACTION INFRASTRUCTURE QUALITY

Filter 1

Subcategory

STANDARDS AGREEMENT

Filter 2

Type

GENERAL

Filter 3

Note: This figure shows how the response “respect” was coded and filtered through the
framework in three steps.

By filtering a response through the different aspects of the framework, it is possible to
determine the motivation and possible expected response and or behavior to the expectation.
In the example (Figure 1), the response was respect, which was a response from all
stakeholders and was formulated as a standard. The context in which the response “respect”
was given in both the survey and the workshop allowed for the identification of the term to be
placed into the category of Interaction, Further context in the responses, particularly in the
way the response was formulated in regard to expected behavior from oneself and the
behavior of others, allowed for the response to be identified as a Standard and the responses
regarding “respect” were so similar amongst all stakeholders, that it could also be identified
as an Agreement. Even though the expectation of “respect” fits to two types, the sub-typing
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allows this response to be seen as a general or universal expectation with a binding character
for all.

Limitations and Further Research

This framework still lacks empirical validation. This is partially due to the COVID-19
pandemic, which made it harder to examine expectations, especially as there was little
campus life or interaction. The framework will be used for annual surveys of the campus
population for the next three years, after which it will be examined again. Through this
research, it is expected that the intercultural aspect of expectations will be more
distinguishable as a direct influence on expectations. The data collected so far is not enough
to clearly make this distinction yet. It is also expected that further empirical research will lead
to the discovery of other forms of expectations, as a future data analysis will likely show
expectations that have not been considered in this framework.

The framework will also be offered to other organizations with large, diverse groups, to
further expand the respondent groups for this framework. This will happen both inside and
outside the higher education sector. Further research may also add more to insights into
expectations for individuals in diverse populations.

Conclusion

The Group Expectations Framework is a framework that can be used to code and visualize
expectations of large, and especially diverse, groups in an academic environment. Further
empirical research will validate the framework as a tool for the identifying differing
expectations among stakeholders from different status, age or cultural backgrounds. This can
help to create an overview of the expectation and motivation of the group. It allows the
identification and visualization of the expectations that are seen as having a binding, non-
negotiable, or rule characteristic, and could potentially be enforceable, as well as the
expectations that are not seen as enforceable or that carry an expectation of implementation.
Hence, the importance of certain expectations can be raised above others and potentially
improve group dynamics.
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Abstract

This paper focuses on the positive effects of music on the development of children’s musical
and general abilities and the readiness of future preschool teachers to use music in different
daily activities. The aim of the study was to determine the students’ opinions about the
importance of music in preschool education and the musical skills needed to integrate it into
teaching activities. The study involved 194 (n = 194) students. An online questionnaire on
Google Drive was created and completed by eight groups of students from March 2022 to
November 2022. The study addressed three research questions: RQ1: At what level do
students assess the importance of integrating types of musical activities into preschool
education? RQ2: What musical skills are required for a preschool teacher? RQ3: What level
of musical skills do future music teachers have? Three research scales were defined in the
study: the importance of music (a=.747), musical skills (a=.840), and students’ competence
(a=.832). Cronbach’s alpha, descriptive statistics, Kolmogorov-Smirnov and Mann-Whitney
U-Test were calculated to analyze the data obtained. The study determined that students rate
all types of musical activities except learning music theory at a high level but prefer using
speech games and movement games. The students acknowledge that a preschool teacher
needs the skill to improvise and engage children in different musical games. Singing and
actively listening to music cause the most difficulties. The results obtained in the study can
be used to improve the musical competence of students.

Keywords: Future Preschool Teachers, Types of Musical Activities, Musical Skills,
Competence, Preschool Education
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Introduction

Preschool children are provided with music lessons twice a week, usually led by music
teachers who have received an education in the music field. However, learning music twice a
week is not enough for the child’s development because implementing musical activities in
the daily educational work at preschool develops not only the musical abilities of young
children but also cognitive, language and diverse cross-cutting skills. Preschool children need
frequent and regular musical activities where the process is more important than the outcome.
Preschool teachers can provide that every day.

During the study process at the university, future preschool teachers acquire knowledge and
skills to develop the competence needed for using different types of musical activities in
working with children aged 1.5 to 6 years. Particular attention is paid to how future preschool
teachers gain the skills required for integrating singing, speech and rhythm games, and
actively listening to music in daily work. The quality of the singing is determined by the
development level of the student’s musical hearing, but the accuracy of speech and rhythm
games depends on the stage of the sense of rhythm. On the other hand, active listening to
music is related to the perception of music, which includes an emotional response to music
and cognitive process activity, as well as the ability to express evaluative judgments about a
piece of music.

Many studies have emphasized the positive impact of music-making on the development of
preschool children’s general and musical abilities. Researchers believe that musical activities
in preschool are designed to develop movement coordination (Williams, 2018), actualize the
learning of social values (Oztiirk & Can, 2020), improve languages (Herrera et al., 2014),
influence the child’s speech development and promote pre-reading skills (Baclija Susi¢,
2019). Music helps children express their feelings and ideas while moving to the rhythm
(Hodijah & Kurniawati, 2020). Furthermore, varied types of musical activities improve
children’s ability to sing and their attitude towards music (Barrett et al., 2020), which are
powerful tools for emotional expression, self-regulation and social connection (Bautista et al.,
2022).

The topicality of the study was determined by the positive impact of music-making on the
development of preschool children musical and general abilities and, at the same time, the
readiness of future preschool teachers to use music in educational activities. Based on the
observations during teaching in the study course, it is noticed that students have different
developmental levels of musical skills, which, in turn, can hinder them from implementing
various types of musical activities in preschool education. Different levels of future preschool
teachers’ musical skills create inconsistent understanding and attitudes towards music. The
aim of the study was to determine the students’ opinions about the importance of music in
preschool education and the musical skills needed to integrate it into teaching activities.

Literature Review

Integrating different types of musical activities into the daily work with children requires a
positive attitude towards music from preschool teachers. A study conducted by Margaret
Barrett and her colleagues revealed that whilst most teachers have no education in the field of
music and no previous experience in playing musical instruments and singing, they still have
a positive attitude towards music. In addition, the more experience a teacher has in
educational work, the more positive their attitude towards music (Barrett et al., 2019). A
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positive attitude is also essential because it determines what and how children will learn. It
affects children’s learning behavior and habits (Schulze, 2019). A preschool teacher’s
positive attitude towards music is one of the factors required for enhancing children’s musical
and general development.

A positive attitude towards the use of musical activities in the work of a preschool teacher is
essential, but it is not the only necessary factor for the implementation of music in the
learning process. Preschool teachers must have the required knowledge and skills to do that,
which enable them to be competent in this field of activity. Several studies have found that
preschool teachers have insufficient knowledge and skills to use different musical activities
in educational work. For example, Graham Welch has identified that preschool teachers have
limited knowledge about organizing effective music education (Welch, 2021). On the other
hand, Deborah Arasomwan and Nontakozo Mashiy, while studying the role of music in
developing children’s communication skills, concluded that teachers know how to use music
but are insufficiently prepared to do so (Arasomwan & Mashiy, 2021). Daniela Carmen has
also found that preschool teachers are not ready to implement such intensive musical
practices (Carmen, 2020). The use of music in the preschool teacher’s work is related to the
knowledge of music (Hodijah & Kurniawati, 2020; Pestana, 2022). The level of music
knowledge also determines the frequency of using musical activities (Balduc & Edrard,
2017). One of the most significant parts of a preschool teacher’s work is singing (Swain &
Bodkin-Allen, 2014) because preschool teachers use this type of musical activity daily when
they sing along with the song on the recording with the children (Rajan, 2017). However,
preschool teachers limit the use of musical activities if they believe that music is a subject
that requires special skills (Ehrlin & Tivenius, 2018). It means that focusing on music as an
art form that requires innate abilities may emerge the desire to avoid integrating musical
activities into everyday teaching activities.

The implementation of musical activities can also be hindered by an insufficient material
base (Stramkale, 2018), and therefore, preschool teachers need better access to musical
instruments and functional technologies (Kirby et al., 2022). That can be compensated if
preschool teachers with children make different sound tools from natural materials and
various objects. Researchers believe that such activities promote responsibility and caring for
the environment (Moi & Abdullah, 2011). In addition, it also gives preschool teachers the
opportunity to create music centers in a group, which contain not only self-made sound tools
but also other didactic materials related to music.

Another factor affecting preschool teachers’ ability to integrate musical activities into their
daily work is confidence in what they are doing. Teachers’ confidence is associated with self-
efficacy and can indicate whether the preschool teacher is convenient for their musical
abilities. Self-efficacy as an essential factor for using different types of musical activities in
working with children is also highlighted in several studies (Digby, 2020; Pestana, 2022;
Ehrlin & Wallerstedt, 2014). Preschool teachers who play a musical instrument can be more
self-efficient (Burak, 2019), which leads to a more effective musical lesson (Sokezoglu
Atilgan & Tiirkkas Ozer, 2021). However, in general, preschool teachers’ level of self-
efficacy in teaching music is low, which does not depend on either gender or the type of
educational institution (Koca, 2013). Confidence in leading children’s musical activities is
influenced by previous education (Moore, 2017) and experience in the music field (Varga,
2020). In particular, the belief in the use of musical activities is influenced by the negative
experiences gained in childhood related to music (Barry & Durham, 2017). Marjory Ebbeck
and colleagues, who determined the confidence level of preschool teachers while performing
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musical activities with young children, have concluded that the highest level of confidence
was in singing and the lowest level was in composing and improvising (Ebbeck et al., 2008).
On the other hand, the most popular activity used by preschool teachers is singing with finger
play (Lee, 2009). The lack of self-efficacy in the preschool teacher’s educational work affects
the success of integrating different types of musical activities into preschool education.

The literature analysis shows that the integration of musical activities in the educational work
of preschool teachers can be affected by four factors: positive attitude towards music;
knowledge, skills and competence in the field of music; confidence in one’s musical abilities
and sufficient material base (see Figure 1).

Vo

Factors for integrating musical
activities into educational work

Knowledge,

Positive attitude skills and s e enecin Sufficient
: . one’s musical :
towards music competence in ToTE e material base

the field of music »

Source: author
Figure 1: Factors for integrating musical activities into
the preschool teachers’ educational work.

Improving self-efficacy is the first step to helping future preschool teachers develop the skills
and knowledge needed to teach music (Vannatta-Hall, 2010). All preschool teachers need
help, regardless of their educational level. Preschool teachers believe that they need support
in playing musical instruments (piano, guitar, etc.) (Stoli¢, 2015) and in getting ideas about
the possibilities of using musical activities (Lee, 2009). Working preschool teachers who lack
confidence in integrating different types of musical activities into their daily work should
participate in professional development events. Researchers believe that participation in
professional development events is necessary to promote positive perceptions of self-identity
and self-efficacy (Digby, 2020), to discover new teaching tools and strategies that maintain
effective music teaching in preschool (Augustine et al., 2016), to learn playing musical
instruments (Ersoy & Der e, 2012). Preschool teachers who may not have the confidence to
integrate music into the educational work with children could be supported by a mentor
(Bainger, 2010; Barrett et al., 2019: Welch, 2021). By observing the main factors of
integrating different types of musical activities into the educational work, engaging in
professional development events and, if necessary, receiving support from a mentor,
Preschool teachers may effectively use music for the development of the general and musical
abilities of children.

Methodology
Participants. The study was conducted in the period from March 2022 to November 2022

and included 194 (n = 194) students from eight groups studying in the 1st level higher
professional education study program. In this study program, students must acquire the
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content of music teaching and the learning approaches in preschool. During the study, 95 (n =
95) respondents studied 100% remotely, while 99 (n = 99) from them studied 50% face-to-
face and 50% remotely. There was no group of students who studied 100% face-to-face.

Data Collection Instruments. A questionnaire comprising three parts was created in the
Google Drive environment for data collection. The first part of the questionnaire included
nine types of musical activities that students can integrate into the daily work of preschool
teachers. The respondents had to rate the importance of each musical activity type on a five-
point Likert scale: very important (5), important (4), rather important (3), rather unimportant
(2) and unimportant (1).

The second part of the questionnaire included ten musical skills required to work as a
preschool teacher. The respondents should rate each of them on a five-point Likert scale: 5
points mean that the specific musical skill is very necessary, 4 points — necessary, 3 points —
rather necessary, 2 points — rather not necessary, and 1 point — not necessary.

The third part of the questionnaire included seven musical skills, which students learn during
the study process. Each respondent had to rate the difficulty degree of each musical skill on a
five-point Likert scale: 5 points mean that the use of the specific musical skill never causes
difficulties for the respondents, 4 points cause difficulties, 3 points sometimes cause
difficulties, 2 points often cause difficulties and 1 point always cause difficulties.

The study addressed three research questions: RQI1: At what level do students assess the
importance of integrating types of musical activities into preschool education? RQ2: What
musical skills are required for a preschool teacher? RQ3: What level of musical skills do
future music teachers have? Three study dimensions were defined to answer the research
questions: (1) the importance of music (a = .747), (2) musical skills (¢ = .840), and (3)
students’ competence (a = .832). The results of the first study dimension were reflected in
five levels: integration of musical activities into the educational work is unimportant (1.00 -
1.79 points), rather unimportant (1.80 - 2.59 points), rather important (2.60 - 3.39 points),
important (3.40 - 4.19 points) and very important (4.20 — 5.00 points). In the second study
dimension, the results were reflected in three levels: the necessity of musical skills for
preschool teachers considered at a low level if the score ranges between (1.00 - 2.33 points),
at a medium level if it was between (2.34 - 3.67 points) or at a high level if the score was
between (3.68 - 5.00 points). In the third dimension, the results were also reflected at three
levels: the students’ competence to deal with the difficulties caused by using musical
activities is at a low level if the score was between (1.00 - 2.33 points), at a medium level if it
was between (2.34 - 3.67 points) or at a high level if it was between (3.68 - 5.00 points).

Data Collection Procedure. The questionnaire was distributed in digital format by sending a
link to each respondent to access it. Each respondent was informed about the purpose of the
survey and the questions included in it. Before filling out the questionnaire, the respondents
knew that participation in the survey was anonymous, the results obtained will be presented
in a summarizing form only, and they could refuse to complete and send the questionnaire at
any time.

There was no time limit for completing the questionnaire, but before the survey, the
respondents were informed that it would take about 15 minutes to complete it. While
completing the questionnaire, each respondent could ask questions if necessary, as both the
researcher and the respondents were connecting on the MS Teams platform.
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Data Analysis Method. Cronbach’s alpha coefficient for each study dimension was
determined to assess the internal consistency reliability. It was assumed that a > 0,9 shows
excellent internal consistency reliability, a > 0,8 indicates a good one, and o > 0,7 was
acceptable. The study used several measures of descriptive statistics such as M, SD, SE, Mdn,
Skewness, and Kurtosis to determine central tendency, variation, skewness and kurtosis
indicators. The Kolmogorov-Smirnov test was calculated to examine if the empirical
distribution function is consistent with the theoretical distribution function. The study used
non-parametric methods because the data did not follow a normal distribution. Mann-
Whitney U-test was used to assess differences between two independent measures. In
addition, Spearman’s correlation coefficient produced the relationship between two or more
variables.

Results

Future preschool teachers believe that it is very important to integrate musical activities such
as speech games (M = 4.58, SD = .615), rhythm games (M = 4.48, SD = .540), movement
games (M = 4.54, SD = .602) and listening to music (M = 4.36, SD = .709). The respondents
rated the learning of music theory at the lowest level, as they believe it is rather important (M
= 3.39, SD = .906). The study determined that the respondents associate the importance of
learning music theory with singing (» = .187, p < 0.01), singing games (» = .249, p < 0.01),
playing percussive and musical instruments (» = .407, p < 0.01), movement games (» = .208,
p <0.01) and with improvisation (» =.257, p <0.01).

Students believe that it is important to integrate into their educational work such activities as
playing percussive and musical instruments (M = 3.67, SD = .693), improvisation (M = 4.05,
SD = .749), singing (M = 4.10, SD = .705) and singing games (M = 4.09, SD = .723). None of
the musical activities was considered unimportant or rather unimportant by future preschool
teachers (see Table 1). The respondents think that the most important musical activities in
preschool are speech games and movement games, but the least important is learning music
theory. The study determined that future preschool teachers’ understanding of the importance
of integrating different types of musical activities into their daily work is statistically
significantly related to their desire to implement them in their teaching work (U = 16603.50, z
=-2.040, p = .041) and their competence to do so (U = 7560.50, z =-10.362, p = .000).

Musical activities M SD SE  Mdn Skewness Kurtosis
Speech games 458 615 .044 500 -1.462 2.293
Rhythm games 448 540 .038 5.00 -.356 -1.072
Singing 4.10 .705 .050 4.00 -417 -.033
Singing games 4.09 723 .051 4.00 -.482 .044
Playing a percussive and musical 3.67 .693 .049 4.00 -.205 -.053
instrument

Movement games 454 .602 .043 5.00 -.970 -.058
Improvisation 4.05 .749 .053 4.00 -.466 -.074
Learning music theory 339 906 .065 3.00 -.280 -.370
Listening to the music 436 .709 .050 4.00 -.926 .545

Source: author
Table 1: The importance of integrating musical activities into pedagogical activity.

Future preschool teachers need to learn several musical skills, so it is essential to determine
which musical skills are required at a high, medium or low level from students’ point of
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view. The study revealed that preschool teachers need the following skills at a high level:
Improvising (M = 4.45, SD = .712), analyzing the music you listening to (M = 4.00, SD =
.791), chanting (M = 4.35, SD = .789), performing rhythm games (M = 4.41, SD = .672),
using sound gestures (M = 4.25, SD = .751), making musical performance (M = 3.80, SD =
.816) and engaging children in musical games (M = 4.45, SD = .713) (see Table 2).

None of the musical skills was rated at a low level. The students assessed only three musical
skills at a medium level - singing skill (M = 3.60, SD = .802), instruments playing skill (M =
3.05, SD = .880), and composing skill (M = 2.47, SD = 1.039). The respondents considered
composing to be the least necessary skill in the work of a preschool teacher. The study
determined that the respondents’ composing skill is related to their skill in producing musical
performances (» = .405, p <0.01).

Respondents think a preschool teacher often needs the skills to improvise and engage
children in musical games. The study found that improvising skill is related to such skills as
analyzing the music listening to (» = .448, p < 0.01), chanting (» = .490, p < 0.01), performing
rhythm games (» = .414, p < 0.01), using sound gestures (» = .341, p < 0.01), creating musical
performance (» =.385, p <0.01) and engaging children in musical games (» = .445, p < 0.01).
On the other hand, children’s engagement in musical games is closely related to all the
musical skills reflected in Table 2. In addition, the study determined that the respondents’
opinions about the musical skills needed to be a preschool teacher are statistically
significantly related to their competence to integrate different types of musical activities into
the educational work (U = 12002.50, z = -6.256, p = .000).

Musical skills M SD SE  Mdn  Skewness Kurtosis

Singing 3.60 .802 .057 4.00 -.068 -.142
Playing instruments 3.05 .880 .063 3.00 -.331 -.142
Improvising 445 712 .051 5.00 -1.352 2.385
Analyzing the music listening to 400 .791 .056 4.00 -.642 573

Composing 247 1.039 .074 2.00 391 -.359
Chanting 435 789 .056 5.00 -1.350 2.433
Performing rhythm games 441 672 .048 5.00 -1.247 2.944
Using sound gestures 425 751 053 4.00 -1.277 3.049
Creating a musical performance 3.80 .816 .058 4.00 -.433 119

Engaging children in musical 445 713 .058 5.00 -1.802 5.289

games
Source: author

Table 2: Musical skills required for a preschool teacher.

Musical skills can be developed during the study process. However, applying some musical
skills for future preschool teachers might be more difficult than others. The respondents
believe that most of the musical skills they possess are good enough, as they rated, at a high
level, the skills to use speech games (M = 4.09, SD = .811), rhythm games (M = 3.98, SD =
.826), singing games (M = 3.79, SD = .981), and playing rhythm instruments (M = 3.82, SD =
916).

The respondents believe that none of their musical skills is at a low level (see Table 3). They
rated, at a medium level, such skills as singing (M = 3.40, SD = 1.201), integrating listening
to music into daily work (M = 3.60, SD = .846), integrating music theory into musical
activities (M =2.94, SD = .961).
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Musical skills M SD SE  Mdn Skewness Kurtosis
Singing 3.40 1.201 .086 3.00 -.268 -.792
Integrating listening to music 3.60 .846 .060 4.00 .070 -.662
Leading speech games 4.09 811 .058 4.00 -.769 900
Leading rhythm games 398 .826 .059 4.00 -.592 214
Playing rhythm instruments 3.82 916 .065 4.00 -.461 -.360
Leading singing games 3.79 981 .070 4.00 -.507 -.284
Integrating music theory into musical 294 961 .069 3.00 079 -.053

activities

Source: author
Table 3: Future preschool teachers’ self-assessment of their musical skills.

The study found that the skill to sing is closely related to all the musical skills shown in Table
3, except leading speech games activities (» = .171, p < 0.05), which can be implemented
without singing successfully, which, in turn, encourages future preschool teachers to
implement it in their educational work even if they do not have sufficient development of
musical hearing. According to the respondents’ opinions using speech games is less difficult
for them than integrating music theory into musical activities. The study revealed that future
preschool teachers’ perspectives on their musical skills are statistically significantly related to
their desire to integrate musical activities into their daily teaching work (U = 9907.50, z = -
8.179, p =.000).

Discussion

The study found that the skill to play musical instruments is not very necessary for a
preschool teacher, which is also supported by Ersoy and Dere’s study, which determined that
58.08% of preschool teachers do not use musical instruments during musical activities (Ersoy
& Dere, 2012). If preschool teachers rated their musical skills at a medium level, they would
believe that they do not play musical instruments well enough (Sokezoglu Atilgan & Tiirkkas
Ozer, 2021). However, preschool teachers are interested in playing musical instruments,
which, at the same time, could be an essential indicator of motivation to acquire one of the
musical instruments (Denac, 2008).

The finding that future preschool teachers have the most difficulty in singing is also
supported by several previous studies, which found that preschool teachers who consider
themselves tone deaf, despite the fact they took part in musical activities that require singing
skills, their participation could be hindered because they realize that they are non-singers.
(Swain & Bodkin-Allen, 2014). Singing for preschool teachers is difficult because of the
need to sing in just intonation, with a steady rhythm and correct articulation of text, as
children learn to imitate a teacher in preschool (Blaskovi¢, 2015). If preschool teachers are
confident and competent in singing, they use singing more often and more successfully in the
educational work, but if they are not convenient with their skills, they usually avoid this
musical activity (Heyning, 2011). Confidence in one’s singing skills is related to competence
in teaching children to sing. Preschool teachers’ confidence in singing skills decreases if they
must sing solos in front of children and if an adult attends (Richards, 1999). Singing is a
common and significant part of a preschool teacher’s work.
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Conclusion

The first research question intended to find out the perspectives of future preschool teachers
on the importance of integrating musical activities into the educational work of a preschool
teacher. The study showed that future preschool teachers rated all musical activities, except
learning music theory, at a high level. The most important musical activities in preschool
educational work are speech games and movement games. Learning music theory is
considered the most irrelevant activity in preschool education. The study found that future
preschool teachers’ understanding of integrating musical activities into educational work is
statistically significantly related to their desire to use musical activities and competence.

The second research question determines future preschool teachers’ opinions about the
musical skills required to work with preschool children. The study found that future
preschool teachers have rated the need to improvise and engage children in musical games at
a high level. The respondents believe that all musical skills required for a preschool teacher
are essential and did not rate any of them at a low level. The future preschool teachers think
that skills such as singing, playing musical instruments and composing are needed at a
medium level. In addition, the study determined that the respondents’ perspectives on the
musical skills necessary for preschool teachers are statistically significantly related to their
competence to integrate musical activities into daily educational work.

The third study question identified the level of future preschool teachers’ musical skills. The
future preschool teachers think that none of the musical skills they possess is at a low level.
The majority of the respondents have a high level of musical skills. But the most difficult for
the students is the integration of singing, listening to music and music theory into the
educational work. The respondents rated these three musical skills at a medium level. The
study revealed that future preschool teachers’ views on the level of their musical skills are
statistically significantly related to their desire to integrate musical activities into their daily
teaching work.
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Abstract

This paper focuses on the definition of slam poetry and its possible uses in the classroom.
Based on two Hungarian slam poetry performances, qualitative empirical research has been
conducted on Hungarian university students. During a slam poetry performance, the slammer
creates a rhetorical situation, in which a new genre organises the experiences of the audience
(cf. Solyom, 2022, Solyom & Pap, 2021). Slam poetry can, therefore, be regarded as a
proactive genre (Simon, 2016, p. 96), and a hybrid medium (Mészaros, 2020, p. 77). The
present study’s two key questions are 1) how does slam poetry differ from canonical literary
genres? And 2) how can it be employed in the classroom? The first survey was conducted in
Autumn 2022, and the second in Spring 2023. The respondents of the surveys belong to two
groups of students: 1) those majoring in Hungarian; 2) those with different language majors,
and Hungarian as a foreign language minor. After having watched the performances, the
respondents worked in small groups, and based on concise instructions, with the help of
clustering techniques, they collected the most prevalent features of slam poetry concerning
the questions of genre, and the possible use of slam poetry texts in the educational process.
Based on the two surveys, a comparative analysis is possible: similarities and differences can
be highlighted between the answers of the two groups regarding their attitudes and
understanding processes towards slam poetry.
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Introduction

Employing a functional cognitive framework, this paper focuses on the definition of slam
poetry and its possible uses in the classroom. Its aim is to answer questions about the
definition, understanding and slam poetry’s appearance in the classroom. Two major
questions are considered, namely how slam poetry differs from canonical literary genres, and
how slam poetry can be employed in the educational process. To answer these questions, this
study presents the results of two surveys conducted on different groups of university students,
based on brainstorming and reflecting on two slam poetry performances.

Definitions of Slam Poetry

In February 2023, readers of the Facebook Page of Slam Poetry Hungary (Slam Poetry
Magyarorszag) witnessed an interesting experiment: ChatGPT was asked to write an article
for a blog about slam poetry. It is worth examining ChatGPT’s knowledge of this genre,
especially regarding texts which seek to define slam poetry (data retrieved on 3™ February,
2023). ChatGPT emphasises that slam poetry “(...) is typically performed in a competition
format, where poets perform their original works in front of a live audience and a panel of
judges.” As key elements, audience interaction and engagement are highlighted, as well as
the focus on social and political issues. ChatGPT’s definition is that “(...) slam poetry is a
dynamic form of performance poetry that combines elements of spoken word, theatre, and
audience participation.”

As a genre, slam poetry has many definitions. Norbert Vass defines it as a “post-modern
performance poetry” (Vass 2012: 2) and emphasises that it is a kind of “oral poetry” (Vass,
2012, p. 38), whereas Mészaros considers it to be a “hybrid medium” (Mészaros, 2020, p.
77). Simon emphasises that it is a “proactive genre” (Simon, 2016, p. 96), while Cello adds
that it involves “performative co-participation” (Cello, 2022, p. 342). In short, it is a hybrid
genre, which is created through language, but also builds upon the relationship between the
slammer and their audience that is forged during its performance (Cello, 2022, p. 345).

It is essential to remember that the slammer and their audience take place in a classical
rhetorical situation, during which a novel genre (viz. slam poetry) is being created. This genre
contains many features of “classical,” “canonical” genres known by the audience, which is
why the process of the performance can evoke the audience’s previous experiences (cf.
Ayosso & Marichez, 2010, S6lyom & Pap, 2021, So6lyom, 2022).

There are, however, dilemmas linked to the definitions of a genre characterised by its
“hybridity” (Mészaros, 2020, p. 87). From a cognitive linguistic viewpoint, the fuzziness of
boundaries during categorising (cf. Langacker 1987, p. 17, Tolcsvai Nagy 2013, p. 125) the
genre of slam poetry (viz. the different viewpoints in its definitions) can also be witnessed,
but “(...) other phenomena can play a role in the overlaps and heterogeneity within genre
categorisation (...)” (S6lyom, 2022, p. 100). We can assume that the “canonical” theory of
genres, which is taught in schools, conventionalises and rigidly interprets the essentially
ephemeral phenomenon of slam poetry. Consequently, its definitions are based on and related
to the “canonical” genres and forms (e.g., poem, free verse, drama, etc.).

In this paper, we emphasise the importance of the dynamic and “mixed” features of slam

poetry, which can be studied and characterised by language users’ experiences, attitudes, and
opinions about it. In other words, we seek generic definition from the bottom up rather than
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the top down. To do so, two surveys of university students were conducted, and based on the
data given by the respondents, language users’ attitude and knowledge about slam poetry will
be shown.

Main Research Questions, Hypotheses, and Informants

The two main research questions of the survey were the following: 1) how does slam poetry
differ from canonical literary genres? and 2) how can it be employed in the educational
process?

There were two hypotheses: firstly, we assumed that it was difficult or even impossible to
introduce slam poetry into the definitions of the canonical genres. Secondly, we supposed
that some differences could be observed between the two groups of respondents (university
students with different majors) in terms of what conceptual schema were used to define slam

poetry.

The first survey took place in Autumn 2022, and the second survey in Spring 2023. The
respondents consisted of two groups of university students. In the first group (2022), there
were 20 students majoring in Hungarian, all of whom attended Karoli Gaspar University of
the Reformed Church in Hungary, whereas in the second group (2023), which consisted of
students attending Eo6tvos Lorand University, there were also 20 students, with different
majors, and Hungarian as a foreign language minor.

Based on these two surveys, conducted in a different period with two different target groups,
a comparative analysis is possible, in which similarities and differences can be highlighted
between the answers of the two groups regarding their attitudes towards and understanding of
slam poetry.

Methodology

During the survey, the respondents had to fulfil two types of tasks, the first of which took
place before having watched two Hungarian slam poetry performances, and the second of
which took place after having watched the performances. The first task was brainstorming on
their own: in about ten minutes, informants were asked to write down their associations,
experiences or memories about slam poetry. We told the students that they could write about
anything that came to mind (e.g., about the genre, the performers or their attitude toward slam

poetry).

The second task entailed group work: after having watched two slam poetry performances
twice, the students had to work in small groups of three or four to prepare mind maps about
slam poetry, with the help of clustering techniques. They were told that 1) they should work
together; and 2) they could put anything into the mind-maps that they considered important.

Working with mind maps can be a useful tool in collecting and studying the associations of
language users on a specific topic, not only in research, but also during the teaching process.
The advantages of using mind maps are summarised by Ohidy as follows: “On the one hand,
it helps collect the creative ideas and associations, which can be linked to the topic (...); on
the other, it helps systematise knowledge through the representation of different logical
relationships and connections. The graphical representation of concepts, ideas linked to the
topic correspond to the arranging activity of the human brain” (Ohidy, 2005, my translation).
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In tertiary education, the benefits of using mind maps are undeniable. Firstly, when used in
group work, preparing mind-maps strengthens group cohesion. Secondly, it helps collect
various ideas and associations, and arranges them in a functional, organic whole. Thirdly, it
depicts the students’ cognitive processes. Finally, it motivates students to talk about their
ideas and associations fluently and effectively, so it can be good practice for students (and
especially for future teachers, who took part in the two surveys).

Differences Between the Results in the Two Surveys: Brainstorming

As previously mentioned, in this task, respondents in both groups were asked to brainstorm
on their own, and without watching the two slam poetry performances or talking about the
genre, they had to put down their conceptual associations regarding the topic.

In this task, we asked students to freely associate their ideas about genre itself and to try to
define it (if possible), and then list all the features and characteristics connected to slam
poetry (e.g., contests, slammers, their personal opinions). Students who did not know
anything about slam poetry were asked simply to write down: “I do not know anything about
slam poetry.” There were four respondents altogether, all of whom were in the second group
and none of whom were majoring in Hungarian, that informed us they did not know anything
about slam poetry, but they tried to get the gist of the genre from the meaning of the words in
the term (e.g., by starting their ideas either from the word slam or poetry).

Those who wrote comments in this task reflected on five aspects of slam poetry: 1) on the
genre itself (they tried to define it according to “canonical” genres or forms like poem or free
verse); on the slammer or their audience (with special regard to their relationship); 3) on the
performance (the circumstances and tools used during the performances); 4) on the content
(prototypical topics and stylistic features were mentioned); 5) they expressed their personal
attitudes towards the genre.

In this section, their comments concerning these points of view will be listed, illustrated with
examples. Their replies will be listed in two groups, according to the major of the students.

As for the comments on the genre, students majoring in Hungarian wrote e.g., “it can either
be a poem or a prose”; “free form”; “rhythm”; “something between a poem and rap.”
Students with Hungarian as a foreign language minor wrote e.g., “there are not many tropes”;
“poem-like”; “free verse”; “it is a new genre.” The free form of slam poetry texts was
mentioned in both groups.

Concerning the comments on the slammer and/or on the audience, students majoring in
Hungarian wrote e.g., “young people”; “peers,” “trendy”; “feelings & thoughts”; “contests,
and concrete names of slammers were mentioned. Students with Hungarian as a foreign
language minor wrote e.g., “young people”; “the slammer ‘gets down to business’”; and
names of slammers were mentioned. Both groups mentioned that either the slammers or the
audience consisted of young people, and in both groups, there were students who could

mention the names of particular Hungarian slammers.

Additionally, there were comments on the performance of the slammer in both groups of
respondents. Students majoring in Hungarian mentioned “improvisation,” ‘“oral
performance,” and the names of the Hungarian cities where slam poetry contests were held.
Students with Hungarian as a foreign language minor wrote e.g., “oral performance,”
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29 ¢¢

“performance with music,” “performance in front of an audience.” As we can see, the orality
of slam poetry was mentioned in both groups, and while students who were not majoring in
Hungarian focused on the circumstances of the performances, students with Hungarian major
wrote some concrete data (e.g., names of cities).

As for the comments on the content, those majoring in Hungarian mentioned the fact that it
tends to be “outspoken” [style], “frank,” “critical,” “freedom,” “current [topics].” Students
with Hungarian as a foreign language minor mentioned its “creativity”, the fact that “there
was a pun in the text,” along with its “freedom,” “outspoken [style],” “cursing,” and
“vulgarity.” Both groups mentioned the outspoken style, but while the students majoring in
Hungarian focused on more positive features of the genre (e.g., its “frankness,” “freedom,”
“current”), students without a Hungarian major emphasised more negative characteristics
(e.g., its “cursing,” and “vulgarity”).

29 ¢¢

In the case of opinions concerning the respondents’ personal attitude towards the genre, the
most prominent difference was that in the case of students with a major in Hungarian there
was only one answer that said they did not like the genre and would not like it in the future.
Yet in the case of students with no Hungarian major, a dislike or lack of interest in slam
poetry was expressed five times. Respondents majoring in Hungarian observed: “I do not like
it, and I will not like it”; “I like it”; “once I attended to a contest”; “it will suppress the
traditional genres.” Answers among students with Hungarian as a foreign language minor,
e.g. “I personally do not like it, it is too ‘edgy’ for me”; “I have only seen slam poetry in
American films”; “I do not know it, it must be a kind of poem”; “I do not know it, it must be
some kind of poetry, but I am interested in it”; “I have not seen a performance, but I am
interested in the genre”; “I have not heard about it”; “I am not interested in it” (four times); “I
have not seen any performances”; “I have not heard about it, and I do not want to get to know
it.”

In conclusion, there were more critical remarks concerning the content of performances
among students not majoring in Hungarian. In the case of the personal attitude of this group,
there were also more negative attitudes towards the genre itself (e.g., they are not interested
in it).

Mind Maps: 1) Students With Hungarian Major (Figure 1, 2); 2) Students With
Hungarian as a Foreign Language Minor (Figure 3, 4)

In this section, we show four of the thirteen mind maps the students produced. We chose to
show these four mind maps because these proved to be the most prototypical representation
in characterizing the different ways of organizing thoughts in the process understanding and
interpreting the two slam poetry performances.

The first and the second mind maps below (Figure 1, 2) were prepared by students majoring
in Hungarian, while the third and the fourth mind maps (Figure 3 and 4) were prepared by
students with Hungarian as a foreign language minor. The second and third mind maps
(Figure 2 and 3) primarily focus on describing the genre of slam poetry. In the first mind map
(Figure 1), the two texts and slammers were the basis of describing the various aspects and
characteristics, whereas in the final mind map (Figure 4), we can observe that the term slam
poetry does not appear. As we can see, differences can be observed in the four prototypical
mind maps, which we analyse in more detail.
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Figure 1 represents the prototype of the 13 analyzed mind maps which is based on the
description of the two texts and slammers. The two texts and the slammers were compared.
The term ‘slam’ appears in the middle of the figure, and the two slammers (1. Zsofi — her first
name, 2. Saiid — his stage name) are connected to it on the right and the left side (framed in
black). Below each slammer, we can read the characteristics of their poetry, considering
various analytical aspects: 1. Zsofi: “cynicism, sarcasm, self-presentation, self-criticism,
mention of specific people, writer's vein”; 2. Saiid: “social topic, call to action, more
rhythmic - rapper past, political approach, references to pop-culture.” In the middle of the
mind map, linked to the term 'slam’, there are comments on various aspects that characterize
both performances (e.g.: “puns, change of speaking pace, enumeration, repetition, contrast,
metaphor, simile, rhymes, alliteration, outspoken, no formal requirements, works only
verbally”). On this mind map five citations were also written from the two texts.
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Figure 1: Mind map of students majoring in Hungarian.

In the case of the second mind map, which was also prepared by students majoring in
Hungarian (Figure 2), a different method was employed to interpret slam poetry, namely it
was made based only on the generic description of the genre. The term slam is located at the
centre of the mind map, and the three genres (lyric, epic, drama) are named in connection to
it, as well as the comments referring to slam poetry (framed in red), without emphasizing
each analytical aspect or category: “pun, emphasis, condensed plot, dialogue-like, references,
intertext, politics, emotions, rhyme, refrain, figura etymologica, enumeration, characters,
linear.” On this mind map six citations were also written.
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Figure 2: Mind map of students majoring in Hungarian.

The central aspect of the third mind map, which was prepared by students with Hungarian as
a foreign language minor, is the term ‘slam poetry.” Below this, characteristics related to the
genre, topic and style are highlighted: “poem, rap (stand-up comedy); social criticism,
modern, vulgar, outspoken, puns, rhymes.” On this mind map five citations were also written
(e.g.: “I'm only bothered by the heart rate.”).
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Figure 3: Mind map of students with Hungarian as a foreign language minor.

The fourth mind map, which was also prepared by students with Hungarian as a foreign
language minor, Figure 4, could be considered the most significant one in that the term ‘slam
poetry’ does not appear at all. The central, starting idea can be read at the top of the mind
map (framed in green): criticism. In connection with this, four other important aspects are
highlighted (in relation to slam texts), to which additional characteristics are connected: 1.
“world, society, politics”; 2. “feelings” (e.g.: “temper, anger, cynicism, irony,
disillusionment, alienation”); 3. “literary devices” (e.g.: “simile, alliteration, rhymes, frame
structure); 4. presentation style (e.g.: pause, volume, emphasis, mime).”
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Figure 4: Mind map of students with Hungarian as a foreign language minor.
Mind Maps: A General Overview

This subsection provides a general overview of the mind maps, and the significant findings of
this part of the research will be presented. In the analyses, we have worked with a total of
thirteen mind maps (7 mind maps prepared by students majoring in Hungarian, and 6
prepared by students with Hungarian as a foreign language minor).

In the case of (1) students majoring in Hungarian, the performances were analysed in two
ways (on the mind maps): 1) The two texts and slammers were the basis for organizing
thoughts, ideas, and formal aspects of the poetry. Students compared the two texts and
described similarities and differences like comments on the genre; on the content/topic; on
the stylistic features/language, or on the performance. 2) In the other case, the mind maps
were made based on the genre description: like general information, comments on the genre,
the content/topic, the stylistic features, and on the relationship between the slammer and the
audience.

In the case of (2) students with Hungarian as a foreign language minor, different ways of
analyses are identifiable. Differences can be observed in the association process: the mind
maps were made based only on the genre description, and the two slam poetry performances
and slammers were not characterized separately. In one mind map, the term slam poetry does
not appear.

In a part of the mind maps, there are also some quotes cited from the texts (in the case of
group 1: in 5 maps; in group 2: in 3 maps); and in some mind maps, the students’ analysis
was more prominent (in the group 1: in 2 maps; in the group 2: in 4 maps). In conclusion,
there are certain differences between the association processes of the two groups. Another
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relevant observation was that the students majoring in Hungarian cited the poems a good deal
more.

Analysis of Mind Maps: Differences

While analysing the mind maps, particular attention was paid to what the students were
studying. The main difference that can be seen between the mind maps is that some groups of
students majoring in Hungarian divided the mind maps into two groups, based on the
performer’s (slammer’s) name. In the case of students with Hungarian as a foreign language
minor, their mind maps are not divided into two parts based on the performers’ names. They
focused either on the content or the audience.

Another difference is that the mind maps of students majoring in Hungarian contain more
precise descriptions and terms, which usually refer to the genre. We can suppose that this
characterisation is based on the former and present studies of the students, and the terms they
use can be found in literary terms, e.g., “alliteration,” “free verse,” “intertext,” “metaphor,”
“pun,” “rhythm,” and “simile.”

As previously mentioned, the mind maps of students with Hungarian as a foreign language
minor do not focus on the two slammers, but they collect features of the performance instead.
Although some concrete terms (e.g., “poem,” “rhymes,” “pun”) occur in their mind maps,
there are not as many stylistic terms among them as in the mind maps of students majoring in
Hungarian. This group focused on the content and the audience of the performances instead;
they highlighted the most prevalent, but everyday features of the two performances. Words
that characterise the topic of the performances are e.g., “depression,” “disillusion,” “taboo
dissolution,” and “historical,” while words that refer either to the slammer or the audience are
include “millennials,” “self-criticism,” “stand-up comedy,” and “young people.” As we can
see, the most important difference between the mind maps of the two groups is their focus,
which is used during the description of the genre, and the details, which characterise the
descriptions. The mind maps of the group majoring in Hungarian contained more precise,
academic terms than the mind maps of the group with no Hungarian major. This might be due
to their studies in tertiary education, both in linguistic and literary fields.

29 <¢

29 ¢

Analysis of Mind Maps: Similarities

Besides the differences, some similarities are apparent. These similarities can be divided into
four fields, based on the topics to which they refer. The first group contains comments on the
literary forms in the case of both groups, e.g. “drama,” and “lyric.” The second group focuses
on the genre, e.g., “rap,” and “verse.” The third type of comments refers to the content, e.g.,
“politics,” and “society criticism.” And there are comments also on the form of the texts, e.g.,
“alliteration,” ‘“‘curses,” “outspoken,” “rhymes,” “simile,” and “slang.” Ultimately, both
groups of students recorded some general comments on their mind maps, but these features
characterise the genre of slam poetry in general, and they mostly contain elements, which are

taught during primary and secondary school years.

29 < 29 <¢

Proving the Hypotheses
In Hypothesis 1, we assumed that it was difficult or even impossible to introduce slam poetry

into canonical definitions, and based on this we assumed that the comments would show the
students' previous “school” experiences, based on previously acquired knowledge and
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expectations. The analysis showed that prior knowledge has an impact on the interpretation of
slam poetry, but such a form is difficult to define according to canonical genres. Based on
these results, we can conclude that slam poetry is a “non-canonical” genre.

In Hypothesis 2, we assumed that the two groups of university students use different
categorization schema to define slam poetry. In the case of students majoring in Hungarian,
two principles of categorization were used: 1) one principle focused on the two slammers; 2)
the other principle was based on the general description of the genre. Students with
Hungarian as a foreign language minor did not focus on the two slammers, but only on
generic description.

Conclusions

This paper has been focused on the understanding and teaching processes of a “non-
canonical” genre, namely slam poetry. Based on two recent surveys (conducted in Autumn
2022 and Spring 2023), the differences, and the similarities in the answers of the two groups
of university students have been compared.

It has been revealed that students majoring in Hungarian (who are future teachers of
Hungarian) focused more on the description of the genre as a part of literary knowledge,
adding more precise features to their descriptions of the genre in general, along with
reflections on the content and the form of the slam poetry performances. However, students
with no Hungarian major focused only on the content and the style of the performances, and
they did not add as many precise, technical elements to their mind maps.

The results of this survey can be used in other fields. Firstly, they can be incorporated into
planning the teaching process of present-day literary genres at different levels (primary,
secondary and tertiary). Secondly, with the help of data gained during empirical research,
more emphasis can be put on the former knowledge of students, which might be useful in
avoiding repetitions of former knowledge during the description of the genre, and in teaching
new aspects of slam poetry.
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Abstract

Venice was like no other city in the world during the Renaissance. It was the beating heart of
the Eastern Mediterranean. With its extensive political, cultural, and economic prowess,
Venice served as a site of encounter between the East and the West. A seemingly quite
integrated and racially diverse society, Venice was an opulent city and a multicultural
metropolis where Muslims, Christians, and Jews would find a niche in its wide-opened doors.
As a cosmopolitan city in constant movement, Venice attracted immigrants from all walks of
life. It embraced the pluralities of ethnicities, creeds, and commercial trades. Thanks to its
multicultural and ethic character, the city served as a site of encounter in the Mediterranean
basin of the 16th century fostering a blurring of boundaries of all types. Yet, running parallel
to this opulence and openness, there was a dim side about this multi-cultural city. The
glamorous cross-cultural Venetian society was tainted with “ethnocentrism” where “the
other,” as embodied in Shakespeare’s Othello, was misperceived, discarded, and racially
unwelcomed. This paper aims to communicate the dual nature of a dazzling Venetian city
caught between the binaries of integration and seclusion, openness and aversion to aliens.
This paper will focus, more accurately, on the character of Othello and his suffering in a
multicultural society which denied all his services on the basis of his colour and race.

Keywords: Diversity, Multiculturalism, Plurality, Discrimination, Renaissance, Othello,
Venice
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Introduction

Venice during the early modern was like no other city in the world over. It was perceived as
an ecumenical city where different nationalities poured into a culturally flowing society
further contributing to its enrichment and florescence. With an unparalleled political
framework, a commercial dominance over the whole region, and a unique tolerance over the
three faiths and creeds, Venice was the direction of many adventurers and art lovers who saw
in this city a haven, an implacable sanctuary to exist and coexist peacefully with assorted
races in “the Queen of the Adriatic.”’ Such an artistic spot enchanted its visitors with its
singular natural charm, art, architecture, local tales, and fashion already crossing its path to
future centuries of amazement and wonder. During the Renaissance and even some time
before there were streams of immigrants coming from the adjacent countries and the far-
fetched ends of the earth. Jews along with Greeks, Albanians, Ottomans, Venetian dominions
and many others were outflowing to this global city. Venice welcomed all races with hands
wide open as long as they would contribute to its well-being and prosperity through
individual merit. Each community enriched the Venetian soil with its multi-faceted
background giving a share in a cross-cultural dialogue and breaking barriers and frontiers.
Admittedly, Venice was “an ideal [place] in which civic virtue produces a powerful, free
society that in turn protects and nurtures the honor and freedom of its members” (Hadfield,
1997, P. 8).

Glamorous Cross-Cultural Venice

It is significant to note that Venice captured the attention not only through the world of
mercantilism and commercial deeds, but it was also seen as a gateway to a multitude of
ethnicities sharing features of their cultures, tongues, and identities. In Renaissance Venice,
colors, races, and faiths would mix and meet on a daily basis. In that microcosm of the world,
you could “heare all the languages of Christendome, besides those that are spoken by the
barbarous Ethnickes” (Horodowitch, 2008, P. 79). In Venice of the Renaissance, it was clear
that either for travelers or cittadini, Venice was a multilingual metropolis radiating with a
multitude of tongues granting the city a culturally diversified feature. Joining a dinner on
Venetian summer evening, French traveler Jean- Baptiste Tavernier noted the significant use
of no less than thirteen languages including, “Latin, French, German, English, Dutch, Italian,
Portuguese, Persian, Turkish, Arabic, Indian, Syrian and Malaysian.” He added that in this
social gathering, a conversation was “begun in one language (. . .) continued in another and
completed in a third.” This polyglot communion unfolded the multilinguistic skills mark of
various nations such as the Turks and Armenians “who do not know three or four languages”
(Tavernier, 1981, P. 272). Nowhere were diversified languages as much widespread as in the
Venetian society. Being a mosaic of East and West, Orient and Occident, old and new,
Venice was without any equal during its time and the centuries that would follow. The open
republican city state could match the unmatchable and make distinct points unite. Through its
wedding culturally, politically, and commercially with the East, Venice managed to make
ends meet at the different layers of life. Preserving its long-standing traditions and traces
while welcoming ‘foreign’ ones, sometimes totally new to the native culture, Venice
manifested a willingness to bridge the gap between unlike attitudes and cultural milieus
leading to a sort of cultural dynamism and educing a passage to modernity.

' This is a name attributed to Venice among others as, “City of Bridges,” “City of Masks,” “City of Water,” “La
Serenissima,” “The Floating City,”’and “La Dominante.”
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A City of Paradoxes

However cumulative and thriving, it is distressing to feel among the layers of such an affluent
society trace of ethnocentrism and prejudice against some races and minorities. The feeling of
‘otherness’ as felt by some outsiders leaves no room to think that the vibrant image of the city
with lagoons hides secrets about cultural disintegration and the marginalization of some
ethnicities, color, and religion. Venice of the Renaissance era is defined by its belonging and
defense of the Christian faith which it harbors and protects from the threats of the Ottoman
Empire which was conquering the world, back then, in the name of Islam. Sensitive an issue
as it might be, the issue of faith happened to play against the grandeur of a city supposedly
transparent to different creeds and spiritual orientations. Venice maintained its position as a
Christian Catholic axis in Europe and held a pivotal role among its neighbors and foreigners
as a white European force in the region to be revered and highly esteemed. Venice was a
carrier of the message of Christianity and civilization to the world and any juxtaposed image
to this was received with a sort of skepticism. Particularly when it came to Muslims which
Venice came to explore more about with its intermingling with Turkish traders, Venice would
show less leniency in this particular regard. As a matter of fact, the prevailing presence of the
Ottomans in Europe and their conquest of many parts of this continent and the African one
was conceived with a lot of awe and fear. Europe apprehended the Ottoman empire which
extended its invasions East and West and earned many lands which it kept under its
dominion.

Therefore Venice saw in the Ottomans, with all their background culture, not only a potential
threat but also a sense of insecurity which destabilizes its very hegemony in the area with all
the magnificence that Venice entertained at the time. Venetians abhorred the Turks, and all
the details related to their culture as pictured in Shakespeare’s Othello through its General
Othello. They demonized their race and tainted their image with the worst possible portraits.
During Shakespeare’s time, Judaism and Islam were perceived as precursory religions at a
conjuncture where Protestantism, under the reign of Queen Elizabeth, was precarious with the
country switching from Protestantism to Catholicism at different intervals under the rule of
different crowns. Thus, the non-European identity along with the non-Christian belief
jeopardized the peace of Europe. Vitkus remarks that Venice was “a sphere of tolerance and
rationality located between the twin tyrannies of papal superstition on the one hand and
Islamic “paganism” on the other” (Vitikus, 1997, P. 163). Religion and identity mattered
during the Renaissance with the radical changes the continent was witnessing. The constant
threat and fear of Islamic expansionism at the heart of Europe was quite manifest and could
not pass unnoticed. The overriding ascendancy of Muslims and their infiltration within the
different walks of life and layers of the European states granted a legal justification to fear it.
In his book, Turks, Moors and Englishmen in the Age of Discovery, Matar notes that, “the
English were unable to situate the Muslims conveniently in their world of colonial enterprise.
Unable to defeat them, as they had defeated the American Indian natives, the Englishmen
borrowed discourses of difference from their encounter with the American Indians” (Matar,
2000, P. 15). Given its wide-spread hegemony over different parts of Europe as the Ottomans
conquered the Dalmatian hinterland culminating in the invasion of Cyprus, a dominion of
Venice in the 16™ century, the Turks were misperceived by Venetians. The term “Turk,”
itself, was conceived to be synonymous of any individual embracing the Muslim creed.

After the chute of the Roman capital, Constantinople, in mid-fifteenth century the Muslim

presence was carefully looked at namely in light of its great artistic and literary
achievements. Such an existence destabilized the secure feeling that Venice had as a supreme
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cultural center of Europe. Harbored feelings of prejudice and ignited racial animosity as
created through the stereotypical images of Muslims and Africans in the Muslim diaspora has
at as an origin, ‘the difference from the other.” Shakespeare captured these meanings of
alienation and highlighted the white European supremacy through the character of his
protagonist Othello. Othello, the play, was written at a peculiar time of Euro-Arab contests
over who would have the upper hand over the East Mediterranean. This period marked a
great interconnectedness in terms of diplomatic relationships as well as trade deals.
Paradoxically the Renaissance was not without deep chasm between Christian Europe and the
Muslim world as reflected through the hegemonic presence of the Turks over big parts on
Europe. When Shakespeare wrote his play, Othello, both Venice and the Ottoman Empire
were giant powers in the East Mediterranean.

Alienated Othello

In this regard, it was obvious to sense a sort of fractures in relationships between both
superpowers, which Othello epitomized more saliently in his tragedy within a white
European Christian society. Being dark skinned within a community that favored fair skin of
Western origin threw the African Moore in unparalleled adversity and big tribulations he
could hardly survive at the end of the play. Race becomes Othello’s capital challenge as it is
not perceived in shallow terms as “dark” as much as it is comprehended as a token of
‘apparatus’ in a cultural frame. Othello’s tragic flaw stems primarily from his feeling as an
outsider in a place not meant for him given his race and color. Such a feeling of being a
‘misfit’ brings about the birth of his alienation. In this light Othello is both an outsider and an
alienated. Othello’s alienation is linked to his ‘black’ ethnicity and what is believed by his
western counterparts as an ‘inferior culture.” Serving as a model to the entire world during the
Renaissance, Europe could not conceive of any potential presence other than white and
European. Based on this logic, any other alternative rival or power had to be misperceived,
underrated, and even subjugated to the main European force. “For whiteness to exist, not only
must Black people be subjugated by white people but they also must not function as ‘people’
under their conceptualization in the first place” (Hari, 2017, P. 144). Under this spectrum,
“black” was not a rival, not even a parallel but an entity unworthy of meritocracy to be
condoned and ‘excluded’. Kiernan claims that, “the tragedy arises first of all from the fact
that Othello is black, and thus racially and culturally an alien -an intensely vulnerable alien-
within a hierarchical predatory and therefore not yet fully human society” (Kiernan, 1989).
The prevailing image that in Venice, racial and religious boundaries were dissolved should be
taken with a pinch of salt. Venice in many respects abominated the cultural ‘other” who was
seen at once enriching and disgracing. This image ripples upon the surface when we consider
Othello’s status. Being a successful navy General, Othello descends from black African roots.
Appreciated for his outstanding military skills, Othello was swept into the elite of the
Venetian society because of his loyalty, distinguished services, and after he converted to
Christianity. Caught between the binaries of his differences, Othello feels a ‘legal alien’. He
desperately attempts to readjust into unlikable worlds by marrying Desdemona, a white
charming Lady of the upper Venetian class whom he presumably ‘bewitched’ to win her
heart. Othello’s identity was called into question since the outset of the play. Boyarin argues
that the "open secret in [Othello's] heart was the secret of Islam in Europe (...) the Moors had
ruled many European" Christians "for centuries" (Boyarin, 2011, P. 254). Despite Othello's
remarkable achievements and prowess including leading a military campaign to Cyprus to
fight the Turks, which gained him the respect of his high white superiors, Othello could not
elope the denigrating gaze of those surrounding him by virtue of his color which they
associate not only with ‘otherness’, but also with a derogatory connotation. Racial stereotypes
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continue to strangle him however hard he tries to win the admiration of all. Othello’s color
and ethnicity turn out to be his primary obstacle, an intruder into a homogenous society
reputed for being heterogenous. This makes him an outsider, an intruder into a circle he
initially did not belong to.

In a multicultural diversity, Othello becomes a target by virtue of his race. Being dark-
skinned builds barriers within a Venetian European society. It breeds antagonism and
dissonance among the two different parts. Othello’s sole guilt, therefore, becomes his race
which portrays him as “cruel and treacherous, and his evil is directly associated with his
blackness.” (Cowhig 1985, P. 2). The stereotyping image surrounding the character of
Othello, that the devil is always depicted in “black garb”, (Mei, 2006, P. 31) has been
announced since the beginning of the play. As the play opens, lago and Roderigo both
corroborate the idea of ‘difference’ by referring to Othello’s race. lago, the play’s
unparalleled manipulator fueled by his own jealousy against Othello who had Cassio
promoted to the position of lieutenant than him sarcastically addresses Othello telling him:
“Your heart is burst; you have lost half your soul, Even now, now, very now, an old black
ram” (I.1.85-90). Loomba believes that the renaissance perception was somehow different
about the skin color tone. According to her, the moors descending from an Arab origin whose
skin color was relatively fair enjoyed some prerogatives while Sub-Saharan Africans were
“associated with a lack of religion and culture, and painted as low-born” (Loomba, 2002, P.
81). This issue is further illustrated in the vehement racial sentiments that the trio: lago,
Roderigo, and Brabantio have for Othello. Tago explicitly verbalizes his hostility towards
Othello saying: “I hate the Moor” (II1.1.385). Roderigo, also, cannot but join Iago in his
ethnic campaign against Othello calling him “wheeling stranger.” As the play is drawing to
an end, seeing Desdemona dying after making sure that Othello took his life, Emilia blasts in
Othello’s face reminding him that the devil is black “O, the more angel she, and you the
blacker devil!” (V.2.161).The racial discrimination is crowned with Othello’s father in-law,
Brabantio, who could not hide his ignited racial animosity towards the Moor considering his
marriage to an upper-class Venetian Lady as an act of transgression, “a treason of the blood”
(Okin 1987, P. 166). Through the physical intermingling between Othello and Desdemona,
there is a shattering of the boundaries that set the East and the West apart. Othello’s wedding
to Desdemona is seen as an act of defiance to the limits of the progressive European white
world epitomized by Desdemona and the primitive African black one as represented by
Othello. Such an act bought Othello a big deal of contempt and abasement. Desdemona was
the only one to venerate and dignify the Moor beyond the racist ethnocentric gaze. Seeing
him deeper than his skin, she could see his worth in his mind and deeds when she declares
that, “I saw Othello’s visage in his mind” (1.3.252).

Yet the play, through the reconciliation of the apparently irreconcilable, is a foreboding of
what is going to happen at the end. In the same way as Africa and Europe stand out as two
worlds apart, Shakespeare is warning against the shattering relationship between Othello and
Desdemona. The play closes on the most unexpected tragic scene with Othello strangling the
woman he loved the most to death after he was manipulated by lago to think that she is
adulterous. Strangely enough, Othello, the distinguished military commander who has been
deployed to protect Cyrus, a Venetian dominion from the Ottoman attacks, has become
himself a threat to awe to his wife and the Venetian society as a whole. Sadly enough, despite
his interminable devotion in his services to the Venetian state and his wife, “But that I love
the gentle Desdemona,” he delicately says (1.2.25), Othello’s coexistence has always been
inadmissible. Despite all the odds he went through to finally unite with the woman he loved
the most, Brabantio rejects his quest for marriage. Above all despite his conversion to
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Christianity while born Muslim, Othello remains the same alienated outsider, a misfit in a
place he always cherished the hope to fit into. “Blackness cannot exist as humanness within
the realm that whiteness conceives,” Writes Hari. “Black lives cannot matter under the
standards of whiteness, by necessity and design” (Ziyad, 2017, P. 147). As a matter of fact,
“blacks -were- monsters, strange creatures from outside the boundaries of the world,”
(Aubrey, 1999, P. 96). according to the European thought.

In the Western imagination, the color ‘black’ has always been associated with the
‘devil,”‘magic’, the ‘treacherous’ while ‘white’ has been linked to the ‘angelic,” the ‘pure’
and the ‘good,” social constructions which have often been thwarted by empirical evidence.
Such binaries are reflected in the intense relationship governing the life of the Moor miliary
and his soft-skinned spouse. It is no coincidence that lago speaks of the “devils [who] will the
blackest sins put on” (I1.3.329) while Emilia calls Othello “the blacker devil” (V.2.132).
Shakespeare underlies the idea that the ethnocentric fracture between the Orient and the
Occident shattering the two spheres of the globe has also contaminated private relationships.
Therefore, the split relationship at home between two opposite worlds extend to reflect a
microcosm of the opposite relationships on an international scale. Once again, Shakespeare
reverts back to the idea that Venice, however enchanting it might look superficially and
though multiculturalism seems to be its norm, it is also the city of endless contradictions
despite its apparent tolerance to foreigners. The ‘social injustice’ making differences between
people on the basis of color, race, and religion turned into an ‘ideology’ to legitimize
discrimination against Jews and the Moors seeing them inherently evil and morally depraved.
Othello the Moor, by virtue of his color, sets the stage for a frenzy of racial diatribe against
him. The man with the “thick lips” (I.1.66) and “old black ram” (1.1.98) falls prey to the
racial malevolence of lago who inculcated in his mind the image of infidelity; the thought
that a White European Lady cannot mingle with a black African. Othello’s marriage to
Desdemona only heightened this prejudice. Entrapped in his endless doubts and insecurities,
Othello’s sense of identity shattered down. When he believes Desdemona is cheating on him,
he exclaims: “Othello’s occupation is gone” (I11.3.409); “Haply, for I am black...She’s gone”
(I11.3.263-9).

The communication breakdown of between Othello and his disintegration in his new culture
is strikingly stereotypical. The Venetian multicultural milieu could, regrettably, not erase the
long-standing prejudice, ethnocentrism, and bigotry against the black ‘other.” Instead of
celebrating individual differences as a significant contribution to the Venetian culture, it
rather exacerbates the already existing fissure and corroborates identification to the supreme
European model, which they take it to be. Via the tragedy of his main protagonist, Othello,
Shakespeare stresses the idea that the identity crisis and the cultural divide between the Arab
and the European worlds have not been bridged, that dissimilation rather than assimilation
remains the norm. It becomes obvious that barriers of all sorts could not withstand the test of
time since Shakespeare’s days till today. The situation has been aggravated in the present
times to embrace new terms such as ‘Islamophobia,” most of which is merely socially
constructed images by the opposite part reaching an obnoxious portrait of Muslims as
demonstrated by Shaheen (Shaheen, 2009). In the beginning of the play, Othello was not
feeling distinct from others except in his genuine services to the state accepting his “negative
oversimplified stereotype of himself” (Neill, 2005, P. 195-96). It is lago who succeeds in
colonizing Othello linguistically and psychologically raising within him a racial awareness
through the use of offensive animalistic language that reminds him of his barbaric origins.
lago makes a full sense of the idea of “race” when Iago poisons his mind with ideas of
inferiority, the fact that an upper-class Lady cannot intermingle with a black African man as
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it is perceived against nature. Desdemona’s father also believes that his daughter’s marriage
to Othello is “against all rules of nature.” Brabantio suspects Othello having resorted to
malevolent acts of magic and sorcery to reach Desdemona’s soul. He brutally says: “Damn’d
as thou art, thou hast enchanted her” (1.2.64).

lago also uses segregationist terms to describe Othello’s otherness as, “black Othello”
(I1.3.28), “the lusty Moor” (I1.2.284), “the devil,” “a Barbary horse” (I.1.112) and “an erring
Barbarian™ (1.3.350). All these qualifiers are the best testimony that however devoted Othello
might be to the state and the people, he is also seen from the lens of Venetians as an alien.
The racist discourse amplified in the significant amount of racial discrimination above has
served across the previous centuries to legitimize the colonial enterprise. Representing the
black in an image of bestiality and sexual lust dehumanizing him, has justified the means
through which the West sought to aggrandize its empire of conquest through trade slavery.
Blackness was an accomplice of barbarity and truculence and such was Othello’s image in
the eyes of Brabantio and his mates. A man who “springs startlingly close to the sources of
animal energy, the feritas in man.” (Sukanta, 1981, P. 164). The process of ‘othering’
marginalizing the outsider as an intruder into a homogenous society on the basis of the bias of
difference is meant to corroborate the superiority of one power over the inferiority of the
other. The logocentrism ideology based on classification and the dichotomy of ‘us’ vs ‘them’,
‘black’ vs ‘white,” East’ vs ‘West,” further perpetuated the presence of aliens. It is in light of
these binaries that the play, Othello, should be read; a play about Black pride subverted by
white supremacy. Such subversion is built on a false set of cultural beliefs of one pole vis-a-
vis the other. It is worth nothing, in this regard, that it is the potent party that tries to
standardize its values and set of beliefs at the expense of a marginalized dominated party
which turns over time into the defamed ‘other’, subject to the cruel categorization of the
predominant power.

It is worth noting that an international mega city like Venice which prides itself upon being a
transparent door to multiethnicities from the world over, appears to be more lenient and
tolerant towards settlers and immigrants belonging to the same European ancestry. Othello is
not the only foreigner to be sharing the Venetian life. Roderigo and lago are also outsiders,
yet not discriminated against by virtue of their common faith and race. Andrew Hadfield
points out that both “lago and Roderigo are Spanish names which also makes them to be
strangers and outsiders like Othello, though their foreignness is clearly disguised because
they are whites.” (Hadfield, P. 5). In the final scene of the play. When Othello finds out that
the handkerchief he gave to Desdemona as a token of love was in Cassio’s hands, he falls into
frenzy using the same ‘black’ jargon that he has been victim to. In Othello’s subconscious, he
remains a dark-skinned African Moor regardless of his concessions of converting to
Christianity in his desperate attempt to further assimilate to the Venetian society. Parekh
believes that in the process of being fully assimilated into a new culture cannot be made
concrete but with an undeniable conversion from one creed to another.

Othello is by no means of a high rank to his equals. He is in an “in-between” position; neither
fully integrated in a society that accepted him only on the basis of his courageous services to
defend the Venetian state against any possible external enemies, nor fully allied with his
mother culture. Othello, finally, realizes that he is no more than a hired mercenary to be rid of
when times call. Following this, “the Venetian aristocrats will certainly not admit him
[Othello] to their inmost society, and they certainly do not want their daughters to marry
Moors” (Wain, 1982, P. 14). His act of murdering Desdemona is an act of retaliation not only
against his wife but against the whole Venetian society and by extension to the whole
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Western hemisphere that inculcated within the black the idea of inferiority and vileness.
According to Cartelli and Rowe, race is the cause of Othello’s crime (Cartelli & Rowe,
2007). Othello bursts in a verbal outrage in front of treacherous lago saying, “Arise, black
vengeance, from thy hollow cell!” (I11.3.448) preparing to kill Desdemona whose “name, that
was as fresh as Dian’s visage, is now begrim’d and black as mine own face” (II1.3.387-389).
His bloody revenge is the ultimate testimony that he, himself, has descended into the fires of
desperation of his own hatred. More than ever, Othello testifies to himself, first, that he is not
worthwhile, that grand achievements from the vintage point of the west are not measured by
the potency of the deed nor by its bravery but rather by the color of the skin and the sharing
of the same white race. Thus, “He correctly perceives himself, in other words, to have been
both the alien victim of Venetian society and the active though unwitting accomplice of its
destruction of him” (Kiernan, 1989, P. 57).

Conclusion

Having Shakespeare’s, Othello, end tragically, is far from intentionally meaning to reach a
cathartic purpose. The main incentive behind Shakespeare’s portrait of the psychological ills
of his protagonist is to demonstrate the devastating effects of racism and ethnic exclusion of
what we call “the other” and the costs of this seclusion upon the psyche of the “dominated.”
The play finally culminates in a bath of blood carrying in its maze the tears of a broken
African military commander who neither his good ethics, nor his achievements in the military
service he renders to the state brought him solace against his ethnic roots. Othello who has
been admitted into the Venetian society by dint of his military worth and rhetorical skills is,
ultimately, felt inferior to the aristocratic senator like, Brabantio, and even to his peers. This
point leads us to another serious issue of the Venetian society which is its limited openness.
However, dazzling in thousand colors the city might be, and however richly multilingual, and
multiethnic, diversity was apparently not the norm essential to communication in a non-
sleeping city over the sea. The prevailing idea about the unique multicultural character of
Venice seems to have declared its bankruptcy in Othello. In Shakespeare’s work, Venice is
revealed as a segregationist and discriminatory against the foreigner foregrounding intense
feelings of European racism and challenging centuries-long held beliefs that Venice is an
opened gate to the world where all mixed races could live in peace and harmony. Such was
the image communicated by Shakespeare voicing “Venetian society’s deeply racist and sexist
ideology of power. lago’s strategies of fiction-making are based on his acute perception of
what constitutes culture’s “common sense” (Ganguly, 2012, P. 7).
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