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REFLECTION ON THE 32 "° ISFTE SEMINAR, BHUTAN

Introduction

The 32¢ ISfTE Seminar was one rare
experience that the Paro College of
Education, Royal University of Bhuta
organized where hundred thirty two
delegates from more than twenty countries
participated besides twenty  two
accompanying persons who made it to the
seminar. It has set history in the life of
ISTTE where a huge number of delegates
ever madet to particpate in the tiny
Kingdom of the Himalayas. The %2
ISTTE Seminar achieved one of the
philosophical goals of Bhutan that is
AGross National
participants were contented and returned to
their home with a smile besides other
unigue ad rich experiences.

The Preparation of the Seminar

The college decided to form two bodies to
organize the 3% ISfTE Seminar in

Bhutan, The Advisory Body and the
Organizing  Committee.  After the
formation of these two bodies the job
descriptions were laidvith the primary

objective to make the seminar a success.

Happ

Different  individuals  with  various
experiences were pulled in the committee
to start working towards the preparation of
the seminar. We worked on the website,
brochures, movie clip to promote
maximum participation, aught sponsors,
booked hotels, traied guides and started
working on the other organizations to
name few. Further, two conveners were
sent to attend 31 ISfTE Seminar in
Norway basically to observe and learn
through their organizatioand to promote
participation for the 3% ISfTE Seminar.

The whole process of experiences was a

imenoatdeconevaltheughenot ol fdrget that e
many challenges were confronted to set

the seminar. It was a learning experience

for most of us who organized thersinay

and we are happy that the seminar was a
grand success.

Participants

The table shows a glimpse of the delegates
who participated in this historic ISfTE
Seminar along with their accompanying
persons.

Sl. No. Country Number of Participants Accompanying Person
1 Australia 24 2
2 Bhutan 35 0
3 Brazil 2 1
4 Canada 2 0
5 Denmark 6 1
6 Ecuador 1 0
7 Hong Kong 10 0
8 India 5 1
9 Japan 3 0
10 Nepal 1 0
11 New Zealand 1 1
12 Nigeria 2 0
13 Norway 3 0
14 South Africa 5 3
15 Spain 2 0
16 Taiwan 2 1
17 Thailand 1 0
18 United Kingdom 1 0
19 USA 24 12
20 Vietham 2 0

Total 132 22




Conduct of the 329 ISfTE Seminar

The seminar began with a welcome dinner
and a cultural show where almost all the
delegates made it in their colourful clothes
The next day the participants registered for
the seminar before entering into the hall
for the start of the 32 ISfTE Seminar.
The Honorable Education Minister of
Bhutan blessed the opening ceremony of
the Seminar where he delivered a powerful
speech orthe importance of Zicentury
education and the role of teachers. In the
seminar we saw a series of interesting
Keynote addresses from different speakers
that included Dr. Rajeev Sangal from
India, Professor Tom Maxwell from
Australia, Dr. Debbie Youngrdm the
USA, Dr. Pema Thinley and Dr. Dorji
Thinley from Bhutan.

The participants were divided into eleven
paper groups in which the participants
shared their papers inviting constructive
feedback. The paper groups were the
highlight of the seminar and aost
participants shared their satisfaction being
a part of the paper group. Apart from the
paper group presentations the delegates
were taken to a few important places in
which they were exposed and experienced
the culture and tradition of the country of
Bhutan.
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Later we saw the Hong Kong conveners
present their proposal to host the™33
ISFTE Seminar in Hong Kong in May
2013 and finally it was followed by the
presentation of the paper groups that
concluded the Seminar with a positive note
of happiness.

Feedback of the Seminar

In general the feedback on the conduct of
the 329 ISfTE Seminar was exceptionally
good except for few comments to improve
on the future conduct of the seminar. The
detail report on thefeedback by the
delegates will be shared atater date.

Conclusion

On the whole the 33 ISfTE Seminar was
one of the largest in the history of ISfTE
and almost all the delegates expressed
their satisfaction the way it was conducted.
For the College and the organizers it came
as a blessing todve hosted such a huge
international confereneeone of its kind.
We look forward hosting a similar one in
the near future with better organizational
skills and vigor.

Submitted by:
Kezang TsheringConvener

ABOUT THIS EDITION

All of the articles inthis edition of JISTEvere originally presented #te seminar in Bhutan.

Each article selected for publication received feedback from the paper group in which its
author(s) presented, iwvent through a doublbind review and further editing by the
author(s). Because so many articles were accepted for publication, this edition of JISTE is
the largest ever published with 19 articleg 30 authors from nine different countries.
Several other articles from the Bhutan seminar will be in the next editiiS ©E.

Peggy J. Saunders and Karen Berg Petersen, Editors
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A MODEL FOR REFLECTION TO BE USED IN AUTHENTIC ASSESSMENT
IN TEACHER EDUCATION

T. W. Maxwell
University of New England, Australia
Keynote for Bhutarseminar

Abstract: In this paper a modebf the development of reflection is developdte model is

then |inked to Rei manés 1z o feedbackion gquthemtici ma | ref
assessment taskandevelopmicro and macro reflectiarSince action research is a complex

task also demandireflection, &tion research in the final internship is presented as the

capstone authentic assessment task in teacher educatore implicatios for teacher

education are presented.

Introduction Reflection - SomeBasics

Teachersdevelop their knowledges, skills  Dewey (1933def i ned refl ectic

and attitude through formal and informal active, persistent and careful consideration
pre- and in-service educatianin these of any belief or supposed form of
reflection is considered integral to  knowledge in the light of the grounds that
professional developmer(Dewey 1933 support it and the further conclusions to
Grundy, 1995;Jones 2009 Schin, 1983. whi ch i (p. 9} amd chared recent
Thus eflection has been a strong theme of  writings reflect his definition. Dewey
writing in teacher educian ower the last (1933 made a galitative distinction
two decades and moreutba model for between reflective action andiir out i ne
developmentof reflection and how this a c t i(po6)which is guided by impulse,
development is achieved are not well tradition and authority Schon's (1983)
developedThe purpose of this paper tis reflectionrin-action and reflectioon-

address these concerns and in passing adion arealso well knownin the teacher
consider practical ways to deepen education fieldWhat is perhaps less well
reflection. known is the idea of reflection for action,
i.e, an active, persistent and -careful
There has been a considerable amount of consideration of any belief or supposed
writing on fr e®2002 ct ifogmobknowledge éhatyvill be used in the

analysed these athree sets of writing futureandits appropriateness for the task.
which overlap (a) the situational (@.
Lave and Wengeri eg. disassociations Perhaps the most generic and thus most
from  experienced life) (b) the helpful work is from van Manen (19),7
phenomenological (vaManen and Sdim following Habermaswherein he proposed
ieg.bei ng fpr @sheoritical) ; aamegarchyof forms of reflection (a)
(the Frankfurt Schooli eg. critiquing Technical reflection: efficiency and
assumptions) (after Overs 508-511). effectiveness of meanfor ends, @. can
the students see the boardB) Practical
Thought o f i n anot Halectionwexgmines @eals nagds means,
insights point to three substantive areas of their — assumptions and  outcomes.
reflection the situational, th Understanding is important,ge do | have
phenomenological and the criticalhis is the skills for this task and (c) Critical
an important insight for teacher educators reflection: encompasses the othewot
and is something to which we will return. aboveand adds morality, ethics, politics



(justice and equity)and implies action
e.g. whose interds are serve?l

In the complex world of teachingach
level may be useful in its own right, a
point made by Hatton and Smith (1995).
Research by Hattoand Smithand others
cited by themindicatesthat this hierarchy
provides the basis for a developmental
sequence

A Model for ReflectionDevelopment

The van Manen1977) hierarchycan be
used in teacher education to createm a

initial, linearmodelfor the development of ~ (2012) found that for transformative

reflectiony from technical to practicalthen (doubl e [l oop) | earning

critical reflection The role of the teacher  reflections (a) Encompassd prior

educator/mentor becomes one of learning, the problematic/non problematic

identifying strategie®ver timefor moving context and had to have suppo

the student teacher dbelonging)fanda@wondmy [situatipeal p e r .

iDeeper o h érame techieala n s (b) Included the capacity for presence in

through practical to critical reflection  the face of challenge, dissonance and

although linearity in the social world  highly emotional states

always needs to be problematigsee the [phenomenological]; ah (c) Included the

next section) There are clear implications  propensity to be critical [criticality].

here for teacher educatiamits/subjects

and coursefprograms However, this Her work showed thasomeinterns can

initial  model can be extended by critically reflect upon their practice and

considering the interaction between that the confluence or combination of the

reflection and learning. three creates opportunities for deep
learning.lt is interesting to note that these

Reflection andL earning three findings of Jone
correspond to the threecategories

Reiman (1999) and HoffmanKipp, identified by Ovens (see square brackets

Artiles, and lopezTorres (2003) agree the three points immediatelgbove) but

that reflection is both a metgnitive and for deep learning to occur, appears that

a social practice.Some, eg. Cranton all three need to be kept in tension a

(2006), place rationality at its heart. | think ~ Kemmis (2009) indicated.

that rationality has its place but the

imagination, intuition and emotion also More specifically, Jone

play their part (Dirkx, 2001)In terms of
what to reflect upon,Kemmis (2009)
explained that the foci of flection need to
be held in tension with one anothg&hen
thinking about practiceWe can think of
Kemmi sd6 f oci as the
substantive areas of reflectiofhese ideas
can be brought together through tleeent
doctoral work by dnes (2012)
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Jones (2012) carefully analysed 26 case
study interviews of intern teachers in the
final year ¢ a B.Ed. (Primary). Reflection
was central to the study. She was
interested in the nature of learning
resulting from reflection in and on each
I nt er nidestifieds @allénge during
the internship. She found that the
challenge was often accompanied by
strong emotions.
transformative learning (Mezirow &
Associates, 2000ps the key theoretical
position and in so doing built upon her
LEARNT theoryof learning (Jone2009).

In brief, and for the purposes here, Jones

She

that the linear moddFigure 1)needs to be
refined in a similar way that van Manen
suggested: critical reflectiorneompasses
the previous leveléFigure1). The tension

Is shown by the doubleeaded arrows. It

is alavethe gase tioay thenhiglder levels care
feedback to the lowelevels enabling
greater insights (also shown by the double
headed arrows in Figur®. An important



caveat to the refined model is that even an
experienced critical reflecter may find
her/himself compelled back to technical

JISTE Vol. 17, No. 1, 2013

reflection depending on the w#tion and
experience.

Technical reflection

Practical reflection

5

Critical reflection

Figure 1. Refined model ofmicro and macroeflection development

The overall movement from technical
through practical to critical reflection is
also supported by the well known research
of Furlong and Maynard (1995) in vah
the neophyte teacher initially focuses upon
technical matters such as classroom
control. The model appears to be
appropriate for long term reflection
development (macro). & the model be
used at the micro level, say, by teacher
edwator? This issuds the subject of the
remainder of the article

Sites for Reflection - Auth entic
Assignments

There has been some considéakand
appropriate, emphasisn reflection upon
practice teaching and the intship
(Grushka McLeod, & Reynolds,2005).
Practi@ and internships normally happen
off campus in the hurly burley of real time,
people and places hence their authenticity.
Other authentic sites can be created
(Cornish & Jenkins, 2012} hese sites can
be the focus for assessment tadksnce
authentic asessment tasks.

| arguedelsewhere(Maxwell, 2012 that
authentic assessment tasksn the

10

professional preservice courses like
teaching need to be consistent with
Gibbonset al. (1994) Male Il knowledge
production The substantive nature of
assessmertasks has to focus upon Mode

Il becausetaking examples frosi b bons o

criteria for Mode 1) in teaching and
teacher education situatedness, agency
and transdisciplinarity arewvhat matter
(Carr, 2009; Kemmis 2009) The
argument can be summed Wssessma
tasks in teacher educatican be saido be
authentic where feducators care for the
subject matter and thus engagiadents in
genuine dalogue around ideas that madter
(Kreber, Klampfleitner, McCune, Bayne,
& Knottenbelt 2007,p. 22).

The second part of my argument
(Maxwell, 2012 was that authentic tasks
have the following five characteristics
built into their construction and feedback
(a) assessment is used to engage students
in learning that igroductive (b)

feedback is used to activelynprove
student learning(c) students and teachers
becomeresponsible partners in learning
and assessment;(d) assessment for
learning is placed at theentre of subject
and program design; an@) assessment
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provides inclusive and trustworthy  student tedweer to respond to assignment
representation of student achievement feedback(perhaps as a second assignment
(Boud& Associates2010,p. 2-3). phase).Such a second phase would force
the student teacher t@-consider (reflect
Even the universitpasedassignment can upon) the first effort based on the
be authentic, for example, a discussion of assignment specification and on the
gender equity based in the experience of t eacher educ anfotunaely f eedl

one or morepractica and howvhat has this second phase is necessary to ensure
been experienced might be changed thatthe metareflectionactuallyoccurs
Responses toAuthentic Assignmentsi Reiman(1999)alsoexplored Piagetian and
The ZPR Vygotskian approaches to learning and

showed how support and challenge are
When authentiassignments are thought of  critical in the development of reflection

as the result ofonsiderableeflection then He identified the zone ofproximal
new possibiliies unfold quality reflection (ZPR), following Vygotsky, as
assignment feedback catimulatefurther the area within which support and
reflection/learning Reimard $1999 work challenge is needed. The ZPR puts the
on journalng provides sevenresponse emphasis upon reflection as the key

categories for guiding written reflectigns ~ process for learning when considering
and these can also be used in the usual What might be done bettelResposes

assignments However in their research, using thesix categories come into their

Hattie and Timperley (2007) found own using the ZPR idedn other words

counter intuitively, that praise was feedback can be scaffolded within the
ineffectiveas feedbackor learningand so teacher educatords wunde
Rei ma n 6 sesporse sgpraises and studentds ZPR in respon

encouragedas not been included in Table the assignment. This is possible since the

1 (below) The responses in the six textisevi dence of the stud
categories support Htinkng/ractigen dTheT pualitye of | tbey 6 s
critical question on feedback for student feedback depends upon the teacher

l earning: fiwh Spagfic t oe d lhextter 6s ability to
written/verbal comments would depend correctly and in the choice of the response
upon the persons involved hinking of to simulate deeper levels of thinking
assignment feedback in this way invites a following the model(Figure 1). Some
dialogue (betweethe student teachend examples of possible teacher educator

the teacher educajor-or many of us this responses to different assignment patterns

will mean finding new waysfor the are given in Tabld.

11
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Summary of categories guiding written reflectionsassignmentsicorporating van

Manenos

| e v egdfterReamfan109@)f | ect i on

Re i maReg$panse
Category
(as appropriate
depending on the king
of assignment)A]

AssignmentPattern
(T=Technical;P = Practical.C=Critical)

[B]

PossibleTeacherEducator Response
(T=Technical;P = Practical,C=Ceritical)

[C]

Accepts feelings

T: Student teacher (ST) has difficulty
discerning feelings in both self and others
P: ST discens feelings of self and others
C: ST understands feelings and question
their basis

T: Teacher educator (TEhares own
feelings. Indicate feelings have a place
learning.

P: TE accepts feelings and questions thei
source.

C: TE extends questioninghere possible
e.g. to power relations

Acknowledges and
clarifies ideas

T: ST perceives knowledge as fixed and
empl oys a single 0ft
P: ST undestands a range of ideas, and
shows how these work.

C: ST identifies what ideas are appropria
in various situations

T: TErelates ideas to observed events af
alternatives are appropriate.

P: TE accepts ideas and asks why
questions.

C:TEaskssuchquastons as A\
interests are ser v¢{
in situation X?0

Prompts inquiry

T: ST rarely reflects on process(es} bats
things dondritualizes)

P: ST shows how (own) goals are
dependent upon processes and their
assumptions

C: ST indiates that inquiry is essential to
practice (problematises).

T: TE asks why did these processes work
(for you)? What if the situation were
different?

P: TE extends by questioning the
appropriateness of the processes and go
C: TE asks questions that engages a
broader socidistorical analysis.

Provides information

T: ST provides information as facts.
P: ST shows how information is relative.

C: ST understands how information is an
instrument of power.

T: TE shows how facts are socially
constructecand how they are dependent
upon assumptions through examples.
P.TEasks such quest.i
interests are ser vy
C: TE extends by asking what actions are
implied.

Gives directions

T: ST lacks agency/insight.
P: ST understands the issues.

C: ST understands the issues and consid
which are right and prudent.

T: TE arranges a conference to explore tf
situation.

P: TE asks what actions the ST might
undertake.

C: TEdoes not need to direct.

Responds to existing
problems

T: ST has difficultyaccepting
responsibility for problems and blames
others.

P: ST accepts responsibility for actions al
understands outcomes.

C: ST accepts responsibility and acts
rightly and properly.

T: TE arranges a conference to discuss t
situation.

P: TE asks whathe ST might do

C: TEdoes not need to act.

12
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The model can guide micro as well as reflection. In contrast, the definition by

macgo forms of development.When Kemmis and McTaggart (1988) is more
feedback on individual assignment tasks consistent with critical reflection. In their
(micro developmentis extendedover the definition, AR is

period of the three to four vyear a form of collective selfeflective
courséprogram macro development of enquiry undertaken by participants
reflection can take place The latter in social situations in roer to
requires agreement by unit/module/subject improve the rationality and justice
co-ordinators in the courjgogramas a of their own social or educational
whole If this were to happenthe Boud practices, as well as their
and Associates (2010)"4proposition on understanding of these practices
quality assessment in higher educatiam and the situations in which these
be fulfilled. The propositiorstates in part: practices are carried op. 5)

flassessment practices [need to be] These distinctions are useful for those
carefully structured in early stages of teachereducators who want to move from
courses to ensure students make a classroom AR to the more emancipgtor
successful transition [from] university form (Kemmis & McTaggart 2000)
study [into] (Beir c lansistent wifldeep lewkid of reflection.

Without too much effort many kinds of The usefulness ofction researchsi well

assignments can be -cenceptualised in recognised in teacher education. For
this way. It is not essential, but desirable, = example, Price (2001) and Levand Rock
that the teacher education coussishing (2003) discuss casstudies in the United

to develop quality of student teacher States Ax, Ponte and Bouwer (2008)
reflectionto the macro level shoulbdave consider action research as part of teacher
the refined model embelded in preservice education in the Netherlands

subjects/units/modules assessment tasks and in Australia, Ginns, Heirdsfield,
(micro). In the next section | argue for  Atweh, and Watters (2001) give an
action research as the capstone authentic accountof research of theprofessional

assessment task wherein the development growth of a group of beginning primary

to critical reflection can be assessed. school teachers using participatory action
research.l reported two action research
Action Research projects undertaken by teacher interns

(Emerson & Maxwell 2011; Mead &
Action research (AR) is the research Maxwell, 2010). Ponte, Beijad, and Ax

methodology for the professions (Green, ( 200 4) gat her ed teach
2009) and is consistent with Mode I perceptions of their use of action research
knowledge production.Action research in the USA, the UK and Australia.

has been dae finvastgation a s Additionally action research has been used

where, as a result of rigorous saffpraisal in in-service teacher education (Elliott

of current practice, the researcher focuses 199Q Maxwell, 2009). All of these studies

ona Oprobl embé €& and indicatetARI®a plocss iofsmprovement:

information €& |, p | a nsemetinesnip Ithe teachinglearningghee n

evaluates an action then draws conclusions development of certain skills, sometimes

on the basis of f i ndinnhg sitoatioo, G ¢ffactive tramsitional9 9 1 ,

in Mcintyre, 200Q p. 1). movement between learning sequences, or
both, eg., learning how to deal with a

Mcl ntyreos def i ni t i o speciiics childo whoi &as e behaviowri t h

either the technical or pracal forms of difficulties and who unsettles the class.

13



These examples are more consistent with
the Mcintyre definition above.Other
studies are more overtly concerned with
emancipator action such as addressing
gender inequities in the playgradinSuch
studies are more consistent with the
Kemmis and McTaggart (1988) definition

All forms of AR have reflection as central
Different forms of reflection will create
different outcomes for the action research
processThus AR as a authenticcapstone
task would ideally be informed by critical
reflection (rather thanthe practical or
technical).Depending upon the internship
circumstances, each may be acceptable but
my assessment criteria would distinguish
amongst these. Situational and
phenomenologidareflection pavehe way
for critical reflection However, as Jones
(2012) found, the student haso have a
propensity for criticalityto achieve critical
reflectionand how to stimulate the latter is
an interesting issue

Additionally, action researcks applicable
for the uncertain futws that neophyte
teachers face(Jones, 2012 Maxwell,
Harrington & Smith, 2010Q. It provides a
process for significant challenges to
professional practice to be investigatéd

Grundy (1995) has indicated, action
resarch is suited to professional
development; it supports better

understanding of practices, situations, or
both. Transformationof thesecan occur
through critical reflection and action
Action research provides a process forlife
long learning in the progsion.

Conclusions

This paperassumed that reflection was an
essential part of teacher educatidnkey
ideawasvanManenods umastoo f
create a hierarchyf technical, practical
and critical reflectionThis led to an initial
linear model for réection development.
Foll owing a
findings, a refined model was generated
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based wupon hiesarchy Vienenos
model can be used as the basis for
deepening student teacher reflection.

Based on responses within the zone of
proximal development to authentic
assessment tasks micro level development
can take place and over the period of the
course these developments can be
consolidated (macro development).
Implied here is the need for a second
assignment phase so that the studentd
learn/refect on the thoughtful feedback
directed in the
reflection. Thepaper concludedwith an
argument foradion researclas the logical
capstoneauthenticassignment in a teacher
education courseespecially where this
builds upon prior authentic assessment
tasks

A model i S needed t
reflection, a concept so often taken for
granted in the teacher education literature.
The model appears to be applicable across
jurisdictions and indeed internationally.
There is the basis here for teacher
educators to develop skills in teaching
reflection at the micro level leading to
development at the macro levelhe
refined model presented here needs to be
tested. The development of reflection
through feedback inthet udent 6 s
authentic assignmentsending in action
research, can contribute to the personal
and professional development of student
teachers particularly where critical
reflection is developeaver time If, for
examplea learned attitude of racismere
successfully addressed by this process then
not only does the student teacher benefit
but so does society as a whole
Assignments being authentic assist this
process just asdoes studentd own
authenticity. Applied over a career,
téhehbre endowed withe ability to reflect
critically become wise and can make a
considerable contributionto h e i r
learning, tosocietyand indeed, add to the
(2

student

o] d

ZPR
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PEDAGOGI CAL ORI ENTA

IN THE PRIMARY CLASSES:
A FACTOR ON QUALITY EDUCATION

Kezang Sherab and Phuntsho Doriji
Paro College of Edration, Royal University of Bhutan

Abstract: In recent years, Bhutan has taken huge steps to provide education to all Bhutanese

children.

However, the poor performance of the high school graduates in the Call Centre

interview and their failure to get sdted for employment due to their poor communication
skills in English ignited widespread debate amongst the general public on the quality of
education in Bhutan. Educators believe that this claimed decline is a misperception rather
than the reality. Thyshis paper attempts to study this issue by examining the pedagogical
practices in primary schools through teaching observations and interviews with a sample of
teachers from different schools in western Bhutan.

The findings indicate that teacher domiectlessons generally prevail in the primary
classrooms with detrimental student learning outcomes. This situation has implicdiimuts
teacher education programmes and other stakeholders. Thus, it sends a message that there is
a risk of declining qualityn education if appropriate measures are not adopted.

Key Words: teaching and learning, primary school, teacher education, pedagogy, quality,

collaboration

Introduction

Since the introduction of the New
Approach to Primary Education (NAPE) in
Bhutanese schools in the 1990s, the
apparent decline in the quality of
education has been discussed at length.
More recently these issues have become
prominent after the detrimental Call Centre
interview (Kuensel, May 3, 2006) which
revealed that only 7.5 pemeof the 600
high school students who applied were
found competent for the job. Since then
the issue of decline in education standards
has been widely regarded as a reality with
general criticism by policynakers,
education officials and representativels o
the people (chimis). This has led to a
widespread belief that the quality of
education in the country is declining.
Following the concern raised by some of
the peopl eds
further deliberated in the 85session of
the Natioral Assembly in 2006. The media
reports questioning educational quality
further stimulated community concer
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According to the literaturesuch concern
over the quality of education is a universal
issue (Cheng & Tam, 1997Heyneman,
1997) Bhutanese educa®ron the other
hand, argued that the decline in the
education qualty was more a
misperception than the reality (CERD,
2007); besides, there was no real evidence
to show that the quality of education in
Bhutan had declined. A proper study of the
matter wa therefore needed to establish
the actual situation. At around same time
as this research, a 10 member education
sector review commission also conducted
large scale research to examine the entire
education systenm Bhutan

The United Nations Internatal

Chil drenods E d(UMIGEF)i on all
describes  (UNESCO, 2004) five

di mensions of guality e

r epr es e teames;icandusive envitprmeritssrelayant wa s

curricula; childfriendly pedagogy; and
useful qpu Bl)c Deathesslay a
crucial role in fifilling each of these
dimensions. In any educational reform



geared towards improving the quality of
education, it is important to understand
t hat teacher so ways
critical concern (UNESCO, 2004). This
imperative allows us to assert thaatbers
are at the heart of achieving a quality
education system. Although Cheng and

JISTE Vol. 17, No. 1, 2013

schools? Are they looked after well or
supported well by their parents? Many
schobl childeera attend rsanool dveveay a
from home staying as dependents of
relatives. We wonder how much care such
students receive and if their situations are
conducive for learning?

Tam (1997) commented that Afeducati on
quality is a multidimensional concept and Teachers and their Pedagogical
cannot be easily assessed by only one Knowledge
indicatoro (p. 23), we decided to study the
contributon and i mpact o fTeadhdrLare attthe deam ¢ the education
factordo to the qual éystem and theymag b enast impoftant i n
Bhutan by focusing on the pedagogical role in ensuring quality learning. Nothing
orientation of the teachers in primary can substitute for an effective teacher in a
schools. Thus the research question was, st udent 6 s | e a;rOsbomeg ( Ho |
AWhat pedagogical pr BeUUNESES, 20049. Irrdsgedtive dffthe
school teachers commonly apply their condition of the school, effective teachers
teaching?o can deliver better icomes. This projects

the importance of teachers and their
Views on Quality Education teaching in the school. Even when there

ar e significant di ffer
When people discusshe quality of backgrounds, teachers can exert a

education they use either classroom,
market place, or societal conceptions of
quality (Beeby, 1966). The present
concerns shown by the Bhutanese people
reflect basicallythe societal conception of
guality and encompass broad social criteria
used by the people to judge the outcomes
of the Bhutanese school system. In its
continuing attempt to define quality
education, UNESCO, under  the
chairmanship of Delors, claims quglit
education should consist of four pillars of
l earning: Al earning
do; learning to live; and learning to put
education in the perspective of lieng

l earningdo (UNESCO,
four pillars of learning determine the
processof quality education and can be
used as quality indicators. The UNICEF
approach to quality education is more
relevant to schools and the work of
teachers. In the Bhutanese context, we
need to consider if thizve dimensiongput
forth by UNICEFare presenin the school
system in order to see if Bhutan is ready to
demand quality in education. For instance,
are there healthy learners in the Bhutanese

2
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powerful influence in raising the levels of
achievement (UNESCO, 2004). In any

reform geared towards improving quality

of school s, the teacher
are of critical concern (UNESCO). It is
important that teachers possess sound
pedagogical knowledge and skills to make
teachinglearning processes effective and
meaningful (Cte & Knowles, 2000;

Shulman, 2003). It is judged that Finland

has one of the best education systems in

the world today and that the key to such
duaressk gaesv ;to teaclzers n and gtheit o
Apedagogical 06 eQ0perti se
p. 251). Their teaching producessults;

e feaclpng is &féclive. T he s e

What is effective teaching? It is really
quite difficult to actually define effective

teaching. Osborne (1999) says good
teaching can be defined only in general
terms. He strongly points out that effective
teachingi nvol ves both dAwhat"
how?o (p. 8 3) t he t ec
Elaborating on this, Osborne notes that
good teachershould have mastery in the
subject material and in translating it to the



students; a wide repertoire of teaching
techniques; and a d$kiin balancing the
their authority andtheir accessibility to
students. A UNESCO report (2004) states
that one of the stumbling blocks of quality
education in sub-Saharan Africa is
undesirabl e
chalkandtalk, teachercentral, lecture
driven pedagogyo
renewal in that part of the world generally
means switclmg to learnecentred,
activity-oriented  pedagogy  although
institutionalisation of such renewal in
schools and training institutions has
produced inonclusive results (UNESCO,
2004). In Bhutan, teachers are trained to
make use of a variety of chicentred
methods  during their  preervice
programme, but what they actually do in
schools is a different reality.  This
disconnectraises the questioaboutwhy
what the teachers lead about methods
and strategies in their training is lost
during their induction as beginning
teachers.

It has becomeancreasinglyimportant for
Bhutanese teachers to allocate more time
for their students to engage in skdérning
and research based activities. In such
circumstances it will be necessary for

teachers to ensure that students increase

personal efforts and depend less on the
teachers to direct their learning. With the
introduction of concepts such as a child
friendly school, childcentred teaching and
learning, childcentred pedagogigsand
constructivist strategies into the Bhutanese
education system, it is opportune for
teachers to reflect on their role in the
school system. They need to ask
themselves if they ar moving towards
giving more independence for students to
learn. Is there a gap between current
learning theory based on research and
actual practices in Bhutanese classrooms?
If answers are in the affirmative, it is
necessary to engage classroom teaciners
radical pedagogical reforms. Educational
reforms in developed nations such as

20

teaching

(p.
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Australa have adopted the concept of
productive  pedagogies to  improve
teaching and learning in their schools
(Fields, 2005).

It is more effective to adopt the concept of

depucratic tproce@ures In itHe eteadiing g i d

learning process advocated by some
prorhirie@t ) . eduéhiodah g @rgctitioreers
(Davis, 2001 Joyce, Weil & Calhoun,

200Q Tomlinson, 1999). Teachers can
improve instruction and encourage
students to learn better by following four

basic rul es: Apromote s
development, help students contextualise

new information, help students retain and

retrieve new information, and help
students develop effect

(Davis, 2001 pp. 17178). Therefore, this
study was aimed at unveiling current
pedagogical practices of primary school
teachers in Bhutan.

Sample/Participants and Tools

For an indepth understanding of the
current teaching practices prevalent in
Bhutanese primary schools, 18 primary
schools with levis from preprimary to
class VI were selected for study. These
schools are from the more densely
populated and accessible western districts
of Haa, Paro, Thimphu, Wangdue,
Chukha and Punakha. The participants in
this study were 36 teachers (2 from eath o
the participating schools) and their
teaching experiences ranged from 1 year to
27 years. To obtain a wider perspective of
teacherso
sampling was done based on the idea of
purposeful sampling (Merriam, 1998).
Therefore, selemn of the research
participants was based on the following
criteria: (a) 2 teachers from each of the 18
schools; (b) teachers teaching different
subjects; (c) teachers teaching different
class levels. One teacher from each school
was selected for interwe

pedagogi cal



Data were mainly gathered through
participant  observations and semi
structured interviews (Bogden & Biklen,
1998; Minichillo, 1995). Teaching
observations were carried out with all 36
teachers and detailed field notes in the
form of researcher commentvere kept in

a form specifically designed to record any
evidence of characteristics of good
teaching (see above section on teachers
and their pedagogical knowledge for
characteristics of good teaching). For in
depth information, senstructured
interviews were conducted with a total of
18 teachers (one from each participating
school who were also observed) with the
help of an interview guide. A list of pre
prepared questions was used to guide the
researchers in conducting interviews. Each
interview took &out half an hour to one
hour. All observations and interviews were
conducted by both the researchers.
Interviews were recorded using a digital
recorder and later verbatim transcriptions
were carried out by the researchers.

Two lessons each were observied 27
participants and one lesson for each of the
nine remaining participants. These nine
teachers were not available for their
second observation. A total of 63 lessons
were observed comprising 18 in English,
19 in mathematics, 10 in Dzongkha, 9 in
environmentalstudies, 2 inscience and 5

in social studieshistory.

Interview and observation data were
analysed by developing themes and
patterns through coding. The data obtained
through observation/field notes were used
to supplement the information ¢etted
through interviews. Therefore, the data
collection in this research was convergent
in nature, which provided opportunity for
triangulation (Burns, 2000). The process of
triangulation helpd to strengthen the
research findings by making it possibée t
reach more accurate and reliable
conclusions. As interview transcripts were

JISTE Vol. 17, No. 1, 2013

which were catagorised into two major
themes as presented in the next section.

Data Presentation and Discussion

This section presents tho positive and
negative practices that were prevalent in
the primary classrooms under two major
categories Opportunity Themes and
Barrier Themes, which wermerived from
development of the themes and patterns.
For ethical reasons, each participant is
reerred to as Partici

I. Opportunity Themes

Many positive and encouraging practices
were observed in the primary classrooms
visited. They are described below and gave
evidence of promoting opportunities for

effective teaching.

PhilosophicalOrientation
The interview data revealed that the
teachers in the primary schools, in general,
hold some kind of philosophical beliefs
about teaching. These beliefs were
expressed by many participants as relate
to guiding and a mutual sharing of
experimces and knowledge among
teachers and students (Participants 2, 3, 6,
17 & 20). Further, these teachers
considered that teaching should be a two
way process whereby both the teachers
and students learn from one another.
Participant 7 conveyed this ideansewhat
differently:
Teaching meaningfully means
teaching with variety. Teaching
should not be Ilimited to
information input from teachers but
rather we should take into account
childrenos
put these into group discussion.
(Interview 810/07)

Other participants also considered that
along with t he
understanding of individual differences of

read and reread, several themes emerged the students, a variety of teachilegrning
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approaches was an important element for
stimulating learning. Participant 10 als

stressed t he
aptitude, his/her professional commitment
and physical and mental soundness and
that these factors contributed immensely to
the quality teaching and learning. Further,
Participants 7 and 12 considered that
communich i ng at t he
being friendly with them motivated the
students to express themselves freely.

These views expressed during interviews
enabled the researchers to broadly
conclude that teachers strongly believed in
studentcentred teachingnd learning. This
positive philosophical orientation of the
teachers is certainly an indication that the
Bhutanese education system is moving in
the desired direction according to policy
and curriculum documents.

PedagogicaDrientation

The quality of education will largely
dependupon the pedagogical knowledge
teachers have as well as the pedagogy they
use. Hence it should be evident that
teachers practice a wide variety of
strategies in their daily teachiigarning
activities. The interview datavealed that
teachers broadly make use of the following
strategies while teaching: questioning
methods, discussion, presentation,
demonstration, inquiry learning, <o
operative methods, explanatjorgroup
work, deductive and inductive strategies,
field trips, project method, role play,
simulation and lecturing (Participants 2, 6,
10, 12, 13, 15, 17, 20, 23 & 25).

In general, the different lessons observed
were categorised into three broad types:
studernicentred; semstuderdcentred; and
traditional. All lessons observed that were
dominated by student activities were put in
the studententred category, while those
lessons largely dominated by teacher
exposition were put in the traditional
category. Those lessons which had some
elements of both traditionahnd child

22
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centred methods were placed into the
semistudertcentred category. Some of

I mp or t ahe stedenteritred lessohsenbservee wedes

student presentation; teacher
demonstration, questioningnd discussion
followed by practicing dialogue; display of
sight wordson chalkboard and reading,
studenté copy work and doing matching

s t u daetivity; sstudeht e demdnstratiann dyroup

work and presentation; reading after
teacher who shows aidand listening and
drawing activity. Some other indicators of
lessons included in the semkcentred
teaching category were indicated by the
teaching aids used and class seating
arrangements. These lessons in general
had teaching aids such as a mirror,
worksheets, pictures, newsprint, real
objects and sight words. Class seating
indicative ofstudent centred teaching was
evident in informal and group
arrangements and even informal sitting on
the floor.

Lessons that are grouped under semi
studentcentred are short field tpwith

guestioning and discussion student
reading and questioning tathue
guestioning/discussiowfiting; a

combination of teacher explanation and
whole class discussion (with teacher
domination) showing a picture and saying
a sentence students repeating, teacher
writing a sentence on the chalkboard and
reading once aga for students. Findings

also indicated that most lessons were
dominated by oral activity with few

writing opportunities being available for

students.

Caring Teachers

Classroom observations and interacsion

with students revealed that the Bhutanese
teahers generally possessed a caring
nature for their students. This attribute of

teachers was demonstrated in their
approachability and frankness as well as in
their habit of referring to their students by

their names. Not only did they exhibit a

caring natee in the classroomdut this



was also expressed in the interviews (Field
note, 25/10/07). Such practices were
observed frequently and were considered
to be conducive to effective learning. The
importance of this trait as one of the
characteristics of gab teaching is also
spelled out in the 1994 Ontario Royal
Commission on Learning (cited in
Osborne, 1999). Thus, it is essential for all
teachers to possess this quality to ensure
meaningful learning.

SubjectTe a ¢ h @olabodation
A collaborative cultte especially among
groups of subject teachers in schools
seemed to be well maintained in most
situations. According to Participant 12:
We have a very good collaborative
culture in the school. For instance,
| teach mathand we have a senior
math teacher ho [has] taught for
almost 14 years. So if | have any
problem with my math lesson, or if
| run short of strategies, | go to her
for support. She is always there to
help me. (Interview 11/10/07)
Participants also revealed that although
they and fellow teaars did not conduct
formal discussion sessions, they did
discuss casually about their teaching,
which actually provided them some
valuable insights for future improvements
(Participant10).

Concept ofChild Friendly School

Findings from the current studydicate
that teachers generally understood the
concept of a child friendly school (CFS) as
advocated by the Curriculum Division,
Ministry of Education (Thinley, 2007). For
instance, Participant 3 defilea CFS as
Agiving opportunity
open with their students, not threatening
them, and not scaring them. It is all about
creating a conducive and free environment
where children could come forward and
talk to the
Some participants (2 & 7 for instance) said
tha with the introduction of a CFS they
have given up traditional ways of teaching.
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Others believed that they should not
accuse and scold students but rather
interact with them in a friendly way
(Participant 10, 12, 13, & 25). Conversely
therewere also somparticipants (e.g., 33)
who admitted that there were many
teachers who did not clearly understand
theconcep of a CFS.

Il. Barriers Themes

There were also practices and issues,
referred to as barriers in this study which
inhibited effective teaching.

PhilosophyvsPedagogicalPractices

Dat a on teacherso
understanding was basically obtained
through interviews in order to understand
the beliefs of teachers on teaching and
ultimately to provide some insights into
their pedagogical orientationdData on
pedagogical practices were obtained
through both interviews and teaching
observations. Triangulation of the data
from the interviews and observations
revealed that there was a gap between
what the teachers actually practiced and
what they believeé to be desirable. The

comparison of the  philosophical
orientation of the teachers gathered
through interviews with that of the

teaching observation data revealed that
there were some significant contradictions.

As elaborated above under the opportunity
theme, generally teachers considered
guiding and facilitating learning in

students as central to their teaching beliefs,
based on the findings from the interview
data. However, they were not able to

tmplemenh their tideas dnhreal classtoam b e

situations. Thus,it appeared that they
knew the jargon and even believed it, but
had not been able to translate their ideas
into practice.
(I'nterview,
Data from this study also revealed that
over eighty percent of the teachers
interviewed supported the importance of

3/10/07) .



studentcentredteaching and learning. On
the other hand, the class observations
found that many of the lessons observed
conformed to serrstudenicentred and
teacheicentred methods. There were some
teachers who believed that studeahtred
teaching did not work very @&l in their
classes. This may be true because of lack
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While analysis of interview data revealed
that teachers were keen on activity based
teaching, the analysis of data from lessons
observed conveyed a somewhat different
story. Only one teaching observation was
made with 9 of the teachers and two
lessons with the other 27 teachers. The
research findings indicate that students

of ei ther t eacher so6 wekeinbtkchallenged to fears andithat seich a n d
| ack of student séo e Xepchimgistgler does ot datar oeirdlividoah
independent learning. Participant 33 st u d eeads.6T®acher dominated ways
commented that while high achievers did of teaching set limits to opportunities for

well using the studententred methods, students to think and consequently restrict
low achievers did ngthence the teachers the development of their critical thinkirig

were obliged to adopt teacheentred a skill t hat i s SO0 I my
methods (Interview, 30/10/07). Given this  world. As discussed in the opportunity
belief, many of the lessons observed were themes, many grticipants claimed that
inclined towards senstudertcentred they used a variety of strategies, but
methods and there were still other teaching observations revealed otherwise
teachers who prefred traditional chalk i n many cases. The
andtalk methods. This was evident in the  observations revealed a mix of teachers
observation of a lesson taught by who used activibbased approaches as
Participant 7, who without any well as lectures. Some claimed they use
introduction wrote a definition on the activity-based teachingout often student
chalkboard while the students copied it activity occurred only as a follow up of the
down. After explanation of the definition, topic already taught.

students were given an individual writing

activity. The lesson involved mostly Further, the findings indicated that the
teacher talk and explanation, and there Bhutanese education system also has many
were no teaching aids other than the usual teachers who teach in a very rigid, chalk
textbook, chalk and chalkboard. The andtalk method simdr to the one noticed
second lesson incorporated more student by UNESCO (2004) in thesub-Saharan
involvement in group activity and Africa. The following description is
worksheets as teaching aidsowever, the typical of traditional lessons in the English
lesson had some characteristics of language teaching observed in this study:
traditional t eac hi ngthe seackeh expkiss diffeterd &iods eof
reading and student s noumsmmantitesithese onhthee fkhaardy a n d
At eacher bei ng exc e sthda studehty copgy these iata theirdboks;o f
the class 0 further explanatiom on common and

TeacherDominatedLessons

Teaher dominance reflectsteachesd
beliels about their role in controlling
students when teaching. Findings from this
study suggest that Bhutanese classrooms
still need a major shift in this paradigm.
The noton of teacher being the souroé

all knowledge for a student is still
apparently prevalent in the minds of both
teachers and students.
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proper nouns are made; a common task is
given with no consideration for individual
studentds needs or
are seated in rows discouraging student
comrmunication; hardly any reinforcement
is made during two thirds of the class
observation time (Field note, Participant
30, 20/10/07).

The researchers also observed that while
most of the classrooms were arranged for

nt e



groups of students to interact (e.g.,
Paticipants 3, 5 & 6) there were still
many classrooms, which had students
sitting in rows (e.g., Participants 1, 2 & 4).
Such traditional seating arrangement
restricts student movement and hampers
effective  communication in the class.
However, it is alsamportant to understand
that some classrooms were arranged in the
traditional way because of lack of space
and appropriate furniture.

InadequateTeachingLearning Materials
According to Heyneman, (1997) one of the
main causes of declining quality of
eduation in the Middle East and North
Africa is the inadequate supply of
resources. In the Bhutanese context, while
many teachers used teaching aids in the
classrooms, there were some who used
only chalk and chalkboard as the main
teaching aid. The interviewata revealed
the difficulty in obtaining teaching aigds
and there were also cases where the
students were asked to bring their own
learning aids, for instance, Participant 7
remar ked that Awhene
resources in the school, we ask childiren
different groups to bring the same turn
wiseo (Il nterview,

Teaching is also affected by a poor supply
or nonavailability of teaching aids,
particularly in remote areas as revealed by
our observations and interviews. A teacher
was observed nking students undertake a
handson activity on symmetry using just
two broken mirrors in a crowded class
(Participant 33), the mirrors being passed
from oneset ofpaired students to another.
During the interview some participants
shared their concern ohd acute shortage
of teachinglearning materials. One
participant sai d nl
resources | get. For exampkyen if there

is a need for foucharts, | put everything
in one charto (Partd.i
thus making compromise on thaality of
teachinglearning materials used. Such
frequent compromises are likely to have a
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deleterious impact on the quality of
education.
HeavyWorkload

The interview data showed that primary
teachers in Bhutan generally have heavy
teaching loads. Onnaaverage they have
30-35 sessions of 480 minutes in a week.
Another stumbling block for teachers that
is often alluded to is the large number of
students in a class; often classes have more
than 50 students. According to Participant
6, classroom managent is the most
difficult thing with huge class sizes
(Interview, 4/10/07). The same participant
commented that,
t each al |l t he 8
4/10/07). Findings from this study also
indicated that teachers were carrying other
responsibilities in the school besides
regular teaching. Participant 6 claimed
that, Aln the morni
am and if | am on duty | have to supervise
social work, cleaning, lungland [evening]
prayer before going
4/10/07%. Similarly Participant 10 pointed
out that after the alasses sale overtteachdrs
often become involved in organising extra
curricular events such as sports, literary

ng

8 / lafd/cultargl activities (Interview, 9/10/07).

All commitments result in limited time for
lesson preparation and marking
assignments. When teachers undergo such
practical difficulties, it poses the question:
How can quality teaching be expected? It
is critical that the system provide adequate
support to the teachers by providing an
environment onducive to  quality
teaching.

Observations also shed that there were
teachers who attempted chidéntred
activities in cramped classrooms while
otreens daye opted forh traditibnalt cealke r
andtalk even when the class size
permitted activity based teachingrhis
irdereptiagnfindingRian indectionltttat ad 7 )
relevant stakeholders reflect on their
teaching style in collaboration with efforts

to improve teacher attitudes, the class

AMonday
peri o

ho



sizes, provision of resources and
workloads that directly affect student
learning.

Findings from this research corroborate
findings from two national level studies
conducted by the 10 member Education
Sector Review Commission and Royal
Education Council (2008) at around same
time as this research. Such similar findings
related to¢achinglearning practices in the
Bhutanese classrooms from these studies
are a cause of concern and relevant

stakeholders need to address this issue at

the earliest.
Recommendations
Some recommendations are made for

consideration based on the findingfsthis
study.

Pedagogical Shift

Analysis of the research findings suggests
that there is a need for a shift in the
pedagogical practices of Bhutanese
teachers. Although there are teachers who
are performing extremely welthis study
revealed that thre are many who need to
change their attitude and approach to
teaching. Teachers need to adopt learner
centred teaching and learning approaches.

Creating Enabling Conditions for
Teachers

On the one hand, the findings of this
research confirm that manydchers are
philosophically and theoretically well
oriented, while on the other, the majority
of teachergontinue to embrace traditional
chalkandtalk methods. The Bhutanese
education system needs to look at some of
the other enabling factors such as the
morale of the teachers, workloadand
provision of adequate teachuhgarning
resources. We understand that
improvements in the schools can take
place only if the minéets of our teachers
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are ready and receptive to change (Fullan,
1992) however, teachs can change only

if they are satisfied and happy in their

careers. Research has shown that the
morale of the Bhutanese teachers is
generally low which can have negative

impact on their performance (Dorji, 2007).

Therefore, it is recommended that more
reearch needs to be conducted into
improving the morale of teachers.

Adopting Best Practices for Diverse
Needs of Learners

Teachers in primary schools seemed to
make use of a limited range of methods
and strategies, which do not cater to the
needs and ietests of individual students.
This clearly indicates that teachers are not
aware of the individual differences and
their student so I
should consider the learning styles of all
their students not just assume that their
own teaching styles are appropriate.
Methods such as cooperative learning and
Howard Gardner 0s mu |
need to be fostered.

Professional Development for Teachers

The 2" century educational landscape is
changing fast, especially in response to
new tehnology and communications;
hence it is critical that the national
education system stays abreast of such
developments. Education stakeholders
have to consider the importance of teacher
professional development and take
advantage of best practice in tteaching
learning process. The findings from this
study corroborated the findings of earlier
research (CERD, 2007) that professional
development is an unmet priority for
teachers. The Ministry of Education needs
to devise innovative measures to address
the need for professional development of
primary school teachers. This would mean
making it mandatory for all teachers to
attend at least one such course at least
every two years.

earni



Conclusion

This paper investigated the pedagogical
practices of primary schbteachers in the

western Bhutan. The findings have
implications for both preand inservice
teacher education programmes and

education policy. It is pertinent to ask if
the preservice programmes are actually
training teachers who can handle a class
with a variety of instructional strategies
and that educational policies are designed
based on field realities. Therefore, it is
time that teacher education colleges and
the Ministry of Education rexamine their
programmes and policies to see if they are

JISTE Vol. 17, No. 1, 2013

in line with the recent developments in
education and the needs of the children.
Teaching and learning processes are not
just an affair for teachers and students in
the schools. All stakeholders such as the
teacher education colleges, the Ministry of
Education parents, university, and other
related  organisations share these
responsibilities. However, further research
focused on pedagogical practices of
Bhutanese teachers at all levels of schools
would provide more insights into the
existing nature of teachingnd learning
practices in the education system in
Bhutan and how these can be improved.
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MEASURING THE EDUCATION DIMENSION OF
GROSS NATIONAL HAPPINESS: WHAT REALLY C OUNTS?

Chris Reading
University of New England, Australia

Abstract: Teacher educators and teachers have a responsibility to use measures of learning
that will best reflect what really counts in education. In Bhutan a focus on the concept of
Gross Nationh Happiness (GNH) as a measure of the
created the necessity for measures that are unlike those currently available with vggdeern
reporting. This paper focuses on the measurement oEdueation Dimension of GNH.

Based on the level of alignment of the current GNH Educ&iorension with the Mission of

the Bhutan Ministry of Education, alternative measurement is proposed based on engagement
with learning and lifelong learning. The intention is to encourage a fttatsis less on the

actual knowledge gained and more on the process of gaining that knowledge. It is hoped to
begin discussions about indicators to inform the practice of teachers, teacher educators and
policy makers, and thus the further development tdr@dtive measures of what really

counts.

Key words: process of learning, Gross National Happiness, education, Bhutan

Introduction

Teacher educators and teachers in all
countries have dual responsibilities. First,
they must ensure that the teaching of
future citizens is undertaken in accordance
with the policies that are in place in their
respective countries. In addition, they have
a responsibility to make changes in their
classrooms and schools that will help to
inform the policy making at a national

level. This paper is designed to begin

discussions to encourage teacher educators

and teachers to consider alternative
measures of student
in the future influence what is valued in
the measurement of education at a national
level in their country. While the focus in
this paper is on interesting developments
in Bhutan, it is hoped that the ideas
proposed would also be considered in
other countries.

Bhutan has taken a bold step forward in
placing a strong emphasis on the concept
of Gross National Happiness(GNH),

rather than Gross Domestic Product, as a
measur e of t he
prosperity. This innovative policy shifts

29

the perspective of what is valued by a
country, in this case Bhutafocusing less
on material wealth, i.e.production and
money, and more on the lives of citizens,
i.e., spiritual health and connection
between people and environment. Current
westernstyle reporting does not provide
suitable measures for reporting GNH and
so different, more relevant, measures a
being developed and refined by Bhutan.
The success thus far of the focus on GNH
as an alternative indicator of prosperity has
been recognised internationally, placing
even greater importance on designing
reélevant nceassiresf GNHi. a t mi ght

Although the focus orGNH impacts all
levels of governance in Bhutan, this paper
considers only the Educati@imension of
GNH and the measures that are used for
that dimension. Based on the level of
alignment of the current Education
Dimension with the Mission of the Bhutan
Ministry of Education, alternative
measurement is proposed which places a
stronger focus on engagement with
learning and lifelong learning. This is

c 0 u n intendédsto piaceoless engpbasisaon dhe

actual knowledge gained, the product of



education, and more emphasis one
gaining of that knowledge, the process of
education. It is also intended that the
indicators discussed will inform the
practice of teacher educators, teachers, and
policy makers and thus the further
development of theducation dimension.

Gross Natinal Happiness

The Bhutanese concept of Gross National
Happiness (GNH) identifies the values and
principles of wellbeing needed to fulfid
good life (The Centre for Bhutan Studies,
2011). GNH takes an holistic approach to
sustainable development and pregs with
importance being given to na&tonomic
aspects of wellbeing that are not usually
taken into consideration in account
keeping at a national level. The concept
GNH, introduced by His Majesty the
Fourth King of Bhutan, Jigme Singye
Wangchuck in 1972to reflect the
countryoés Buddhi st
pillars: good governance, sustainable
sociceconomic development, cultural
preservation, and environmental
conservation.

On thefifteenth Day of thdifth month of
the Male Earth Rat Year (cormnding to
18 July 2008)the first modern Bhutanese
Constitution was adopted and Article 9
officially recognised the importae of
GNH by promising
strive to promote those conditions that will
enable the pursuit of Gross National
Hapi nes s o
Committee, 2008). Having officially
acknowledged the importance of GNH in
Bhutan, the government then needed a
means of reporting on the achievement of
this policy statement.

Recognition of the importance of GNH
and the needo measure GNH, amongst
those more used to standard economic
measurement, was evident in the United
Nations General Assembly invitation to
member states (UN News Centre, 2011)
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Aito pursue the el
measures that better capture the
importance of the pursuit of happiness and
well-kbei ng i n
International  collaboration on the
development of the GNH concept has been
encouraged through a series of
International Conferences on Gross
National Happiness including Bhutan in
2004, 2008 and 2010; Canada in 2005;
Thailand in 2007; and Brazil in 2009.
Now, there is even an international move
to support the concept of the Happy Planet
Index (New Economics Foundation,
2009), which extends the GNH concept by
taking into account the ecological
efficiency involved in the achievement of
the measured wellbeing.

Measuring Gross National Happiness

As GNH has grown in importance so has
the need for developing new measures for

i depatings GNHi asd dny sptake ob suchf o ur

measurement by countriespat from

Bhutan, for example, United States of
America (USA) [ttp://www.gnhusa.org/

vermonttown-meetinggnh-survey2011/),

places even greater importance on the
measures used. This increases the need for
a refined tool that governments can use for
accountability on the measurement of
happiness. This has been reflected in
GNH-related professional activities, which

t h anow ifcllide eonf8dnees that havk duded

on the measurement of GNH, for example,
Changing What We Measure from Wealth

(Constitutoi onWellBéihgaf tinng 2010

(http://www.sandokaiproductions.com/
httpgnhusaorgconference/) and Measuring
What Matters in 2012
(http://www.gnhusa.org/
gnhusa2012conferencemeasurevhat
matters/gnhus2012measurevhat

matters/).

In 2005 the Royal Government of Bhutan
began to develomdicators to measure the
consistency of governance with the GNH
values. Prior to this, Gross National

abor at

d @are |12pb p ment



Happiness was a concept that was
discussed academically but could not be
measured or reported in any critical way.
In 2006 an intesectorial collaboran
led by Dasho Karma Ura (The Centre for
Bhutan Studies) and Michael Pennock
(Vancouver Island Health Authority)
developed and pilot tested a population
survey measure of GNKPennock & Ura,
2011) For the survey development the
four pillars originallyused to underpin the
concept of GNH in 1972 were expanded
into nine equallyweighted domains:
psychological wellbeing, health, time use,
education, cultural diversity and resilience,
good governance, community vitality,
ecological diversity and resilienceand
living standards (The Centre for Bhutan
Studies, 2011).

The 2006 pilot survey included a
demographics section and items from each
of these nine domains with a mixture of
objective, subjective and operended
qguestions. There were 350 respondents
aged 15 years or aboveand the survey
initially took 7 to 8 hours to administer to
each respondent. The survey was found to
be too lengthy and feedback was provided
to stakeholders to inform extensive
reduction and refinement of the instrument
(Educating forGNH, n.d.). Detail of the
methodology can be found in The Centre
for Bhutan Studies (2011), with a stbp-
step simplification presented in Pennock
and Ura (2011). Since then there have
been two official surveys of GNH in
Bhutan with enumerators (intervievs)
visiting citizens to collect data based on
the survey items.

The First Gross National Happiness
Survey(December 2007) included about
750 variables and was carried out only in
12 districtswith a sample size ainly 950
respondentbecause of budgeestrictions
(Educating for GNH, n.d.). It took an
average of 5 to 6 hours to interview each
respondent. An overall GNH index was
developed from the data but was not

31

JISTE Vol. 17, No. 1, 2013

considered valid for analysis due to the
limited sample size. However, ébe2007
data hae enabled further refinement of the
indicators.

The Second Gross National Happiness
Survey (April, 2010 to December2010)
involved 8700 targeted respondents across
all 20 dzongkhag$administrative/judicial
district). There were 7142 respondents
with fully completed surveys. It took an
average of 3 hours to complete the survey
but extensive travel times due to the
remoteness of some villages meant that on
some days enumerators could only
interview one respondent. In the 2010
survey there were 33 inditars spread
over the nine domains with objective
indicators given higher weights in the
overall GNH Index than the subjective and
selfreported indicators. The 33 indicators
have been shown to be statistically reliable
and easily understood by large audies
(The Centre for Bhutan Studies, 2011).
Many of the items in the GNH survey are
specific to Bhutanbut an abridged version
of the survey for use in other jurisdictions
is available (Pennock & Ura, n.d.).

Analysis of survey results showed that
41% of Bhutanese arbappy (sufficiency

in at least 6 of the 9 domains) with a
higher level of happiness for men than for
women and in urban areas than in rural
areas. More detailed results are available
in The Centre for Bhutan Studies (2011).
While the results fo the survey are
interesting, the focus of this paper is how
well the items reflect what is considered
important in education in Bhutan.

The Education Domain

Of particular interest is how the education
dimension could more accurately reflect
the intent & the Bhutanese education
system. Within theducation domain there
are four indicators:literacy, schooling,

knowledge and values (The Centre for
Bhutan Studies, 2011). Thesedicators



were adopted because they were
considered to be more accurate for
reflecting the education dimension than
more conventional schotlased outcomes

like enrolment rate, dropout rate, pass
percentages, school infrastructures, and
pupil-instructor  ratios, which  had

previously been used in Bhutan.

For the initial version of # survey the
two objectively measureable indicators
Literacy and Schooling (30% weighting
each) had only one contributing sub
indicator each: ability to read and write
(Literacy) and highest level of education
(Schooling). The other two indicators
Knowledge and Value (20% weighting
each and more subjective) each had five
contributing sukndicators: local legends
and folk stories, local tshech(annual
religious festivals) traditional songs,
constitution, and how HIV/AIDS is
transmitted  (Knowledge) and the
justifiability of Killing, stealing, lying,
creating disharmony in human relations
and sexual misconduct (Values). All these
education items focused on measuring the
product of the educative process

With the revised versions of the suryey
the education dimension items have
changed and the 2010 survey (available at
The Centre for Bhutan Studies, 2011) had
25 education items, some of which had
multiple questions. There was still a strong
focus on knowledges attained, but there
was a new focus on satisfect with
aspects of the school system, and very few
items related toalues despite the fact that
it is one of the four education indicators.

There has been international support for
the development of alternative indictors in
education (e.g., Okumidystrom, 2007).
Like the author of this paper, Okuma
Nystrom wanted to see change and
although not qualified to develop specific
indicators was able to suggest alternative
indicators for consideration. Some of those
suggested by Okurddystrom were a
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s ¢ h o adblémssolvlmmg mechanismsa
school 6s contributi
and collaborations within the school. This
paper now aligns the education dimension
indicators with the mission of education in
Bhutan to determine possible areas into
which to directhew indicators.

on

Aligning the Education Dimension
I ndicators with the Current Bhutan
Ministry of Education Mission

To better assess the suitability of the
education items in the GNH suryethe
following question needs to be considered:
Are the current mesures of the education
dimension compatible with the Bhutan
Ministry of Education (n.d.) mission
statement? The mission clearly articulates
what is valued in learning in Bhutan both
within the formal education system and
beyond it and has seven clear airas
guide the governance of education in
Bhutan. In this discussion the aims have
been paraphrased; full wording of each
aim is available from Bhutan Ministry of
Education (n.d.).

The education dimension indicators
currently being used to measure GNH
effectively cover only two of the seven
aims of the Mission Most directly
knowledge relates to aim #2 (build a
system combining received knowledge and
innovation) andvalues relates to aim #4
(prepare citizens with the right values,
skills, usefulness and agefulness). Three
of the aims would be difficult to measure
through interviewing citizens because they
are pitched at a more systemic level: aim
#1 (develop sound policies), aim #5 (build
cadre of highly motivated and competent
educators)and aim #7 (ertde model seats
of learning). This leaves two aidsim
#3 (create learning spaces to engage all)
and aim #6 (promote continuous and
lifelong learningd to provide the
potential for developing a broader range of
indicators for the education dimension.



Themission indicates that education needs
to value students being more focused in
their learning and any review of the
education dimension indicators in the
GNH survey should take into

consideration how the knowledge of
engagement with learning and lifelong
learning can inform this process. This
effectively involves a shift to considering
the process of learningn addition to the

product of that learning process which is
currently included in the survey. However,

the quest to capture the true essence of the

education dimension of GNH is probably
not a simple matter. e of
senior monks explained to Herman (2010),
who was orone of his mangsNH-focused
educationrelated working visits to Bhutan,
the abstract nature of the search for a way
to gauge Grss National Happiness.

Create L earning Spaces toEngageAll

Happy healthy learning involves
engagement with learningvhich can be
defined as

investment in, and effort directed toward
learning, understanding, or mastering the
knowledge, skills, or crafts that academic

wor k i s intended to
Wehlage & Lamborn, 1992, p. 12).
Describing

actiono (Russel .,

n.d.) focuses attention on the connection
between the learner and tlaetivity and
aspects of this connection including
attitudes, interest and sdfficacy in
particular learning situations. When
defining and measuring engagemesdre
should be taken not to confuse it with the
closely related construct, motivation,
which i s ARabout
(Russell et al). There are three distinct
types of engagement: behavioural,
cognitive and emotional engagement
(Fredricks, Blumfeld& Paris, 2004).

Behavioural engagement involves positive

conduct (e.g., adhering to classmo
norms, absence of nahsruptive
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behaviours); involvement in learning tasks
(e.g., effort, persistence); and participation
in schootrelated activities (e.g., athletics,

governance). Emotional engagement
involves affective reactions in the
classroom (e.g interest, happiness);

affective reactions to the teacher (e.g.,
liking, respecting); and identification with
school (e.g., Dbelonging, valuing).
Cognitive engagement involves
psychological investment in learning (e.qg.,
desire to go beyond the requirengnt
preference  for challenge); inner
psychological investment (e.g., desire to
keaann desire to master skills); and self
regulation (e.g., use of metacognitive
strategies, evaluating cognition when
accomplishing tasks).

With the implementation of a GNH

focused curriculum in Bhutan, Herman
(2010) reported, after a 2007 visit to
Changbangdu Primary School, that
teachers were already noticing that their
students were more focused. This focus

Ast udentweulil suppost the lstodentsgin makihg a

better connection with thelearning task,
i.e., engaging with their learning.

Sp how imes engagemeni e@nnmaasyred in
education? There has been widely reported

e ngage me ndevelogrsent fofe nagioug ymeasumes to
A | captuee yhe ti&ee tifpesyoti emgadgesisay ,

Russell et al., n.d.Research has tended to
identify that teachers are more aware of
behavioural engagement than emotional or
cognitive. For example, when Reading
(2008) worked with a group of teachers at
a school to brainstorm, refineand
implement a set of indicators and related
measures to gaeghe level of engagement
dhe d classroamj othete was a
predominance of behavioural indicators.
The process began with the teachers
identifying what engagement looked like
in the classroom and these reported
indicators provide a good sense of what is
seenin the classroom when students are
connected with their learning.
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While examples provided here are mainly  entrepreneurship are not covered directly
about engagement with learning within the  in theGNH survey education dimension.

school environment, consideration needs Canada was the first country to develop an
to be given also to engagement with aggregate measure of lifelong learning, the

learning in  Bhutanese pekirmal Composite Learning IndexXSaisana &
schooling. The three types of engagement, Cartwright, 2007). This index is a
behavioural,emotional andcognitive, are combination of data from a variety of
proposed by the author as a starting point est abl i shed sources, S

for discussion about possible indicators to Programme for International Students
represent engagement with learning in the Assessment (Canadian Council on

education dimension of the GNH survey. Learning, 2010). The index consists of 17
indicators (each with from one to four

Promote Continuous andL ifelong measires) across four pillard:earning to

L earning Know, Learning to D@ Learning to Live

Togetherand Learning to Be(Canadian
The concept of lifelong learning emerged  Council on Learning, 2010).
as a response to the need to provide more
learning opportunities for those who had Learning to Know involves access to
not benefited from the learning learning institutionsuniversity attainment
opportunities provided to younger citizens.  postsecondary education piipation,
Now the concpt has evolved to high-school dropout rate and youth
encompass al | | e ar nlitenagy skilsc Learsirgy to o evolses
lifespan. Lifelong learning has been availability of workplace training
described by the Organisation for participation in jobrelated training and
Economic Ceoperation and Development  access to vocational training. Learning to
(OECD, 2004 as aiming toAii mpr o vlidve Together involves access to
knowledge and competencies for all community ingtutions volunteering
individuals who wish toparticipate in participation in  social clubs and
| ear ni ng (paly The OEADihass 0 organisations and learning from other
indicated that policy makers are  cultures. Learning to Becludesexposure
responsible for ensuring that opportunities to media learning through culture
are provided to equip and motivate citizens learning through sportdroadband internet
at all stages of life to undertake further accessand access to cultural resoes.
learning.

Interestingly, the results of the 2007

A useful underpinningdr lifelong measurement in Canada of the composite

learning is provided by considering the learning index identified that urban areas
eight key competences proposed by the scored higher on the Know and Do pillars
European  Communities (2007) as  while the rural areas scored higher on the
contributing to a successful life in a  Be and Live Together pillars (Saisana &
knowledge society: communication in the  Cartwright, 2007). This may partially
mother tongue; communication in foreign  explain why the current version of the
languages; matineatical competence and education dimension of the GNH survey
basic competences in science and with its knowledge focus in Bhutan finds
technology; digital competence; learning less happiness in rural areas.
to learn; social and civic competences;
sense of initiative and entrepreneurship; These four pillars of lifelong learning,
and cultural awareness and expression. Of Learning to Know, Learning to Do,
these, digital competence, learninp Learningto Live Together, and Learning
learn, and a sense of initiative and to Be, are proposed by the author as a
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starting point for discussion about possible
indicators to represent lifelong learning in
the education dimension of the GNH
survey.

Beginning theDiscussion

The ideas prposed above were presented
to PaperGroup Two at the 32nd Annual
International  Society for  Teacher
Education (I$TE) Seminar heldat the
Paro College of Education (Bhutan) in
May 2012. This group consisted of ten
teacher educators from six different
counties who brought a variety of
perspectives to the table. They were asked
to propose possible alternative indicators
for measuring the two areaga) create
learning spaces to engage all afi)
promote continuous lifelong learning.
They found it difficult b let go of
Atraditional o
indicators that may better represent what
really counts in education. Due to time
constraints group discussions were focused
on one particular aspect of each of these
two areas.

For the area create leamg spaces to
engage all, the discussion was focused on
Emotional Engagement. This focus was
chosen because it had previously been
reported (Reading, 2008) as one of the less
traditionally  recognised  types  of
engagement. After first suggesting the
rather taditional school dropout ratethe
group went on to propossharing with
others learning independentlypersisting
with tasks over a sustained perjodnd
continuing with learning over a long
period of time as possible indicators.
While these could be osidered indictors
of behavioural or cognitive engagement,
they were not necessarily emotional
engagement. The only indicator proposed
that had the potential to indicate emotional
engagement was satisfaction  with
learning which was suggested as an
indicaion of the recognition of the value
or usefulness of learning. At one point
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discussion digressed to the style of
guestion asked in the national GNH survey
and it was proposed that those responding
to the survey be allowed to tell a story
about when they we engaged with
learning, rather than responding to closed
guestions.

For the area promote continuous lifelong
learning, the discussion was focused on
Learning to Live Together. This focus was
chosen because of the importance of
family and community to # Bhutanese
way of life. The group found it easier to
propose indicators for this suggesting:
participating in family participating in
military,  volunteering for  servige
accessing learning groupsand learning
outside school The only indicator
proposedhat did not fit wasaccessing the
internet which would better fit in
to propose

The indicators shared above were the
outputs from a short discussion session
with only ten discussants. Although these
discussants were representative of Six
differentcountries, the proposed indicators
should not be taken as indicative of
universally accepted indicators.
Confounding the process was the lack of
time for discussants to develop a deeper
understanding of Emotional Engagement
and Learning to Live Togethemd the
short time that was allocated to the
brainstorming process. However, the
indicators do demonstrate that it is
possible for teacher educators and teachers
to broaden their horizons as far as
indicators of what really counts in
education are concerned

It is not necessary to rely entirely on such
open discussions to broaden perspectives
on indicators used to measure what really
counts in education. Teacher educators and
teachers should look to their governing
bodies to source professional learning and
support in expanding their horizons on
possible indicators to use to report on



student fAsuccesso. I
of Education has now put in place a policy
of Educating for Gross National Happiness
and to meet the challenge of implementing
that wlicy they have provided a guiding
documentEducating for Gross National
Happiness (Bhutan MoE, 2012)
accompanied by a retlut of professional
learning for teachers.

Chapter Two of the guiding document
(Bhutan MoE, 2012) provides examples of
indicators fom the policy level down
through implementation and monitoring to
assessment for each of the guiding
principles of GNH. One example of the
suggested indicators isiaccept their
mistakes and are ready to learn from
thenD, which is proposed as an indicator
of impact on student psychological well
being. Despite being an important part of
developing a healthy and happy student
this is not a traditional measure reported in
education. Another example of suggested
indicators isfistudents are calm, dedicated
to their work and benevolemt which is
proposed as an indicator of culture. Again,
this is an attribute that all teachers would
like to see demonstrated by their students
but is not traditionally measured and
reported in education.

There is a broad range etich indicators
suggested in the guiding document that
provides an important source for informing
discussion and practice in Bhutan. The
challenge now becomes how to measure
and report such indicators at the classroom
and/or school level to better represemat
really counts in education. This guiding
document, or a similar document from
another country, should be used to inform
discussions in other countries as well.

Continuing the Discussion
Bhutan is leading the world in taking a
bold step forward tamprove the relevance

of reporting about education. This has
involved changes at both the policy level
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and Btheu tschool,
educators and teachers must take some
responsibility in assisting this process to
occur. The intent of this paper hsen to
introduce ideas for discussion about
expanding the view of what really counts
in education. Specifically, discussion seeds
were sown to consider more appropriate
indicators when measuring the education
dimension of GNH in the Bhutanese
context. A ariety of indicators of
engagement with learning and of lifelong
learning were introduced but other sources
of ideas for indicators should also be
considered. It is acknowledged that the
proposed ideas for indicators, unlike those
already in the GNH surveyave not been
tested or calibrated for national
implementation. However, it is hoped that
they may be considered in discussions for
any future round of revision of the
indicators.

So why is this important to teacher
educators, teacherand policy makes?

An effective way to impact the teaching
profession is to start with teacher
educators who can then have discussions
with preservice teachers and -gervice
teachers to spread the message. Hopefully,
an effective paradigm shift in schools as to
what redly counts will translate to change
at the national level in policy and, in
particular in Bhutan, in the GNH survey.

This paradigm shift may also assist in
addressing other issues. For example, one
challenge in approaches to teaching in
Bhutan reported byVanBalkom and
Sherman (2010) was the restrictive
assessment practice caused by the reliance
on a traditional approach to teaching.
While this paper is not addressing teaching
approaches or assessment practice directly,
it is hoped that having teacher edtars,
and thus teachers, expand their view about
what is important in learning, will assist
them to expand their horizons in assessing
learning.

levelh eBottMiteacheart r vy



The aim is to continue discussions to
inform policy and practice at the national
measurement level by sharindeas that
can be implemented at the school level and
then filter through the system until demand
dictates change at the national level. This

JISTE Vol. 17, No. 1, 2013

appreciated but not acknowledged
individually as was their preference. Now,
it is hoped that the discussions will
broaden to encongss the requirements
and possible changes in other countries as
far as what really counts in education. All

countries need to take the lead from
Bhutan by encouraging the measurement
of what really counts in education through
engaging in discussions bothfermal and
formal, researching practice, and reporting
findings widely.

paper was prepared initially to stimulate
such discussions at theénternational
Society for Teacher Education 2@1
International Seminar The contributions
to the beginning discussion of members of
PaperGroup Two at the seminar are much
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EXPLORING AUTHENTIC HAPPINESS IN LIFE AND WORK

Gina Haines
University of Canterbury, New Zealand

Abstract: As a lead educator at my institution, my practice is informed by my belief that
work and happiness need to be alignedisey are integrated and authentic. This relates to
what | do, that it is meaningful and congruent with my strengths andrsaifledge. My
endeavor is to enhance the quality of life and living through education. | avoid placing my
own attitudes, valuegs nd bel i efs on my students and e
they are affects what they dodé through re
chooseThis paper looks at authentic happiness,-ketiwledge, work, and praxis. It focuses

on individual character strengths, attitudes, values, and beliefs, and the question: How does
who you areaffect what you do?

nc
fl

Keywords: teacher education, authentic happiness, positive psychologyknseifedge,
phenomenology, workased strengths, docunary, reflective practice, praxis

Introduction experience of the 32ISfTE conference in
Bhutan is shared and its sigondnce is
Examining attitudes, valugsand beliefs aligned to my beliefs.

and considering the effect they have on our

lives greatly interests me and aligns with  AccessingAuthentic Happiness

Ari st ot 1732820 BCE) (n8tiérd of

eudai monia (of b e i n g Happinesg, sotught byonmaeyéas theianswes r
sel f), Sel i gman®s af & Qothdnman satisflctjonm,asca midis¢ussed
Ryff and Singer é6s ( 2 0dead yithrted aaire grincipkes lbding i n g
dimensions including personal growth, focused on traditionally by philosophers

autonomy and purposeful livingHaving and psychologists hedonism ad
meaningful workand seamlesmtegration eudaimonia. Hedonism is defined by

of praxis areessential components to my  Peterson, Park, and Seligman (2005) as
well-being and living well. Amaxi mi zing pl easur e a

painodo and e ledha i gntoanti ea  aaf:

This paper outlines the theoretical well-being and full functioning that
underpinnings to my research and derives from a sense of living in
discusses why | believe what | do and how accordance with one's deeply held

| promote the quality of life and living vauesd in other words, from a sense of

through education. It describes my focus aut henti ci t yoMy(nest ght ,

on strengths and developing awareness of in happiness, wellbeing, and life
sdf-knowledge/selconcept through satisfaction links with Positive Psychology
exploration of attitudes, values, and beliefs principles with a particular focus on

of my students and their professional individual strengthsPositive psychology

identity by embedding critical reflection is defined asi t hseentific study of
opportunities within my teaching. Recent  optimal human functioning [that] aims to

research is outlined, whemocumentary discover and promote the factors that

was usedas a node of representing allow individuals and communities to
analysed qualitative data in an authentic t hri vedo (Shel don, Fredr

and accessible way and then integrated Csikszentmihalyi, & Haidt, 2000).
into practice for students to examine their Seligman (20020l e scr i bed a figooc
own perspectives and perceptions. My a result of knowing and using your
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signature strengths every day in the main
realms of life and suggests this as the way
At o obtain abundant
aut henti c haplplinevdtls s 0
these philosophers and psychologists
enjoy connectig my strengths to my work
(Davey et al, 2011, Haines, 2011)
agreeing withJennifer FoxEades (2008)

JISTE Vol. 17, No. 1, 2013

beliefs work for them. As a teacher

educator | am very interested that my
studemtsa havef deruimdlyi considered ntloe
prof@gssion ltikey )are entering and the
strengths they bring to teaching. Mim is

to empower them but also to engage them
in critical reflection and to develop an

understanding of the powerful position

in her bookCelebrating Strengthsvhere they will hold as teachers in many
shewrote that by using your top strengths st udent s o l i ves. Brancl
often you will experience great fulfilment (2002) wrot e, ARefl ecti
and feel happiest. Csikszentralyi and of the individual - morally, personally,
Csikszentmihalyi (1988) speak of this as  psychologically, and emotionally as well
being inflow. as cognitivelyo (p. 11
actively encourage my students to be
Rationale reflective practitioners.
Students entering into the College of Theoretical Underpinnings and Praxis
Education preser vi ce primary weducatorso
degree at the University of Canterbury in As a starting point | encourage my
New Zealand originate from a cross students to complete Petersonand
section of social ahcultural backgrounds Sel i gni2002p sValues in Action
and bring a diverse mixture of attitudes, Survey (VIA) which importantly allows us
values and beliefs with them! aim to a shared vocabulary for classroom
encourage my students to develop a deeper discussion. The/IA survey is a positive
understanding of themselves and believe psychology measure and is a self
teachers need to be aware of the beliefs responded internationally accepted online
and attitudes they carry amal be prepared guestiomaire and measures the
to critigue and modify these in life and respondent 0s degrees 0
work. Palmer (1998wrote of the impact through a series of questions and
selftknowledge has on the way we teach statements that require reflecting on the 24
and on the way we are with our students. identified strengths in the VIA Signature
Hamachek (cited in Cattley, 2007) writes  Strengths classification (Peterson, 2006;
AConsciously we t eacRetersarh a&t Seligman, RO02) \2004).
unconsciously we teac Accodng towRetemaneand Sqligman,
341-342). Self-actualisation is an ongoing fiusing your top five VIA strengths gives
processand t he more | r erfilcehc te xopnr etshsei oonmetéo o n e 0 ¢
within me and on the self | am inthe of characteréd and hel p
world, the more knowledge | grow about self (Peterson, 2009, p. 2)Positive
my-self. psychology is described by the University
of Pennsylvaia (2007) asbt he sci ent i

Due to my interest in these areas, | begin
my courses with an inquiry into self
knowledge. | challenge my students to
consider their selknowledge and start by
asking them to examine their attitudes,
values and beliefs not because | want to
change them or think that mine are the
ones to followi but because | want them
to consider if their values, attitudesnd
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study of the strengths and virtues that
enable individuals and communities to
t hr (pare H

In Ry f f and Singer 6s
multidimensional model of psychological
wellbeing, the dimensions of personal
growth, autonomyand purposeful living

are focused om my praxis. Aligned with



authenticityd following my heart/passions
in a way that is true to me (Taylor, 1991;
Waterman, 2008nat c hes
description of eudaimonia as the feeling of
Aébeing
what one
to myself is an integral part of my practice
and teaching to my strengths is
acknowledged in previous research from
anonymous surveying from my students,
from teaching evaluationsand from
col | e abgarvatiornd ofamy teaching
(Davey et al., 2011; Haines, 2011)

In the course of my research | realised |
enjoyed hearing
myself what | could create to contribute to
wider society and make a difference in the
wider world.l knew whatever | did would
need to acknowledge my interest in and
commitment to the visual art§Videning

the context of my research fields in the
areas of strengths, identity, reflectiand
authenticityled to myusing documentary
as a creative mode of repenting
analysed dataThis resulted inProject
Happiness - The Lived Experiencea
documentary that represents analyzed data
and considers the research questidow
does who you are affect what you do?
Concurrent to the digital portrayal was a
written reprt outlining the process and the
analysis of the data gathered through
videoed interviews. Congruent with my
beliefs of seamless integration, | used my
strengths to port+ay
knowledge, attitudes, valuesand beliefs
relating to thei work. Project Happiness
The Lived Experiencevas a review of
ei ght p ar t-knowledge nand 6
their work. Each participant was shown in
their different work environment with
summation and from a broad funnelling
showed the refining and illuminatn of
what this research found. montage of the
documentary is available for viewing
through  the VIA  Channel at
http://www.youtube.com/watch?v=aPHJS
velzFO
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The VIA survey was used in the
documentary as a platform and as an
strengt hs
Through this documentary | encourage

wh er e bepdoiag w aviewess totexamine their own perceptions
wa nt Beingtoue d o @nd ( gerspedives Yhrough viewing the

analyzed data of the participants in the
documentary by reflecting on the
embodied knowledge of the participants

and relating tls back to their self
knowledge and their work why we act as

we do, a knowing that, a knowing how and

a knowing from within (Shotter, 2009)

andl| use the documentary montage within

my teaching to facilitate discussions with
and asked

My intention wa& to create an artistic,
creative documentary that reviewed people
who considered themselves to be happy in
their work and usd their knowledge of
self and strengths in their work. | wanted
to represent these participants and their
stories authenticallyin a way that may be
inspirationa)] and/or was an identification
point and alignment for other people in
their lives agreeing wittRenov 0 s
comments thatlocumentary acts as both a
mirror and a screen
reflective surface on which to rster the

sel fo (p. 186) of feri
illuminate the world around us.

(200
alr

n.

| used the principles of phenomenology
(van Manen, 1990, 2002) to study the
identifiade tivedd exgpdrienees gand she
science of positive psychology as a
measure of selknowledge (Peterson,
2006; Peterson & Seligman, 2002, 2004;
Sdigmbanf, 2002\Whereas van Manen
(2002) wrote that the aim of
phenomenology was to take the lived
experience and transl
experience of its essen¢ein such a way
that the effectof the text is at once a
reflexive reliving and a reflective
appropriation of something meaningful: a
notion by which a reader is powerfully
animated in his or her own lived
experipedpeéee®l| at ed a

sel f

at

OVi S



experience I n p | a c eNatiomdl Happinesso (GNH).t Wealéated

expeg i ence wher e t he ¢his iteemweas Goined byt theé"tKimee in

6reader 0 ([ power f ufedpoys e anniomad eg ouarnmdal i st 0

encouraged to be reflexive. Bhut ands GDP. The King
Gross Domestic Product was not as

Future Challenges important in Bhutan as Gross National
Happiness.

The research presented through the

documentary (Haines, in press) was Buddhism provides very strong spiritual

designed to present analysed data in an philosophies and values throughout

accessible, visual format teicariously Bhutan and in the edudan system, and

motivate and inspire viewers towards self  one of the most enlightening things | took

empowerment. Developing the  away from the conference was that daily

methodology of using documentary to for five-fifteen minutes at the beginning

represent data in this way and making this and end of the dawll classroom students

available for people with less self are soon to practise mindfulness. These

knowledge and who are not in a position mindfulness sessions are to em@me

of knowing what tkey want from their students to contemplate their place in the

work or who are not happy in their work is ~ world and how they fit within it. The

a future challenge. |1 would like to move  education system and the belief system

into a wider context with new underpinning this very much align with

documentaries and tread new pathways to holistic education and empowerment and

motivate and inspire people to reflect on i n Bhut anos devel opment

their selfknowledge/seklconcept andhow developing natin, moving forward with

who they are affects what they.ddsing a advancement and technologies and

strengthsbased approach to develop self  changes due to globalisation.

knowledge, selawarenessand reflection

and making research accessible through The 2012 3% ISfTE conference on

the visual media of documentary aregoals 6 Educati ng for Gross Na

and relate to -heng, i nd®RioVieduoafl 6 Be ancenlelr 6 was i

which in turn relates to the bigger picture
of the weltbeing of humanity. The
development towards setimpowerment
into the collective consciousness is a
future consideration.

2013 ISfTE Seminar at the Royal
University of Bhutan

| feel very privileged to hae attended the
32" seminar of thelnternational Sciety

for Teacher Education in Paro, Bhutan.
Before the conference began we had two
days of sightseein@nd we were taken to
several Dzongs (temples) and other places
of interest. Our guides provided tasy
lessons and as we slowly adapted to the
red rice and chilli, chilliand more chilli
with a little cheese every now and then, we
learned about Bhutan, famous for Gross
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keynotes spoke of a holistic approach to
educating and how the Bhutanese
governmentis backing their efforts to
upgrade their teaching systems to fit their
underlying philosophies in a very
connected way for example by funding
programmes and bringing in specialised
teachers aligned with their philosopéie

Dr. Deb Young from Naropa University,
Boulder, Colorado,USA, is a specialised
teacher currently in Bhutan developing a
GNH classroom model with the College of
Education at the Royal University of
Bhutan (RUB). She was a keynote speaker
at ISfTE and poke of nurturing the
concrete world and questioneghy is it
weird to question/think differently? Dr
Young spoke of classrooms that-c®ate
new knowledge not transit knowledge. Her
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words resonated with me stronghyords and critically reflect on their own practices

that spoke of the art of tedoy and explicitly and the impact these have on

bringing heart into our classrooms. Phrases them now and in their future lives as
suchas6 Teaching i s t he teacheys engauragesacritieal raflection.

the worl ddé and OHeart and soul I's the art of
teachingdéd had me si t Emrichtng ugnd i extendirggl iurgviersity Sh e
said, 060Teacher s hel pprogrammeshardpraking Imks existing d s

and the direction of almost evefuture programmes is a strong interest of mine
inhabitant on earth | beli eve and rdatuenmg hce rChristchurch, New
we do hold great powgland | take this Zealand and to work | took up an offer to
responsibility seriously both in my own redevelop, writeand deliver a compulsory
work and in the 6seecdussé for qut aprservicevi teachermy

students to consider this within their lives  education graduate diploma students on

as teachers. The essence of my thinking interpersnal and intrapersonal skKill
begins with an i ndi vdedelomnen. $was excitedriogdo this and n d
works from the inside out. | see my place as | created the course | kept finding ways

as a teacher educator as awakening souls to ensure the learning was experientially

and minds and hope to model this to my based and grounded back to classroom
students to take into their classrooms. | practice all the while encouraging the idea

believe as Dr Young said, that the of supporting refictive practice and
methodsusechi t eaching do G@ciomei ger atng orow oneds é
pigeonh o | e 6 ,snd i align nwithsher and beliefs affect what we do and the way
idea that &éthe | our naeg treatfpeopla mgudimgetle srespossesb ot h

the end and along the way .Droung evoked. To have heart in education and to
suggests O0Bhut an has fotlowea odhgligtio r humanistic ymoteb b e
the nation that | e a ddevelopirgerelationshipsdaind idefibatt u r e

towards mindful mtention and attention support ontological development are
bringing meaning and purpose in life  paramount to me and remain so in my
through the interconnectedness and teaching. Developing sedwareness and
balance between individuals and the self-knowledge is key to how we interact
collectiveée to c ul t with aur-self, with wtimesisand with matusen
values such as compassion and p&aceT h e and with developing a eexistence with
philosophies Dr Young spoke of in our the world we ive in. | agree with Dr

paper gr oup di scussi on Yooufng @h ud amment wher e 06t
development of mindfulness and self and the interconnectedness of people and
awareness align well with my own. the deep impact our thoughts have on
realityé better guide o
Aligning within the New Zealand society towards loving kindness. Being
Context awake is being alive. 0

In the New Zealand Curriculum within the My intention is to make a difference and |

Key Competencies section, which outlines use my work as a platfornrAs a teacher
Ocapabilities felong | eaducatan, d believenidis impoirtdnt for my

l earnisgovriittt en: i P e stydldnts to Aaveagm undeastawnding of their

adopt practices that they see used and values, attitudes and beliefs and to

valued by those closest to them and they consider how these affect who they are and

make these practices part of their own what they doThis way of working aligns
identity and exper twistelo NeMi Ziesatl rayn d 6osf f i r s
Education, 2007, p. 12).Providing (MU o rvalyes including manaakitanga
opportunities ér my students to consider (one word describing a large concept
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including caring for eaclother, showing Challenges

kindness and generosity, caring for the

environment, treating people with respect, During the ISfTE conference, many of the
nurturing relationships and more) and keynote speakers spoke of love ate
mahi ndtahi (similarly many words are self and the heart of education and
used in trying to translate the concept of acknowledged how learning where one fits
these two words and include the value that in the world is an important element in
everyone has different knowledge and skill  education. | acknowledge there are many
sets and working together creates people who do wish to examine their
synergy). My teaching is aimed to  beliefs, attitudesand values and grow
encourage and develop sktiowledge from the experienceand create new
ard seltawareness, to enable and understandings of themselves as a result of
empower my students to more successfully doing sg but | also acknowledge there are
teach their own future students through some people entering into and also already
increased perception and understanding of within the education profession who do
themselves and others. This way of not wish to consider their own attitudes,
teaching encourages hetstheart values and beliefs nor how o they are
communications, building relatnships affects what they do and perhaps they
and often results in profound, spontaneous, never will. It is not my intention to be
long-lasting learning. It supports self dismissive of this however | do find it

acknowledgement and taking  challenging.
responsibility for oneds own belief system.
A student recently wrote Conclusions
If anybody had told me that this
[visual arts] course would helpe Finding your place in the world, knowing
overcome fears and learn more who you are and where you fit are
about who | am, there is no way | conversations | ha/with my students as
would have believed them. But  they reflect on their ontological
now | feel like a different person. | development on their journeys to
am more confident, happier, more  pecoming teachers. Fostering mindfulness
relaxed, but | think most and encouraging critical reflection on the
importantly, | believe in myself g u e s théwodoes &ho you are affects
and my abilithgnkt o whaty@RIE® afe€rel evant to

you so much for all your  of life and living. The starting point for my
encouragement and support  research is very often my own questioning

throughout this course, it means so | my  ésemechd | began as |
much that you believed in me even  students to begin and had completed the
when | coul dndot bgh kugvsyeand féundmil®rgidating. It

You and this art course have really resoundingly affirmed for me my own
changed my life in such a positive  strengths angrovided a language further
way. | cannot thank yo enough. | illustrating my own understandings of my
am now really looking forward to  seltknowledge. Taking my VIA survey
my future as a t esgehdir® brl cohsfderilg howa Gise them
change a student 6 st m§ Rorkwlsenlighning sHaiNES,
have changed mine | will be  2011). My work as a teacher educator
absolutely over j o)Yffofil€ me opportunities to oy share
my ideas with students who are preparing
for their work as future educators. |
believe by inviting my students to consider
examining their attitudes, valuesand

44



beliefs through tasks and discussions
within  my courses, | facilitate
opportunitiesfor them to choose to grow,
change or accept who they are and stay
the same. | aim to encourage and
challenge my students to consider their
own selfknowledge and to develop a
reflective practice. Reaching a wider
audience with my ideas of self
empowernent as a documentary film
maker affords me opportunities to
encourage viewers to consider their self
knowledge, their strengths and the work
they do, and, how who they are affects
what they do regardless of their vocation.
By watching others discuss theaspects

JISTE Vol. 17, No. 1, 2013

about themselves, a vicarious interaction is
initiated.

| believe if you live and work from a place
of authenticity,
best rendition of that self, living will be
real and eudaimonic. Being authentic is
my opportunity tomake a difference in the
world. My philosophy is to live creatively
through my passions with integrity and
authenticity and to enhance the quality of
life and living through education. We are
led by the deepest questions we ask of
ourselves and ask of eaolther. So | ask
you to refl echow @doasd
who you are affect what you 7®o
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SCHOOL COLLECTIVE EFFICACY BELIEFS FOR GNH EDUCATION:
SCALES, CLUSTERS AND PATTERNS OF RELATIONSHIPS

Kezang Sherab, Ray W. Cooksey, and T. W. Maxwell
University of New Englandiustralia

Abstract: There is a widespread perception of recent deteriorating human values in Bhutan.
Bhutan is promoting the concept of Gross National Happiness (GNH) in school education as
one way to address this i ss uretheir cagaditesntge age
facilitate change can influence success at the institutional level. However, there is very little
research on efficacy beliefs of change agents internationally and such research-is non
existent in Bhutan. This paper explores thélective efficacy beliefs at the school level,
where teachers and principals work as change agents for GNH Education. (This is a part of
an ongoing mixed method PhD study focusing on-satid collective efficacy beliefs of
principals and teachers, theperceptions of importance, support systems, and actions and
impacts.)

Data were gathered from principals/vice principals (N = 244) and teachers (N =
1633) of 155 schools employing tailored saliministered questionnaires with substantial
parallel content.Based on the standardised collective efficacy scores, the sample schools
were clustered using hierarchical cluster analysis. There were some significant differences
between clusters. The paper finishes with implications for stakeholders in GNH Education

Key words: Bhutan education, Gross National Happiness, collective efficacy, change agents,

values education

The Research Context

One of the foremost aspirations of human
beings is to lead a happy life. However,
experiences from developed countries
show that too much emphasis on Gross
Domestic Product has failed to bring
universal happiness amongst their citizens
(Dixon, 2004; Duncan, 2010; Fishman,
2010). This is evident from the apparent
decline of moral values accompanied by
various social aberraths such as drug
abuse, violence, sexual aberrations,
suicide, and mental disorders (Galloway,
2007; Noddings, 2010; Quisumbing,
1994). To counter these tendencies, more
emphasis has been placed on values
education in recent years in many
countries such s England, USA,
Australia, New Zealand, Bhutan, and the
Philippines (Arthur, 2005; Curriculum
Corporation Australia, 2006; Damon,
2002; Galloway, 2007; Quisumbing, 1994;
Wangyel, 2001).

48

Values education was introduced in the
Bhutanese schools in 1999 ke taught as

a separate subject (Wangyel, 2001). In the
Bhutanese approach, besides formal
teaching of values, schools were asked to
inculcate values through extracurricular
activities as choeshed (Dharma talk),
games and sports, scouting, and social
services (Ngedup, 2006). The extent to
which the innovation has taken hold and
how effectively the allocated time is
utilised are not known. However, Ura
(2009) and Wangyel (2001) found that
school textbooks in almost all the key
learning areas do not adequgteitegrate
necessary values to be taught to students.
Only recently has the Bhutanese
government further promoted values in
schools through the concept of Gross
National Happiness (GNH) Education in
association with irservice programmes
for principals ad teachers. GNH is a
phil osophy i ntended
development plans and is designed to



contrast directly with the notion of a
countryos 0Gr oss
(GDP).

The introduction of teaching of GNH
values in the Bhutanese education system
is timely as is research into the nature of
that intervention. The success of this
educational reform effort largely depends
on the effectiveness of the immediate
educational change agentgrincipals and
teachers. Understanding and supporting
the efficay beliefs of change agents plays
a fundamental role in implementing
educational innovations. This is important
at the institutional level where change
agentsod6 collective
to facilitate change can influence the
success of those ahges. Several concerns
emerge from this, for instance, what
beliefs do Bhutanese principals and
teachers have with respect to GNH
Education? Are they prepared and
confident to implement appropriate
changes? Do they have the required
capabilities to implemnt such values
based education?

Collective Efficacy of a School

The idea of collective efficacy is based
upon Bandur ads
efficacy (Bandura, 1997). A perceived
sense of seléfficacy refers to future
beliefs of
and execute a specific task in a specific
situation (Bandura, 1977). Efficacy theory
has been used in a wide variety of
situations to predict effort exertion,
persistence, actions, and coping from
infancy to old age (Bandura, 2000).
Bandura (1997) aser t ed t hat
collective efficacy is concerned with the
performance capability of a social system
as a
Goddard

(2002), perceived collective

efficacy of a school refers to the actonsand | mpacts on GNH e«
Aperceptions of thateachers in a school

the efforts of the faculty as a whole will

have positive effects on studentso (p. 100) .
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While there is literature to indicate that

D csetieficacy bas bdéen well uesetaréhed in

various educational contexts and domains,
there is very limited research worén
collective efficacy in general and in
particular on educational reform and
school efficacy.

Foll owing Bandur ads
efficacy information, four principles in
implementing GNH Education would be:
(@) principals and teachers the key
charge agents in schools have some
mastery experience of the concept of GNH
values and past achievement experience
(enactive mastery experiences); (b) there

from whom teachers could learn (vicarious
experiences); (c) there are some
mechanisms in place for advice and
support to the principals and teachers
(verbal persuasion); and (d) they
experience positive emotions
(physiological/lemotional states) such as
excitement during change efforts. If these
are successfully afipd, school collective
efficacy for GNH Education should be
higher.

Even though it was only the second year of
implementation, values education

consistenpith GIgHe Edscationahlad been
policy in Bhutanese schools for more than
a decade. It would be anpated that the

0 n e Oamise c a pdeds i assodiaiede svith tGINH &ducption
would be differentially promulgated in the

schools because of collective efficacy
differences between schools. In this paper

we address this and related issues through
r eherear ch q

speci fic
statistically  significant difference in
dolleative c efficacy dbetween different
clusters of schools in terms of principal

and teacher se#fficacy, their perceptions
wh o | -468). Acqording to4 6 8of the importance of GNH Education,
support systems for GHN Education, and

(19

b eaile isoené good role mobets iinrthe schgola c i t i
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Methodology genui nel vy neutr al Aneit
agreeo sentiment (Cooks
The above research question was 2011). Each scale was followed by an

addressed using the following strategies. openended item inviting the respondent to

provide fAany other comm

Sample

The data were gathered from a stratified
random sample of 155 schools (28% of
schools in Bhutan) comprising 244
principals/viceprincipals (53% principals
& 46% vice principals) and 1633 teachers
(23% of teachers in Bhutan) representing
all levels of schools, geographical
locations (due to time and funding
constraints, this study included rural
schools, accessible by road, but not
schools from remote and difficeto-
access areas, which in Bhutan were located
anywhere between three to five days
walking distance from a trafficable road),
size, type, and system. The response rate
was 80 percent for the principals and 76
percent for he teachers. Seventy nine
percent of the principal/vice principal
respondents were male while 21 percent
were female. Forty three percent of the
teacher respondents were male and fifty
three percent were female. Analysis of the
data at the educational sgst level
indicated that the sample was
representative (Sherab, 2012).

Instrument

The School Collective Efficacy Belief
(SCEB) questionnaire was part of a battery
of scales containing 15 principal and 17
teacher items, many of which were
adapted from puldhed sources on self
efficacy (Dykes, 2007; Milson, 2003;
Milson & Mehlig, 2002). Respondents
used a fivepoi nt ,
Astrongly
neutral point at the centre (neither disagree
nor agree) to respond to eadf the
attitude items (see Table 1 & 2 for sample
it ems) . A Anot
also added to avoid confounding inability
or unwillingness to give a response with a
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Astrongl
-tgpg scale with B i k

principal and teacher questionnaires
comprised five scales with items designed
to measure sekfficacy, school collective
efficacy and pereptions of importance,
support systems, and actions and impacts
for GNH Education. A range of
demographic measures (such as age,
gender, experience and educational
gualifications) were also gathered in the
instrument. The data gathering process
had formdinstitutional ethics approval.

Analysis

All major statistical analyses were carried
out using SPSS 19. Because a large
number of tests were computed and in
order to control Type 1 error, multivariate
statistical tests were wused wherever
possible coumd with setting the decision
criterion for significance at p = 0.001
(Cooksey, 2007).

Principal Component Analysis

Principal Component Analyses (PCA)
were conducted to identify subsets of
items measuring common sgbnstructs
for each of the five scalesnbedded in the
principal and teacher questionnaires. For
the analysis of each scale for each
instrument, PCA was employed followed
by promax rotation to allow for the
possibility of correlated components. The
0Oeigenval ue greater
to help decide on the number of
components to interpret; small factor
pattern values below .40 were suppressed
prior doi isteapgetate. (Scree @lots were
also t produced to help decide on the
number of components to retain and
interpret. Items that had roughlgqual
loadings on more than one component, or

app!l iconapbnentso that @ade only r ope itemns

loading, were discarded and a refined
analysis was rerun. A minimum of two
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items were required to be highly correlated and subsequent exploration of its patterns
to form a component. Once the of relationship with the other nine
components were finalisedr each scale, common components (whose structures
the contents of the items that defined each will not be detailed in this paper due to
component were examined to identify the space restrictions).

common theme or idea which had drawn

the items together (Cooksey, 2007). PCA on Principal Perceptions of SCEB
Cronbachoés al pha was MeaswethenaStalet he measur e
of internal consistency reliability.

Altogether there were 17 principal and 15 The final solution for principal perceptions
teacher components out of which ten were of SCEB scale produced two distinct
common between the two samples. Two of components (Table 1). Five items were
the common components concerned-self discarded. Two SCEB components
efficacy, one concerned collective accounted for 51% of the variance in the
efficacy, four concerned importance, two items and these components were
concerned support systemsand one moderately strongly correlated (.56) with
concerned actions and impacts. The focus each component demonstrating good (.80)
of this paper is on a detailed discussion of and acceptable (.70) reliability.

the commorcollective efficacy component

Table 1
SCEB scale (principal perceptions): Patteratnix

Componer
1 2

(30) If students are kind, it is often because this school has sufficiently mc .80
this value
(29) If parents notice that their children are more responsible, it is likely th. .78
school has promoted this value at school
(27) When a student shows greater respect for others, it is usually becaus .77
school has effectively modelled that value
(31) When a student becomes kimglarted, it is usually because this school | .66
created a caring school environment
(28) When students show carefulness it is often because this school has .63
encouraged the students to do so regularly

(32) Schools who encourage respon .78
responsibility outside of school

(33) When a problaatic student is improving, it is usually due to extra atter .69
provided by the school

(39) Teaching students what it means to be honest is likely to result in stu .66
who are more honest

(38) Students will become more respectful if our stippomoted respectfulne .61
more

(387) Schools which spend time encouraging students to be respectful of o .60
will see changes in studentsd socC
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The following labels were provided for respectfulness in their students with more
principal perceptions of SCEB emphasis on problematic sterds.
componery:

PCA on Teacher Perceptions of SCEB
Component 1: Modelling and promoting  Measurement Scale
values. This component represented a
principal 6s per cept i dhesfinabdolutionofbr lteacber pewceptioasc h o o |
ability in promoting values such as of SCEB scale produced two
kindness, respect, caring and carefulness in distinguishable components (Table 2).

students through role modelling and Component 1 had nine items and
component 2 had three items. Five items

Component  2: Influencing values were discarded.These two components

development in studentsThis component accounted for 49.8% of the variance and

represented a pr i nciwe moédsrately stnorglg potralated (s55). o f

collective school ability in influencing The items within each of the two

values such as responsibility, honesty and components demonstrated good (.85) and
lower acceptable limit reliability (.62).

Table 2
SCEB scale (teacher pemtéons): Pattern matrix

Component
1 2

(32)If students are kind, it is often because teachers here have sufficiently mc .81
the value
(28)When students show carefulness it is often because teachers here have .71
encouraged the students to do so
(27) When a student shows greater respect for others, it is usually because te .69
here have effectively modelled that value
(38)When a student becomes kind hearted, it can be because teachers here | .69
created caring classroom environments
(31)Some students will become more respectful if they have teachers who prc¢ .68
respect as they do at this school
(30)If parents notice that their children are more responsible, it is likely that te .66
have promoted this value at this school
(34)At this school teaching students what it means to be honest is likely to res .65
students who are more honest
(29)In this school teachers who spend time encouraging students to be respe .51
ot hers wil/ see chmtaracioes i n student
(39)When a problematic student is improving, it is usually due to extra attentic .47
provided by the teachers in this school

(24)We have a clear vision for implementation GNH education programme in .90
school

(25)Teachers in thischool have the responsibility to model appropriate behauvi a7
students

(37)Teachers here make the school a safe place for all the students .52
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The following labels were provided for
teacher perceptions of SCEB components:

Component 1: Modieng and promoting
values. This component represented a
teacher o0s
ability in terms of promoting values such
as kindness, respectfulness, responsibility,
caring, honesty and carefulness in students
through role modelling;red

Component 2: Creating a dynamic vision
for GNH Education. This component
represented a
collective school ability
creating a dynamic vision for
Education.

in terms of
GNH

Modelling and promoting values was the
component commmoto both samples.

Results

In this section a range of statistical
analyses explore relationships between
clusters identified on the basis of the
common SCEB component and the other
nine components common to both the
principal and teacher samples.

Level of SCEB for GNH Education

An understanding of SCEB in relation to
implementation of GNH Education can be
developed using the SCEB common
component. Hence, to determine the level
of SCEB for GNH Education, the principal
and teacher scores on the common
component were aggregated and a mean
score was computed for each school. The
schootwise mean for all the sample
schools (N = 155) showed that schools had
a moderate (3.66) to a very high (4.80)
mean for SCEB. More than 75 percent (N
= 116) of the sample sobls had a mean
of 4.00 and above. This is an indication
that three quarters of schools were
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perceived as having high collective
efficacy for GNH Education. However,
further insights into the SCEB can be
achieved.

percept i on #$ierarchicalcCudter Analysis Based arc h o o |

SCEB Score

Cluster analysis was employed in order to
identify subgroups of the 155 schools at
natural breakpoints along the collective
efficacy continuum. A hierarchical cluster
analysis (HCA) wusing

t e a ¢ h squéred Eugideanaistante, aodmssntyao f

measure (Cooksey, 2007), was conducted
using the standardised average score for
the SCEB component. A visual inspection
of the dendrogram, an outcome of the
HCA, identified four distinct clusters of
schools based on their collective efficacy
belief. Quster one had 66 schools, cluster
two had 21, cluster three had 40 and
cluster four had 28.

Visual inspection of a line graph (Figure 1)
comparing the four clusters in terms of
their mean scores on SCEB showed that
the four clusters clearly differed
slbstantively in  terms of collective
efficacy beliefs for GNH Education.
Clusters 2 and 3 reported relatively higher
mean levels of SCEB than Clusters 1 and
4: Cluster 2 contained schools reporting
very high SCEB (mean-gcore = 1.74);
Cluster 3 contained bools reporting
relatively high SCEB (mean-gcore =
0.55); Cluster 1 contained schools
reporting relatively lower SCEB (mean z
score =-0.30) and Cluster 4 contained
schools reporting, relatively speaking, the
lowest level of SCEB (mean-score =-
1.39).Cluster 2 was tentatively named the
Much Higher SCEB, Cluster 3 the
Moderately (Mod) Higher SCEB, Cluster
1 the Moderately (Mod) Lower SCEB, and
Cluster 4 the Much Lower SCEB.
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Figure 1. Mean SCEB by cluster

Results of ANOVA Comparison of Four type, and size) did not show any
Clusters significant results. I n

To confirm the mean difference observed
visually in Figure 1, a oneray ANOVA

was conducted with clusters as the
independent  variable  and SCEB
component as the dependent variable.

Chi-Square in each of the contingency
table analyses for the six school
characteristics showed no significant
relationship (p > .001) with clusters
defined by level of SCEB. So, collective

Leveneds test of ho mefficacy & thé schoasfin tvedouriclasterse s
was observed to be signifidaffr(3,151) = did not vary by any of its characteristics.
11.99,p < .001). Inspection of the cluster
standard deviations (Cluster one = .05, two
= .13, three = .05 and four = .08) revealed
that the norhomogeneity was not severe

MANOVA Compaitisons of theClusters

on theNine CommonComponents

A oneway, between subjects multivariate
as all variances tended to be very small. analysis of variance was conducted using
An ANOVA comparison of the dur clusters as the independent variable and
clusters on their standardised SCEB scores the nine common components (Table 3) as
revealed, not surprisingly, that the clusters dependent variables.

were significantly different K(3,151) =

373.40,p < 001, d | = . 88Yyené¢ dshombgeeity ofteaach of
further identify where among the four the dependent variables did not show any
clustersdé group me a nsigndicarit difeerereces evithp > .004 fpr,all a
posthoc mul tiple C o timp aompanents, suggektiagy dhat the
HSD test was conducted. The results of the assumption of homogeneity of variances
test, which evaluated all possible pairs of was sati sfied. The
cluster means showedathall four clusters showed that four clusters thfed
were significantly different (p < .001) significantly when all the nine components
from each other (Moderately Lower wer e <consi dered Simult a

over

SCEB, M = 4.06, SD = .05; Much Higher
SCEB, M = 4.48, SD = .13; Moderately
Higher SCEB, M = 4.24, SD = .05; and
Much Lower SCEB, M = 3.83, SD = .08).
The clustemames could be retained.
Examination of contingency table
comparisons between clusters and school
characteristics (level, location, system,
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lambda = .537F(27, 406) = 3.578, p =
001, MM .187). Given the significant
multivariate test, univariate -tests were
then evaluated for significance. Table 3
showed that the clusters significantly
differed on each of the nine common
components.
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Table 3
Tests of betweesubjects effector clusters with common components
Dependent Variable Partial Eta
df Error F Sig. Squared
Self-efficacy todesign and teach GNH lessons 3 147 12.810 <.001 .207
Selt-efficacy toinfluence values in students 3 147 14.833 <.001 .232
Perceptios of importance related sbudent 147
learning 3 9.436 <.001 .161
Perceptions of importance relatecattademic
education 3 147 7.066 <.001 .126
Perceptions of importance relatedstgpport for 4
mGNH pillars 3 147 5.949 <.001 .108
o Perceptions oéxternal support 3 147 6.125 <.001 .111
§ Perceptions oiternal support and collaboration3 147 10.549 <.001 .177
O Perceptions oftudent impacts 3 147 10.305 <.001 .174

ClusterwiseMean Differencesfor the
Two Self-efficacy Components

Further investigation employing posthoc
multiple comparisons tests identified

several significant differences amongst
different clusters for each of the nine
dependent variables. The clusteise
mean differences will be explored next for
each of the dependent variables.

For selfefficacy related to principal and
teacher ability todesign and teach GNH
values lessonghe mean for Much Higher
SCEB cluster (Table 4) was found to be
significantly higher than the means for

Moderately Lower SCEB and Much
Lower SCEB clusters. The mean for
Moderately Higher SCEB cluster was
found to be significantly higher than Much
Lower SCEB cluster.

Table 4
Clusterwise mean and standard deviations for the 9 common components
Common Component Clusters
Much Higher Mod Higher Mod Lower Much Lower
SCEB (2) SCEB (3) SCEB (1) SCEB (4)

Seltefficacy todesign and teacNH M 4.01 3.82 3.75 3.59
values lessons SD .32 .24 .18 .26
Selfefficacy toinfluence values in M 4.30 421 412 3.98
students SD .24 14 .15 .24
Perceptions aimportance related to M 4.19 4.08 3.99 3.87
student learning SD .25 .20 .22 .26
Perceptions of importance related to M 4.17 4.13 4.02 3.90
academic education SD .29 19 .22 .30
Perceptions of importance related to M 431 4.34 4.18 4.07
support for 4 GNH pillars SD .38 .23 .25 .32
Perceptions of importance related to M 4.49 4.33 4.26 4.14
teachability of human values SD .23 21 .23 .30
Perceptions oéxternal support M 3.51 3.17 3.09 3.05

SD .46 A7 .33 .46
Perceptions aihternal support and M 4.34 4.02 3.91 3.92
collabaration SD .28 .32 .29 .33
Perceptions oftudent impacts M 3.80 3.70 3.64 3.51

SD .30 .23 .19 .28
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For principal and teacher sddfficacy
related to their perceptions @fbility in
influencing  values development in
studentsthemean for Much Higher SCEB
cluster (Table 4) was significantly higher
than the means for Moderately Lower
SCEB cluster and Much Lower SCEB
cluster. The mean for Moderately Higher
SCEB cluster was significantly higher than
the mean for Much Lower SCEB clest
However, the mean for Moderately Lower
SCEB cluster was marginally higher (p =
.004) than the mean for Much Lower
SCEB cluster.

There is a possible pattern apparent
amongst the clusters: higher to lower
cluster scores signalled higher to lower
ability to influence values development in
students. This pattern in both the self
efficacy components showed that
individual  selfefficacy for GNH
Education had a direct relationship with
SCEB for GNH Education. This suggests
that selfefficacy of individuals dectly
reflected the robustness of collective
efficacy of a school.

ClusterwiseMean Differences for the

Four Perceptions of mportance of GNH
Education Component

For perceptions of importance of GNH
Education in terms astudent learningthe
mean ©6r Much Higher SCEB cluster
(Table 4) was significantly higher than the
mean for Much Lower SCEB cluster. The
means for Moderately Lower SCEB and
Moderately Higher SCEB clusters were
marginally lower (p = .003 and .002) than
the means for Much Higher SCE&nd
Much Lower SCEB clusters respectively.
The mean differences observed above
indicated that the higher collective efficacy
schools also tended to have stronger
perceptions of the importance of GNH
Education in terms of student learning.
This implied that schools with higher
collective efficacy belief also tended to
perceive that the introduction of GNH
Education in the Bhutanese schools had
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the potential to benefit students in other
key learning areas.

For perceptions of importance of GNH
Education in tams of enhancingcademic
educationof students, the means for Much
Higher SCEB (Table 4) and Moderately
Higher SCEB clusters were significantly
higher than the mean for Much Lower
SCEB cluster. Thus principal and teacher
perceptions did not seem to diffi@uch in
terms of importance they accorded to the
potential influence GNH Education could
have on student so
though there were clear differences in the
two higher and the much lower SCEB
clusters.

For perceptions of importance of GNH
Education in terms of providing support
for four GNH pillars (Table 4) the mean
for Moderately Higher SCEB cluster was
significantly higher than the mean for the
Much Lower SCEB cluster. Interestingly
the trend showed that Moderately Higher
SCEB cluster rfot the Much Higher
cluster) had stronger perceptions of
importance of GNH Education to support
the government in promoting the four
pillars of GNH than any other clusters
although why this might be the case is not
clear.

For perceptions of importance of
teachability of human values and
happiness skill{Table 4), the mean for
Much Higher SCEB cluster was
significantly higher than the mean for
Much Lower SCEB cluster. The mean for
Moderately Lower SCEB cluster was
marginally lower (p = .003) than the mean
for Much Higher SCEB cluster. Similar to

the other common components, the
relatively higher collective efficacy
schools tended to show stronger

perceptions of the teachability of human
values and happiness skills to students
than the lower clusters.

acade



ClusterwiseMean Differences for the

Two Perceptions ofSupport System for
GNH EducationComponent

In terms of principal and teacher
perceptions of the support their schools
received from external agentssuch as
teacher training colleges, curriculum
departnent, District Education Office, the
School Monitoring and Support Services
(Table 4), the mean for Much Higher
SCEB cluster was significantly higher than
the means for Moderately Lower SCEB
and Much Lower SCEB clusters. The four
cluster means for the priipal and teacher
perceptions of external support also
indicated a similar pattern. However, the
means for external support were
comparatively lower than the other
components indicating relatively lower
overall perceptions of support provided.

For percepbns of theinternal school level
support and collaboratior(Table 4), the
mean for Much Higher SCEB cluster was
significantly higher than the means for all
the other three clusters. This would seem
to indicate that internal support in the
Much Higher SCEBcluster was really
noticed.

ClusterwiseMean Difference for the
Perceptions ofActions andl mpacts of

GNH EducationComponent

Principal and teacher perceptions (Table 4)
of actions and impacts of GNH Education
related tostudent impacalso showed that
the mean for Much Higher SCEB cluster
was significantly higher than the means of
Moderately Lower SCEB and Much
Lower SCEB clusters. The mean of
Moderately Higher SCEB cluster was
marginally higher (p = .005) than the mean
of the Much Lower SCEB cluster.

While the mean difference for this

component was not large between the
schools in different clusters, the trend
seemed to be maintained: more efficacious
schools tended to possess stronger
perceptions and inefficacious schools
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weaker perceptions of thempact that
GNH Education can have on students.

Conclusions and Implications

In the consideration of the school
collective efficacy cluster differences for
all the common components between
principals and teachers, it became obvious
that there was somelationship between
school collective efficacy and principal
and teacher seéfficacy, their perceptions
of importance, support systems, and
actions and impacts with respect to GNH
education. The higher the collective
efficacy for GNH Education the higher
principal and teacher sedfificacy beliefs
tended to be. There was also a trend for
higher collective efficacy schools to
exhibit stronger perceptions of importance,
support systems, and actions and impacts.
Conversely, lower collective efficacy
schools exhibited lower principal and
teacher selefficacy, weaker perceptions
of importance, support systems, and
actions and impacts. These findings
corroborate the findings of Ghaith and
Yaghi (1997) who concluded that teachers
with a higher sense of teachiafficacy for
implementation of cooperative learning
methods also considered the method more
important, more congruent and less
difficult to implement. This suggests that
efficacious schools are more likely to
implement the GNH Education program
successfull. However, it is worthwhile to
note that schools in the Much Higher
SCEB and Moderately Higher SCEB
clusters represented only 39.3 percent of
the sample schools whereas the majority
(Moderately Lower SCEB and Much
Lower SCEB) had relatively lower self
efficacy and weaker perceptions of
importance of GNH Education, support
systems and actions and impacts
suggesting more work needs to be done in
the latter schools.

The nature of these data, with only 13.5%
of the schools in the Much Higher SCEB
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cluster, shws that many schools have research of Hoy et al. (2002) has shown
some element of setfoubts regarding that as individuals experience success and
their collective capabilities to successfully  observe the success stories of other
implement the GNH Education. Such self  schools, they develop beliefs in their own
doubt in the change agents can easily capacities to succeed. Second, schools
overrule their skills and can impact on need to provide adequate time to create

their performance (Bandura, 997). conducive learning environments
Bandura (1977) contends that perceived consistent with GNH values. Third,
efficacy, Al ar gel y scheols aaednd prevides extra atteotion to
compl ex things | ook 0 prgbfematicsstudents, so tha tedchens kedrne r
asserted t hat lact ito assist such studénte tcope avithctieee d

perceived capabilities appear complex, r egul ar demands of a st
whereas those that fall within the bounds besides effective role models, schools also
of perceived apabilities are viewed as need to constantly encourage students to
doabl eo (p. 518) . Fhe orespectfuh of sothens.e The ccallective
conclude that promotion of GNH values efficacy of a school will be enhanced if all
such as  kindness, responsibility, these measures are nugd in every
respectfulness, honesty, caring, and school thereby fulfiling the GNH vision
carefulness through role modelling may of Bhutan. There are staffs within schools
well be perceived as complex to as many (principals and teachers) who can model
as thre fifths of t he twe&mplédge, sklls, lamm aimdsrgiandings
leaders and teachers but to what extent this at the group and institutional levels. These
is true is an empirical question. Existing  can be found among the schotiiat are in
literature in studies outside Bhutan has the Much Higher SCEB cluster an action
shown that inefficacious schools do not which will be taken up in a further paper.
put in adequate effort, show less
persistence, and areot resilient and Overall the preliminary findings from this
motivated to effectively implement study based on the SCEB give an
educational innovations (Hoy, Sweetland, impression that principals and teachers
& Smith, 2002), and this may be the case who are the GNH Education change agents
in Bhutan also. Under such circumstances, have not been adequately equipped to
well-intended innovations are likely to be  handle the task of imparting values to the
unsuccessful. Here the four sources students. The success of GNH Education
efficacy information enactive mastery cannot depend on only two fifth of the
experiences, vicarious experiences, verbal schools. To see that GNH Education will
persuasion and physiological/emotional be successfully implemented it is crucial
statesi may not have been adequately that stakeholders tak initiatives to
addressed in  implementing GNH enhance the collective efficacy of all
Education. schools especially in those shown haye
be in the Ilower two groups.
There are implications for the various
stakeholdes in GNH Education. First, it is
crucial that schools concentrate on
building effective role models in terms of
promoting GNH values. According to
Bandura (1997) effective role modelling
plays a significant role in enhancing
perceived collective efficacy fo an
organisation such as schools at two levels
individuals as well as whole schools. The
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LIMITS AND GROSS NATIONAL HAPPINESS:
THE TEACHEROGS ROLE

Nancy E. Wright
Long Island UniversityBrooklyn, USA

Abstract: The ©ncept of limits appears extraneous to education whose purpose is usually to
remove or overcome limits in an effort to support students in reaching full potential. Yet the
recognition of limits can lead to opportunities for uniqueness and innovationapprsach

is congruent with Bhutanos phil osophy of G
synthesizes individual and collective mental and spiritual growth with recognition of local,
national, and global finiteness. This paper describes courses ahstates and on pred"

century African women leaders as subjects exemplifying limits as a valuable concept and
identifies their relevance to GNH.

Key words: education, Gross National Happiness, limits, potential, small states, African
women leaders

Introduction designed and taught each of these courses
at Long Il sl and Uni vers
The concept of limits appears strange as a campus in New York City in the Spring
topic for education. After all, educationis 2009 aw Fall 2010 semesters,
usually associated with overcoming or respectively.
removing limits. When associated with
Bhut anods phil osophy Tbod rem@mderfthis Nssdyipmoeceeds as
Happiness (GNH), the relevance of ilisn follows. First is a summary of each
appears similarly problematic, butinfact cour seds goals and subj ¢
has great value. GNH is associated with relevance of each course to the concept of
contentment; and that contentment on the limits. Next is an application of the ideas
one hand is associated with a recognition introduced in the first part to Gross
and acceptance of limits, whether external National Happiness (GNH), especially the
or internal, but on the other also with a  component of education. Following this is
refusal to resign to limits, instead electing an explanation of the role a teacher can
to overcome or transform them into play in synthesizing limits and key
opportunities and assets. elements of GNH, especially using these
course subjects.  The finglart of the

When introduced into discussions on essay suggests a way to link the two
education, limits often have an ironic way  course subjects through a creative exercise

of being seHeffacing. That is, identifying that can be used to generate further
limits is the first stego overcoming them, inquiry, and to incorporate the creative and
or to becomingmore limitlessthrough the interpretive imaginations without

very recognition of those limits. This essay  sacrificing analytic rigor.

presents two very distinct courfea

graduate political science seminar on small Small States inlnternational Politics

states in international politics and an

undergraduate interdisciplry honors The graduate seminar and related

course on pr0" century African women speakerséb series on S
leaderd as illustrative examples of this international politics centered on two key
selteffacing phenomenon. The author questions: (a) Does size matter and in what
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way? and (b) What can small states teach
us about international politics neor
generally? Objectives for the graduate
seminar were as follows:
1.To introduce small
concept in the
international relations.
2.To introduce states that, due to their
small size, may be altogether
unfamiliar to the students.
3.To examinethe way in which small
states contribute to competing
realist, liberal, identity, and critical
theories in the study of
international relations (Hey, 2003;
Ingebritsen, Beyer, Gstohl, &
Neumann2006; Nau, 2013).
4.To understand the relativity involved
in defining small states, namely,
how small or large a state is
depends on the size of its
neighbors, its own level of
economic prosperity, and its role in
world politics.
5.To present issues in small states,
especially micrestate® defined as
sovereign stateswith a nonsea
area of fewer than 1,000 square
kilometers, and/or a population of
fewer than 500,00 as
microcosms of salient worldwide
issues such as climate change and
globalization.
6.To identify and understand ways in
which small states convert their
vulnerabilities into strengths, and
the unique ways in which they
exercise autonomy.

states as a
study  of

Throughout the seminar, it was evident
that small states paradoxically reinforce
several key tenets of competing theories of
international relations. For example, they
exemplify vulnerability in the anarchical
system of selhelp characterized by world
politics according to realist theories; they
rely on and place great faith in
international institutions, a key component
of liberal theories; they assert and sustain
autoromy on the basis of culture in
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accordance with many identity theories;
and the impact of global capitalism,
especially on small lovincome states,
supports arguments made by critical
theorists.

As in many aspects of life, relativity is a
key aspect of @y discourse on small
states. For example, Paraguay is not tiny
of its own accord, but politically,
militarily, and economically shrinks in the
context of bordering Argentina and Brazil.
Conversely, Jamaica is not large, but is a
giant of the Englistspeaking Caribbean,
and the foreign policy of relatively small
Israel is pivotal in Middle East politics.
(Hey, 2003)

Among international relations scholars
within the discipline of political science,
small states have received relatively little
attention. Rather, the focus tends to be on
large, powerful states or on international
institutions with the acknowledgment of
the importance of those institutions to
small states as a means of empowerment.
Yet the sparse scholarship on small states
recognizes not dy their obvious limits of
power, but also, and more significantly,
the ways in which small states overcome
or even use their limits to prosper and to
exercise autonomy. In this way the study
of small states provides students with ways
of thinking about Imits as points of
departure for innovation and creativity.

As noted previously, small states both
reinforce and refute mainstream theories of
international relations that focus either on
self-help according to degrees of power
within a context of anarchfrealism) or on
international institutions as manifestations
and agents of international cooperation
through law, commerce, and negotiation
(liberalism). Small states are obviously
lesser endowed militarily and often
economically than their larger
counteparts. As a result, they are prone
either to adopt allies or to rely heavily on
international institutions such as the



United Nations system and regional
organizations to gain allies and otherwise
protect their national interests, thereby
reinforcing the entral arguments of liberal
thinkers who traditionally have stood in
direct opposition to their realist
counterparts who minimize the value and
efficacy of international institutions.
Small states are limited and thus
vulnerable; yet that very vulneralbyli
becomes the premise on which they
successfully find allies and gain respect as
reliable and effective members of
international organizations that in turn
need membership cooperation to achieve
their collective goals.

Furthermore, small state populatsotend

to exhibit greater degrees of life
satisfaction than do larger states. The
Londonbased New Economics

Foundation points to this tendency in
island states and attributes it in large part
to a clear recognition and acceptance of
the need to functiowithin clearly defined
geographical and resource limits.
(Abdallah, Michaelson, Shah, Stoll, &
Marks, 2012; Abdallah, Thompson,
Michaelson, Marks, & Steuer,2009;
Marks, Abdallah, Simms, & Thompson,
2006).

Were this to be the end of the story,
however, oe could question the
appropriateness of this logic for education.
After all, should education really be about
accepting limits once recognized and
being content with that recognition?
Perhaps that is one element; struggling to
the point of misery for theclearly
unattainable generally does not improve
oneds own i fe or
example, a doubly landlocked country
determined to launch its own navy or
domestic shellfish industry can do so only
by severely altering its natural
environment and gieting the resources of
others, and that against probably
insurmountable  odds. Nevertheless,
recognition and acceptance of certain
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limits can enhance focus on other
attributes perhaps unnoticed in the absence
of those limits. Thus doubly landlocked
Liechtenstein has neither a navy nor a
shell fish industry
producer of dentures!

Liechtenstein is one of three West
European microstates that rarely receives
scholarly attention; the other two are
Andorra and San Marino. Yet each has
unique characteristics that provide
valuable insights on the nature of
sovereignty, democracy, and neutrality.
(Duursma, 1996; Eccardt, 2005 ndorra

S t he worl dos o-nl vy
princely rule by the Prime Minister of
France and the Bishop of UilgeSpain,
while at the same time maintaining vibrant
cultural autonomy through active use and
preservation of Catalan as its national
language. Despite  being doubly
| andl ocked (and bei
producer of false teeth), Liechtenstein has
deweloped an advanced service economy,
served as a pioneer in seeking small state
membership in the Council of Europe and
other international bodies and managed to
avoid the Anschluss through diplomatic
exchanges with Switzerland and directly
with Hitler in Austria. San Marino boasts
the oldest continuously functioning
democratic republic in the world dating to
the 11" century (Eccardt, 2005).

Turning to the global South, the tiny island
nations of Sao Tome and Principe, the
Comoros, and Cape Verde have don
traditions of political transparency and
stability relative to many other sub
Saharan  African  nations (Ibrahim
Roandation, {2011 tEhseonced betweéno r
China and India, the tiny kingdom of
Bhutan, whose king developed the concept
of GNH, has a legacy of werdeliberate
alternation of sequestering itself from and
opening itself to the effects of both
globalism and globalization, thus
demonstrating the great potential for small
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state social autonomy even within a Beatrice Kimpa Vita of Kongo;
context of economic dependency. Ranavalona of Madagascar; and Yaa
Asentewa of Asante (see Appendix for
Closer attenon to small states and the  biographical sketches)E@garton, 1995;
accompanying concepts of limits can also Hannoum, 2001; Laidler, 2005; Tgsley,
inform us about negative conditions that 1996) Another six for whom neither
tend to be overlooked. For example, biographical nor contextual information
Mal tads recent r ej e c was osofficienn tb enablé a tsubstamtivane n t
of Libyan asylumseekers and the dialogue were Candace of Meroe; Amina
Gambi ads per si st ent ofHdusaland;iHelenarandgShbiadVangel of
violations and unfair elections may go  Ethiopia; Mmanthatisi of the Sotho;
unnoticed in the wake of human rights Muganzirwazza oBuganda; and Nehanda
atrocities and other crises in larger nations of Zimbabwe(Sweetman, 1984; Thornton
(Amnesty International, 2010; Human & Heywood, 2007; Wrigley, 2002).
Rights Watch, 2012; Saine, 201®por the
scholar, comparisons and contrasts of Primary objectives for the course were as

human rights violaons and political and follows:
economic instability in small and large 1. To introduce students to the world of
countries are important for analytic pre-20th century African women who
insight.  For the activist and scholar ruled empires, resisted colonization,
activist, such inclusion is important to and provided spiritual and political
prevent the small from being forgotten in leadership.
the absence of greater media othey 2. To have students recognize the
attention. interdisciplinary  possibilities  with
respect to biography and to understand
Pre-20" Century African Women the significance to interpretation of
Leaders these different approaches by exposing
the students to biogphies from
The study of pred" century African different disciplinary perspectives,
women leaders offers a different including archaeology, cultural
perspective on limits, namely, limited anthropology, and history.
accessible information. This limited 3. To expand the base of knowledge
accessibility differs from the limited about pre20th century African women
attention dewted to small states precisely leaders beyond the  university
because while small states are present classroom, by having the students
among us, thus making it possible to learn develop cdectively a presentation
about them throu%h observation and about these leaders that was suitable
experience, pre0" century African for a middle school or high school
women leaders can be known to us only class. To this end, the students
through historical documents, wh in presented a mosaic of creative and
many cases are sparse or {axstent. expository material to students at
The six women on whom the course Brooklyn Technical High School in
focused have limited biographical Brooklyn, New York Gty.
information available at least in English 4. To inspire further research on these
and accessible in the United States and and other African women leaders about
much of the global North. whom little is known relative to their
male counterparts or other world
The six leaders discussed weratéhepsut leaders.

of Egypt; The Kahina of the Mahgreb;
Nzinga of Ndongo and Matamba; B
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The problem of limited information in turn
poses limits on discovery; this is especially
true in an age in which information is
more accessible than ever. This
accessibility ironically tends to lead us
away from approaching subject matter for
which information is not accessible.
While this shows intellectual responsibility
on the one hand, ahe other, it imposes a
multiplier effect of limitation on our scope
of learning. In other words, if information
is scarce, we may tend to exclude the
subject from our curricula, thus further
diminishing the possibility of generating
information on it. ihvestigating ways to
overcome this dilemma was a quest for
instructor and students alike.

Small States and Pre20" Century
African Women Leaders: The
Connection to Gross National

Happiness

The domains of GNH are psychological
well-being, physical health work-time
balance, community vitality and social
connections, education and capacity
building, cultural vitality and access to arts
and culture, environmental quality and
access to nature, democratic governance,
material welbeing, and workplace
experiece (see
http://www.grossnationalhappiness.com)

The relevance of teaching about small
states and pra0" century African women
leaders varies among these domains from
direct to more symbolic. As previously
noted, inhabitants of small states,
especiallysmall island states, have shown
a greater tendency toward high degrees of
life satisfaction than their larger
counterparts. The tangible reality of
limited land area, combined with often
favorable geographic conditions, such as
coastal access, marine sustece, and a
temperate climate together suggest the
opportunities and value of optimizing
assets as a way to offset limits. One can
apply this approach individually as well as
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collectively, and to this end, small states
can serve as metaphors for paths to
psychological welbeing.

Similarly, the examples set by p2e"
century African women leaders, especially
those who overcame male dominance,
marginalization, and confrontation by
Europeans and other outsiders, point to
strength of character and leaskp
qualites as key components of
psychological welbeing while at the same
time pointing also to the occasional need
to defy conformity and the importance of
cultural salience as a statement of
autonomy. With respect to the African
women leaders, inlmost all cases their
leadership was centered on cultural
preservation in the face of invasion.

Environmental welbeing includes
conservation of resources with a view to
sustainability.  Again, small states are

particularly cognizant of both the
importarce  of managing their own
resources effectively and also their

vulnerability in the absence of resource
conservation at the global level.

The study of small states and 2@"
century African women leaders is at once
an experience in discovery and aeguto
include the marginalized. In these ways it
is congruent with the concept of education
ensconced in GNH. As previously noted,
international relations scholars tend to
focus on large, powerful states, turning
their attention to their small, less pexul
counterparts only when they are associated
with crisis. The 1980s war in El Salvador,
the 1990Iraqgi intervention in Kuwait, and
the 1983 U.S. intervention in Grenada are
all examples of this exception. While
knowledge of powerful actors and of war
and other crises is important, this approach
obscures so many equally important
activities in the world.

For example, the study of small state
diplomacy can teach us how to empower



ourselves through interdependence and
how to discover within ourselves oawn
unique attributes and potential
contributions to humanity. It can also
teach us much about relativity. When is a
small state truly small? International
relations scholar Hey and her colleagues
(2003) noted in their volume on small
states that recogtion is easier than
definition, namely
s e e (p.i 3). Bhe examples of Paraguay,
Jamaica, and lIsrael were noted earlier.
From an alternative vantage point, one can
consided as did one student in the
seminad the example of Kazakhsta a
relatively large state but rendered smaller
by the presence of its neighbors, Russia
and China. Yet another perspective is that
of large land area but small population,
e.g., Canada with the smallest population
of continental North American states)da
Mongolia t h e worl dos
populated sovereign state. This exercise in
relativity is important because it places
apparent strengths in perspective. For
example, having a large land area is a
valuable resource, but low or uneven
population dengy can cause logistical
difficulty as well as problems of unequal
resource access. Improving access
through transportation is in turn more
costly over large areas. Conversely, a more
densely populated small land area may
lend itself to easier access, laitthe same
time may lack the options that a greater
land area affords.

In summary, the study of both small states
and pre20" century African women
leaders has relevance to all domains of
GNH through its presentation of limits as
something to be recoged, identified,
defined, respected, and either accepted or
overcome depending on contextual and
normative bases for action.

The Role of the Teacher

The role of the teacher with respect to
discovery and to limits is complex. In
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order to be authenticthe process of

discovery must belong to each student. In
other words, if a teacher dictates to a
student what she or he is likely to or
should discover, the discovery itself is
diminished. Even if the teacher guides a
student toward discovery  without
revealing what the discovery is, that
gui dance coul d

by the teacher. Yet guidance in teaching is
essential.

Similarly, identifying limits can help to
give a student direction, or it can tregily
close a student 6és mi
recognition of his/her own attributes.
Recognizing the way small states deal with
their vulnerabilities can help students think
of creative ways to deal with their own
vulnerabilities. Examining the livesf

| epme2@" cerdueynAdriean yomen leaders

can spark creative imagination.

The teacher can help students in this
process in several ways. A teacher can ask
students to explain why small states are
more vulnerable, and then explore together
interpretationsof vulnerability. To what
extent is interpretation of vulnerability
influenced by culture and contex.g.the
presence of large as seemingly stronger
only when juxtaposed with smaller? For
example, someone who feels vulnerable
because she or he is dma stature may
find strength in more facile movement
than his/her larger, taller counterparts.
Alternatively, someone who may feel
vulnerability in the form of discomfort in
working with others may also find strength
in the ability to work independentlyThat
strength, when discovered and nurtured,
can in turn lead the individual to a
newfound comfort level and desire to work
with others. Just as small state leaders and
citizens take inventory of all their

strengths and weaknesses, so can students,

with guidance from the teacher. Using
small states as a metaphor for this removes
the focus on the student so that

precl ud:
A Ydiscoveri aof mther ithings wmdt enticipatedu

nd



vulnerability and limits can be discussed
more objectively, leaving studerits apply
the metaphqr privately revealing their
findings at theiown discretion.

With respect to pr20" century African
women leaders, or any similarly obscure
subject, the teacher can guide students in
confronting limits in a different way. The
dearth of written materiél at least in the
global Nortl® about many of these
women signifies the cultural vacuum
experienced when a part of history is
neglected. Without knowing about these
leaders, who were as significant to the
histories of their countries as prominent
leaders who are more widely known were
to theirs, peple have an incomplete
understanding of Afr
cases, to the point that they may disregard
it altogether. Teachers can stress the
importance of inclusion in scholarship,
encouraging students to probe presently
neglected subjects.

Of caurse, lack of reliable data can turn
any inquiry into a vicious cycle. Failure to
address the unknown results in absence of
information, which in turn does not lend
itself to pragmatic choices about subjects
for research. One way to overcome this
problemis by applying creativity in the
absence of data, as a means of learning.
The students in the course on

century African women leaders wrote
short stories, poetry, dramatic monologues,
and skits about leaders for whom
information was scarce.

This application of creativity does carry
risks, but these in turn also provide an
opportunity for t he
The teacher can be instrumental in helping
students understand the role of data
gathering and the risks and benefits of
doing reseath in the presence of data
gaps. Data are essential and should be
sought and gathered systematically. While
sporadic anecdotal evidence can illustrate
a point of view, it is too random to be the
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basis for definitive conclusions. Still at
some level aldatagathering, and thus all
data, are random. We gather data as part
of seeking an answer to a question or
argument that we have raised; in that
process, we risk overlooking a more
relevant or significant question as well as
data that may disprove theryeargument
that lauthes our research.Guiding
students in synthesizing creative and
empirical approaches can help them both
confront the problem of data gaps and
reflect on their own datgathering choices
and observations.

Small States and Pre20™ Century
African Women Leaders: Finding a
Connection

icads history 1in
The preceding paragraphs have presented
subject matter from two courses, both
having the theme of limits but in very
different ways. Small states are limited by
size and resources; these limitations imtu
often lead to innovation and manifestations
of uniqueness. The study of g2e"
century African women leaders is limited
by information scarcity, and the related
reluctance to teach something about which
so little information is readily accessible.
While each of these subjects alone
embodies abundant  potential  for
discussion in its own right, the conclusion
of this essay presents an approach to
combining them as well.

Lesotho is a small, landlocked
mountainous country surrounded entirely
by South Afica. It boasts an 85% literacy
rate of persons 15 years and older, which
is one of the highest literacy rates in
Aftica. aMoheeverpfemalgyliteracy astandse .
at 94.5%, which is higher than the male
literacy rate of about 83%, an unusual
phenomenon in the dbal South. On the
negative si de,
limited access to health and educational
facilities, and the country has one of the
highest incidents of HIV/AIDS in the
world. As of 2012, life expectancy for

some

Lesot hoo s
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both men and women was just ow8

years (United Nations Development Now
Programme, 2012) You are free.
You are literate.
Mmanthatisi of the Sotho was a powerful But | see your joy is scarce,
leader of the Tlokwa who settled in what is Despite water and diamonds
today Lesotho. The poem is from the Flowing from snow peaks,
imaginary vantage point of Mma hat i si 6s You are poor
spirit addressing the people of Ldsot Now.
today. The poem is written in the form
known as 0 Jaeatedpblr gost St ar 0 Boers
Christina R. Jussaumevyhich also has a Are no more,
diamond shape with corresponding TheDifigane,
references i n t he t ext Itit@ever dxistedo t h 0 0 s
diamond resources. The poem contains Is no more the displacer.
multiple references to vieus aspects of Yet displaced your gifts,
Lesothods <culture, hi st or yDiamondsande nt I ssues
and problems, in the hope that the reader Snow.
can use it as a point of departure for
further discovery about both this small Rich
state and its powerful queen and military To the eye,
leader of the 18and 19 centuies. AiLesotho Promise.d
Diamond so giant, so rare,
Mmant hati si 6s Di a mo rrldshing green and white crystal
by Nancy E. Wright Unbreakable gem,
Poor, broken
Rise, Land.
You Mountain!
Kilimanjaro You,
Smiles southward at your rising Sesot hoos
Thabam Ntlenyana Speakers, will find joy.
Stretching rocky hands A KhoPuaandNal ao
To the stars, nPeace, Rain, and Pr
Rise. In unigueness like
Snow crystals,
I Yours.
Was so strong,
Crossing the frontier Hope
With an army of thousands, You will find
That the peo@ took my name, In farmers and poets
The Mmanthatisi, With diamondlike resilience.
The Tlokwa Those whose names are yet unknown
Tribe. Will lead Lesotho,
The Tlokwa
Home.
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Summary and Conclusions

Small states and pra0" century African
women leaders share the characteristic of
limits. Both subjects have relevance to
Bhut anos phil osophy
presents a balance between mental and
spiritual growth and recognition of limits
at individual, societa and global levels.
By introducing students to these subjects
and the limits they embody, a teacher can
guide students through the process of
identifying what they may see as limits
within themselves, and in recognizing their
value and discovering way® use those
limits as points of departure for further
opportunities and growth.

Appendix
Core Leaders for Class Discussion

Hatshepsut. Hatshepsut was the daughter of
Pharaoh Thutmose |. Her reign began in
Egypt s New Kingdom,
was atits zenith of power, and her expertise in
planning and building helped to stabilize and
consolidate the empire. When dagpsut
succeeded Thutmose, Egypt was in its New
Kingdom. Hashepsut is particularly noted for
her trading expedition to Punt, the cahstrea

of modern Somalia, and mining expeditions to
Sinai and Aswan. She also carried out an
extensive rebuilding program to repair damage
during the struggle against the Hyksos.

The Kahina of the Maghreb. The Kahina
legend is arguably the most endurimgd
powerful among the Berbers, as well as
throughout North Africa, and continues to
provide a rallying symbol for nationalism and
feminism among North African peoples.
Kahina led the group of Berbers known as the
Jerawa from the Aures Mountains. She is
thought perhaps to be of mixed Berber and
Byzantine descent, and/or to have borne two
sons, one Byzantine and one Berber; if true,
this could explain her ability to unite the two
groups against Arab intervention.  After
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repelling the Arab invasion underallsan ibn
al-Numan alGhassani, Kahina ruled the new
Berber kingdom until its demise.

Nzinga of Ndongo and Matamba (circa
1581.1 16 ueen Nzingaos
be ane egge)'ﬂn%k/ poweWJl] an& dhiient both
within Angola and throughout the African
continent She fought the Portuguese
domination of what is today Angola, forming a
guerrilla army and created a new multiethnic

homeland following the displacement of her
people by the Portuguese.

Dofia Beatriz Kimpa Vita of Kongo.
Originally named Kimpa Vita, Dia Beatriz
was of noble birth. Her vision of St. Anthony,
a Portuguese saint revered by missionaries and
settlers in the Kongo and Ndongo Kingdoms,
led her to work for the restoration of the
kingdom as it was believed to have flourished
under Alfonso [, stablishing the Kongo as the
Holy Land, S0 Salvador as the birthplace of
Christ, and Africans as the founders of
Christianity. She was ultimately burned at the
stake for her beliefs.

when Egypt
Ranavalona of Madagascar.Reigning from
1828 to 1861, Ranavalona is kmo for
curtailing European encroachment. She is also
regarded by some with a certain degree of
infamy, due to her ruthless practices, such as
restoring traditional methods of summary
execution, toward those among her own
people who converted to Christigniin the
wake of her determination to return
Madagascar to the ways of her ancestors.

Yaa Asantewa of AsanteYaa Asantewa led
the Asante people of what is today Ghana
during the last half of the f&entury and into
the first quarter of the 30centuy, at a time
when British traders had all but decimated the
Asant e. She is
greatest women rulers, and is associated with
the religious tradition of the Golden Stool, the
Asante royal throne believed to have
descended from thieeavens and symbolizing
the spirit of the Asante nation.

€g
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HAPPINESS: AT WHAT COST?

Leanre Taylor and SusaA. Tilley
Brock University, Canada

Abstract: In this paper, we examine how Western liberal constructions of happiness are
embedded in the goals and everyday work of teachers striving to create positive learning
environments in their classrooms. We ask: at what cost is such happinessdzRieswing

on empirical data collected from interviews with practicing teachers in a graduate course,
and building on our classroom experiences in graduate and teacher education, we trouble
liberal notions of happiness in order to understand the inequitéepetuated in schooling
institutions. As educators committed to social justice education and critical pedagogy, we
challenge pedagogical approaches in classrooms that: support treating all students the same,
advocate O6equal ity encgesravoid ganflict 3gnd jnevitabdynresiste d i
difficult knowledge. Such perspectives on teaching, we argue, can prevent teachers from
naming difference and engaging with the discomfort and tensions that are important in
productive and transformative educatio

Key words: Whiteness theory, social justice, critical pedagogy, happiness, racialism

Introduction popul ati ons of ten cont |
public imaye. Despite dominant public
The Canadian context, in which we live di scour ses of a Ohappy
and work, is often touted as a model of we know that the welbeing and happiness
Ohappy multicul tur al iofsmanydstutlents, pa@ticularly tlidsennatd a

adopted an official policy. @rently, representative of the dominant group, are
multiculturalism is commonly framed as a  affected by persistent marginalization,
Anati onal asset, 0 updoasal dinequality, | st@etyping, pand i cy

and the constitution. Multiculturalism, as  prejudice, which schools, policies, and
policy and vernacular practice, teaching practices often reinforce. Many
characterizes Canadians as encouraging children face challenges outside the

Araci al and et hni c tlagsroomo, related o magtism,cpoverty,sand
cultural unde st andi ngo ( Ci tpersomahcschmsfancesa that have an effect
Immigration Canada, n.d., para-23 view on their seHesteem, school performee,

bolstered by international recognition of  aspirations, and ultimately their well
Canada as one of t he bemnyr Hapgpihess hane slite opportunitess t o
live (The nBetter L i (fames len al.t R0AQG; iJamesd & Faylorv e y
an initiative of the Organisation for 2008).As LevineRasky (2006) and others
Economic Ceoperaion and Development (Bannerji, 2000) suggest, there are
(OECD), rated Canada #2 behind Australia tensions between multiculturalism as an

in 2011 as having the best quality of life  official Act enshined in the constitution,

among industrialized countries.) and as and the persistence of discrimination,

one of the highest ranked countries in intolerance and racism in schools and
terms of life satisfaction (OECD Better  classrooms.

Life Index, n.d.). Canada has alscored

high on global happiness surveys (Scholz, Although teachers may be exposed to
2011) reflecting a general belief that critical, antioppressive, and antacist
Canadians are a happy, tolerant, and pedagogies in their teacher training, such
equitable people. However, the reality of principles often d not translate into

current classrooms of diverse student practice (Tilley, 2006). Liberal minded
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teachers, most of whom in Canada are rise of middle classvalues including

White (We understand the category bel i ef s i n an i ndi vi du
OWhited [1like all r eewtilemmént doa thapgiressi eDorinam s a
socially constructed and heterogeneous Christian values in the West, which uphold
designation that includes various religipus  ideas of personal rights and individual
cultural, ethnic, socioeconomic, and equality, often associate happiness with
linguistic groups. Our use of the term is  better health, wealth, and life satisfaat

meant to underscore the dominant group in  (Lu and Gilmour, 2004). In the American
Canada, which routinely constructs/ context, like in Canada, the pursuit of
positions it s-abidlizedh s dappessaslundérstaod as an inalienable

and thus nomacist.), middleclass, and right and happiness a
female, caotinue to hold on to the hard work. These values are also upheld in

di scourse of Ohappy thaWwlStDedawtion af inddpendenté. Ini n
their views of education and in their the Ea&tern context, however, happiness
approaches to teaching. They tend to has generally been understood as having
celebrate cultural differences through the 3 less to do with income and individual

Fos ( Fun, Food, a n duccess st tather avith seducing saffering
approach that ultimately servesd®smiss and valuing community (Nitnitiphrut,

the differences that do matter in terms of 2007). Eastern studies of happiness tend to
student séo experi encedaw onpBuddbis prtdiorducian, ideala n d
successes in school. Building on the belief such as wisdom, good moral conduct, self

t hat Ohappy st udentcontrola arel grgup ochdrmany iay &ey
studentsdé (and that ‘asaplesythat éepc peeptescalm rtleeir t h e
most effective educators), teachers attemp minds, understand their nature, and foster

to ensure their classrooms are harmonious, happy living (Lu and Gilmour, 2004,
comfortable, and safe.  Uncritical Nitnitiphrut, 2007). Further, Eastern
approaches to multicultural education emphase®n hope and faith, as well as a

reflect the broader national sentiment of f ocus on comi ng t o ter
tolerance, care, and equality for all, and current conditions and consequences, tend
textbooks and classroom materials often to hold more importance than individual

feature happyand smiling multicultural accomplishment. In contrast to Western
faces seemingly representing the spectrum individualism, many Eastern perspectives
of cultural diversity. on happiness tend to engsize

interdependency, collective engagement,
But what exactly do teachers and schools and relational being highlighting a

consider t ol Haginegshfaappicesséct ed, fluid, fle
whom? Can we expect that all studentsare bei ng who is bound to
equally happy? We are not suggestihgt Gilmour, 2004, p. 274).

teachers should abandon their efforts to

cultivate happy and engaged pupils. Lu and Gilmour (2004) explored different

Rather, we argue that happiness must be conceptions of happiness ineth study of

seen as a contested concépione that 202 undergraduate White Americans and

shifts across national and cultural borders 142 undergraduate Chinese students

and often differs in the East and the West.  between the ages of 17 and 25. Their
Although happiness across all contexts is research found that among Chinese
generally considered desirable, there are students, understandings of happiness

distinct differences in how happiness is t ended t o be mor e A S
defined. For example, the search for i ntr ospect i veitudityadphasi :
happiness in Western liberal contexts, fipsychol ogi cal transcen

including Canada, has been defined by a integrated social expectations, and
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included a sense of IHkalance and understood as including economic,
expressions of fiely r a tspirituald and eanntidnal webaing.t The
thankful nesso for t hstratagies foaackev i (hpg. BR281 prndd nv
comparison, White American accounts GNH are based on what is known as the

t e n d e dgphold persdnal happiness as A f our pillarso: Sustain
the supreme value o fsocidecohomic 0 we r developmente
Auplifting, el ated, [cansemddtion e xot i thé n enyironmeng s e r t e

individual agency, and placed emphasis on preservation and promotion of cultural

physical pleasures, comfort, and the identity; and promotion of good
enjoyment of life in the present moment. governance (McDond| 2003; Youth and

Figuring within the Whe American Happiness Rapid Assessment, 2008).
accounts of happiness was also the ideaof Bhut ands approach seek:
contentment, which included a sense of people at the center of its development

achievement i n | i f e efafnar t 8 s thbryi viiemxgpahdi ng t
material  gratification and personal choi ce, aspiration, and
achievement o (Lu & @006, mea2) |, p . 288) .

Such Western (notably US and Canadian)

perspectivesof happiness as individual Different views of happiess and how

economic achievement are, as McDonald individuals seek to achieve it inform
(2003) suggests, informed by ideologies of approaches to work including, as we
globalization and a fremarket society. discuss in our paper, perspectives on
Such ideologies see happiness as teaching. For example, among the areas
Aequi val ent t o e c on o madnsideredxegsentia ifoo acbieviGgpGNH5 )

and hold competition as essatif we are and weltbeing in Bhutan is education

to limit  marketexploitation and (Youth and Hapmess Rapid Assessment,

selfishness and move toward the greatest 2008). The Bhutanese Ministry of

happiness for all. Education has made considerable effort to
integrate  GNH  principles into the

The contrasting Bhutanese application of educati onal system by <c

happiness to economic development i nf used l earning envir

further illustrates how conceptions of  Bhutanese children and youth (Youth and

happiness are culturally definedThe Happiness Rapid Assessment, 2008).

Kingdom of Bhut ands These efforss include trai@mgdesichers and
National Happiness (GNH?1 was administrators to cultivate in students
pronounced in 18m2 b grincBlesuof caticad and cteative thinking,
His Majesty Jigme Singye Wangchuck. knowledge of how to live in the modern
GNH holds that happiness is the central world, a holistic worldview, and skills for
purpose of development and human civic engagemat (Hayward & Colman,

progress, rather than simply economic 2010). However, Bhutano:
growth. The Bhutanese concept of admirable is, as Zurick (2006) explains,
happiness, which has increasingly become st i | | Afraught with cor
the subject of international conferences because Bhutan is not a homogeneous

and discussions of happiness worldwide, soci etyo (p. 662) . Pol i

holds that consumption and wealth are not directed toward achieving hapgiss tend

the only variables that need to be notto account for ethnic, racial, religious,
considered in developmen Rather linguistic, class, gender, and geographical
devel opment Ashoul d diferentes, whach nmay help explairewhy
happiness by attending to the shared needs some individuals may experience

of humanityo ( Zur i c kappingsd® @nére thap .others.6 Athough
Happiness from this perspective is Bhut ands exampl e of h
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received intenational attention and offers
an important global example, its model is
not easily applicable in other countries or
societies (Zurick 200§. Even though
Western notions of happiness may claim to
challenge such homogenized views by
focusing on individuaheeds and interests,
stressing the importance of living in racial
and ethnic harmony, and seeking to bridge
differences between groups (as is claimed
in Canadads Multicul
ultimately overlook many key differences
that shape our expenees.

In our discussion, we focus on the
Canadian context in order to understand
how individuals and communities who are
not within the dominant group can be
happy. Western ideas of happiness cannot
necessarily be applied to all cultural
contexts and thaiparticular conceptions of
happiness wil/l di ffe
practices in schools. We consider that in
Western contexts, a key assumption is that
happiness is found in certain hegemonic
spaces (such as workplaces and classrooms
espousing equalit and tolerance). What
follows is that particular practices and
engagements with certain institutions are
expected to produce happiness. As Ahmed
(2008) puts it,
The demand for happiness is
increasingly articulated as a
demand to return to social ideals,
as if what explains the crisis of
happiness is not the failure of these
ideals but our failure to follow
t hem. What organi
happi nesso i S
happiness should be an effect of
following social ideals, almost as if
happiness is he reward for a
certain loyalty. (p. 122)

How mi g ht t he
happiness and comfort in the classroom

and school environment inform their
pedagogical approaches?Within a
Western l i ber al par

attention to issues relatedrace, inequity,
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Whiteness, and privilege is often not forth
coming and when given, frequently leads

to the dismissal of the issues as irrelevant,

as someone el sebs probl
are resisted as too challenging
(emotionally and pedagogically) to
address. In the Canadian context,
democratic discourses frequently can be
seen to support racist institutional
strategies and practices. Citizens in a
tdamocaatici secietpftprnoseei themselyes @s h e y
bounded by principles of goodness,
fairness, and equality, astiourse that, as

Dei (2007) expl ains, 1l
maintain racist beliefs and behaviours
while appearing to hold a positive notion
of democratic valueso (|

hold privilege are able to continue being
Ohappy6 and comhsdyt abl e
not critically addressing structural racism

and other inequities nor their complicity in
repraduding thiem.f Asr an resudt,alitlb e r s 6
attention is given to the fact that schooling
in Canada is influenced by past and
continuing colonizing processes and has
been built on many
of teachers and children over time.

Sunh

The responsibility for addressing issues of
race and racism is too often placed on
racialized minorities who are seen as the
O most affectedd by
addressingdifficult issues in classroom
contexts. However, when racialized
teachers do address these issues in schools,
they are often perceived as overly
sensitive, radical, or too interested in
pshing théireownbagendasandsthisdefaves

and

t htleem fbeding i uastipportedch andxposed

(Dlamini, 2002 Tilley & Taylor, 2013.
Because broader societal structures and
liberal White discourses influence the
culture of educational institutions, schools
continue to operate in ways that inevitably

t e a c heprodauce Wiite, slibaraé middle rclass

ideals.

In what follows, we draw on a qualitative
atddy dhat, involved practiciodh eacliess
who returned to university to pursue



graduate studies while also continuing to
teach in school contexts. The study
focused on one specific graduate course
that exploed issues of diversity and
difference, with particular emphasis on
racial identity. The central goal of the
course was to encourage the graduate
students, who were also practicing
teachers, to challenge and think deeply
about oppression, marginality and
privilege, and to consider the ways in
which their identities and those of their
pupils influenced their curricular and
pedagogical decisions and the learning
opportunities available in their classrooms.
(For clarity, we use the termstudend to
refer to tlose [mainly teachers] attending
our graduate course. We use the term
Qupilé to refer to children in elementary
and/or high school.) The study included
two data collection phases, the first phase
involved a content analysis of student
assignments, courseevaluations, and
i nstructor ds not es
Tilley, 2006); the second, which occurred
one year after the completion of the
course, consisted of Hdepth, operended
interviews with graduate students who had
completed the course (see Tilley &
Powick, 2007). (Twelve in total
participated in the first phase. In the
second phase, three racial minorities and
two white students participated in
interviews.) Since the time of the study,
we have both taught the course on several
occasions and our expenices also inform
the discussion that follows.

Who Gets to Be Happy: The Privilege of
Whiteness

As Frankenberg (1993) has argued,
AWhiteness i S a
advantage, of race privilege. Second, itis a
60standpoint, & a
people look at ourselves, at others, and at

society. Third,
of cultural practices that are usually
unmar ked and unnamedo

who have not experienced racism, the
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Owhi t e n addresé this essue r[tseatrhent oh
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concept of Whiteness is often a difficult
concept tagrasp. The privilege that comes
from being a member of the dominant
group brings with it the choice of whether
or not to engage with challenging issues
seemingly not directly
experiences. Teachers often disengage
from difficult discussios of racism and
other inequities. This is evident in the
colourblind stance teachers take when
claiming that they
treat all pupils the same (Desai, 2001,
Frankenberg, 1993). For example, a White
student responding to one of the mur
readings in which the author explained
how she understood the
see colourdo as inherent
that the author was being overly sensitive
and gave the following advice:
on the other hand it could just be
stemming from the dct the [a
per son] doesnoét
i ssue é I n t he

do n

ma k €
acec:

( F o rdiversity,r we meedt i ihclude e e

acceptance and patience and an
open attitude towards change. The
central issue in the improvement of
communication is how willing both
parts are to enhancend improve
relationships, and not who is in the
weaker or stronger position.
(Written response to reading)
The student 0s focus C
communication as the way to address
structural racism emphasizes individual
acts and reflects liberal support of
individualism7 it does not address power
relations and privilege and how they
operate in contexts of difference.

The effect of a colourblind stance on
racialized teachers and students was

| o c raftedted nin tlef expsriencas cracializeal |

minority  participants  desibed in

whi ch whit e

On one occasion | felt forced to

set
racial minority students] in a staff

( peetin@ where Rtomas rmehtored

that the only teacher the Black



students were responding to was
me . Since | fellt
took the opportunity to relay the
message that the Black students
were feeling mistreated and that
they were always assumed to be in
the wrong. While other students
were assumed to be in the right and
asked questions. Unfortunately this
discussion did nogo well. 1 was
told that the teachers did not see
colour when they interact with
students and that they treat all
students equally. (Written response
to reading)

The silence around race privilege and
Whiteness helps keep critical issues below
the surfae, allowing White teachers to
remain unmindful of their racial location
and, thus, disconnected from (and not
responsible for engaging/initiating)
uncomfortable race talk. In many ways,
the personal, professional and emotional
costs of addressing issuesratism were
|l ess for those who
raced6 every day.
minority participants spoke emotionally of
how personally challenging it was during
the course to Osit
White classmates attempted (aot) to
work through the theoretical concepts of
racial identity and racial privilege.
| can remember one day when |
was totally frustrated, like dear
God what are you thinking, right?
But | remember walking away
from that class despite the fact [l
was] amry, just walking away

JISTE Vol. 17, No. 1, 2013

White students described the course
coptent as challenginge becayse it trced
them to recognize how they have been able
to take for granted their predominantly
White surrainding, their position as the
majority, and the significance of
Whiteness in their teaching and everyday
lives. They struggled with the idea that
they may have unearned privileges based
on their racial group membership that
others may not have. Racial mirity
students expressed how the course
resonated on a more personal level. They
spoke of personal experiences with racism
and shared how the course content was
useful in both their professional and
personal lives; the content was something
with which theycould identify. As one
racial minority student explained, the idea
of White privilege for
new because [she had] been confronted
with it throughout [her] whole life that
they [White people] are the dominant
raceo (lnterview transcrt

wAdtirogh thie work did difficult fay bothh e i r
F o r Wheexaadmaciblieed studemts, theyacannoa |

equally escape it. White students can turn
away from these critical issues, possibly

b evenkdeng thalr significance and noatake t h e i

responsibility. Racialized students often
cannot so easily render invisible the
marginalization they witness in school and
experience in their own lives. The personal
costs for addressing or ignoring these
issues (including the ability to maintain a
high position on the happiness chart) were
much geater for the racialized students
than their White counter parts.

thinking thereés got to be a reason.
Thereds got t o b e ChoosinggCGomfortrovemdonflicts h e
thinks the way she thinks é | think

the frustration for me was the fact As Mclntyre (1997) sugg

that we were all doing the same
reading. Why is there no
enlightenment [participant laug}?
Or maybe there was but why is it
not bluntly obvious yet? (Interview
transcript)
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about Whiteness with White students is

not easy. It generates uncomfortable
silences, forms of resistance, degreés o
hostility, and a host of other responses that

many of us (instructors) would prefer to
avoido (p. 73) . Graduat
course often drew attention to comfort as a
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central factor i n wh adolt eace amd ragism tin thih martiqularp i | s
in their classrooms would be successf North American context might send the

They resisted introducing certain kinds of 6 wr on g messaged and ma |
knowledge and questions for fear of uncomfortable or | ead o0t

disrupting the maintenance of their Wheneer | read anything
comfortable classrooms. multicultural | tend to get this chip
| now feel comfortable admitting on my shoulder, you know
that in my own classroom | would somebody is just trying to blame
not use only an antacism me for something. So
pedagogy. | feel his approach thing that I donot I
would foster hatred toward Whites, examine race in this North
and selfhatred in Whites. As a American context. I
White person, and adult | feel guilt wrong cort e x t and itds tI
and embarrassment in  our message and | t hink

classroom discussions about White what turns [White] people off

privilege i which is acceptable [in about wanting to study it

a university course]. However, this (Interview transcript)

is not an environment | wish to see Instead she suggested it would be better to

in my own classroom. | hope to look at more global contexts rather than in

reach a middle ground between her own backyard.

multi-culturalism and the When we look globally, racism

acceptance and celebration of all i snot somet hing t hat
cultures, and antiracism where it is

acceptable to question privilege
and racism. (Written response to
readng)

Even when they saw the inequities that
existed, many White students chose the
path of least resistance and ultimately
comfort. This student recognized that she
had resisted addressing Whiteness and
privilege but was aware of the importance
of owning her privilege and associated
guilt and embarrassment. However, when
it came to her teaching, she was still
unwilling to apply pedagogies that might
create discomfort in her classroom. She
wanted/needed to approach her teaching in
a way that still allowed dér to be
comfortabl e and
pupils. For this teacher, an amdicist

problem é So | t hink
that more global context, | think
the North American White people
are going to get turned off less
because that 6s what

happen i s, y ou know:
bad person. Youoppr ess me . |
Wel | wai t a minut e;

even met you. Or these are events

that happened hundreds of years
before I was born. How am |
responsible for that? These articles

all tend to point out that you are a

bad person. I donot
all that productive. (Interview
transcript)

student 6s defl ecti o

c e | dd rclairh eany 6 radpdngbilityo for thee r
perpetuation of racism. She distances

pedagogy was too closely associated with herself from the issue by suggesting that in
her feelings of White guilt. the gl obal context, rac
pr obl e méniesahe dignificance of
The theme of quilt is significant and Whiteness in historical and persisting
i nf orms many t e a c h e rcdodizatianp heorm@a K2€04) suggests
addressing social gtice and equity issues that A Whites] set up a
(see Picower 2009). Another White the group, mystify the system, remove the
student spoke of how she felt that talking agents of actions from discourse, and when
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interrogated about itstifle the discussion
with inane comments
t he charges being
concern here is how feelings of guilt,
embarrassment and discomfort may limit
White studentsédé enga
conversations about race and racism
However, framing discussions of racism as
not being a
associating discussions of racism with
personal attacks that make you feel like
Ayouodr e a bad perso
rationale for teachers not to proceed and
take these issuesrgmisly.

Perhaps related to degree of comfort,
students did not address racial identity and
racism in their final course papers, even
though this was a theme in the course
content and they had made critical
contributions to related class discussions
and reflections. Instead, they focused on

&rviooontentst Why 9 this anlpartany
m aothsedér? CGrgating cbmMedty that €énfage
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but comfortable in mainstream classroom
of

critical issues related to race, racism and
inequities can be groductive way to
challengen the status iquopamd Pprammote
learning that contributes to making
change. Shoifived discomfort may

0 Wh i t eactuglly oohtlibetent greatardaccess to

happiness for us all.
Gaing Againstithe Grhink The Risks@f a
60 Ki I-J aynd

When teaches work for social justice and
equity goals and practice a critical
pedagogy, they go against the grain. They
name power, challenge dominance, and
make visible the inequities lived out in
schools and classrooms. Ahmed (2008)
suggests that oftentimes wherdividuals
challenge our hegemonic notions of

the O0safed topics ( dappirekss ror, chatteage ldominatbrniorims, t y ,
bullying) refusing to make connections t hey can be -jsceyen baesc afuksit
even if they were there to be made. t hey may fAexpose the ba:
Ultimately for many of these graduate hidden, displaced or negated under public
students, reflecting on their teaching si gns of joyo (p. 127) .

practice, the main conge was covering

the curriculum, which left little time for
what they saw as peripheral issues of
equity, oppression or race. For many, as
one White student pu
daily basis gets too busy to be thinking
about profound and
(Written response to reading)

We question what is at stake when
teachers focus on creating a safe and
comfortable environmerit what is gained
and what is lost? Although the goal in
teaching should not be to create painful
classrooms, we need to asko we are
aiming to make comfortable, safe, and
happy. A context that may be safe for
some may be unsafe and even dangerous
for ot her s. I n our
classrooms as well as in our own, comfort
plays out as a privilege and expectation of
White teaches and White students, while
those who are racialized are often anything
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A D o basl feeling enter the room when

somebody expresses anger about things, or
could anger be the moment when the bad
feelings that saturate objects get brought to

the tsumfTeae hi ngaomrmeat ai
Gk imlpll iy

may be seenj oy P
betausg gheyr are posirsgyuheve cedtain

actions that Apromi se
Abe quite so promisingo
Data collected through the -gepth

interviews after the students had taken the
course, highlighted how they were able to
address or ignore critical issues ineith
own classrooms a year later. White
students described continuing to avoid
difficult issues in classroom discussion
rationalizing again that such discussion did
noy reasdyu étt mto ¢hé ucdrecoluns 6
However, racialized participants described
addressing ®sues of race, even if this
me ant doing so Aunder
classrooms. Racial minority students still



found this daunting and difficult work,
sometimes needing to bite their tongues in
their own classroom discussions in order
not t o g o Asfbheoracialited r
participant explained in an interview,

JISTE Vol. 17, No. 1, 2013

simpler path as would helping their pupils
fit into the dominant White norms with the
hopes these students would more easily

. succeed. However, it was difficult for the

participantsto turn back and ignore the

AThis [discussion] w implicatiogseadf their pédagogicat actonsh u g e
big issue and t hen | @ltheymayhsve iwmthegpast. | have to
say and | 61| get fired. o
As one racial minority student explained,

Another  participant  described her  after taking the course she began to engage
hesitation in this way: more with her teaching better able to

You know to talk about it address complicated issues @ more

[privilege and Whiteness] with the knowledgeable way. However the

staff [would be difficult] because downside to this change as she explained,

they would be, well, mortified. Al't i s harder for me no

They woul dnét wantwotrk t[altk aalpautvaitte Whi t

at all sdupsetyadddyouf e emlu ¢ h mor e I nt o t hings.

know, kooky about it. They would sensitive about t hings

just shy away from it. (Interview interview she spokeabout the internal

transcript) conflict she experienced often needing to
Recialized students still felt the need to  remain silent in moments when she wanted
Astep | ightly, 0 uns u itoesawbsomething rchalemgmag griracg i n
race issues would be well received. One related. Racialized teachers often
racialized student teaching in a private experience the personal cost of dealing
school explained that even in the case with race issues in schools including the
where her pupils might be willing to risk of being fired, reprimanded, alienated,
address critidaissues in her class there  or subjected to ovesurveillance.
was a line she could not cross.

The ©particul ar c | Bhe Vhite Iparticiparitso tolé a Miffedent

this year is really, really mature. story, describing how they continued to

They <can arti cul aéxercisevthdir lpriviegehmetyudlivig the

very good at thinking aloud and no  course experience in theorizing their

one shoots down a reeetydag padice backin the sochoals and

So we always discusthings like often choosing not to confront difficult

t his [ poverty, h dssuesl ire thedr rtlassreoins. Tae few who

But | am aware that | have to walk  did address racial difference and equity

very, very carefully. | know a lot of made, at most, surface level changes. As

their parents would be [participant one White participant e

pauses] upset even with us talking
about that. (Interview transcript)

The fact that racialized parti@apts
worried that they might get fired or have to
face angry parents forltang about these
issues in their classrooms demonstrates the
challenges and contradictions of operating
in a state of colourblindness or racial
ignorant bliss. These racialized tbars
were constantly reminded that not
addressing such issues would be the
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more aware of peopld s di fference
make them [my own students] more
accepting t hat peopl e
Although this student claimed to address

diversity issues with her pupils she, like

many others, played it safe in her approach

to diversity and in so doing normalie
Whiteness by positioning the racial

minority (them) as different from the

White norm (us).

White students continued to keep the
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peace and resist tension through their they were being more heavily scrutinized,
silence similar to their stance at times in  which influenced how they felt they were

the course. able to address course material in their
There is a ot of political teaching. The differce can in part be
correctness. We 0 explained lpy e ifatt ¢hat White students
students] not going to wantto say woul d not Ar ock any b «

something confrontational, you schooling contexts, thus they would be less

know weobve got t tkelybt@ expenrencec duraedllance. While

toget her . 't 0s a wheiwexpedences Wauld differibécause of

right beside them [racial minority their racial locations, if Whitstudents had
students]. Who wants to be inan | ust O0tested the water s
argument? é | t hi rsthrtechto feebthe effe€ts anchchatiegpges of
people | et sit belsmeaking dbeut wivlegé with éhose whob s

a hard area to get people to be did not want to engage in that

honest. (Interview transcript) conversation.

Some students, both White and racial Conclusion
minority, noted the difficulties presented
by the challenging course content, which  While teachers often strive and struggle to

they believed led people to &eensor in maintain balace in their lives and have

the class. This desire to uphold comfort, achievement of some level of happiness as

not feel l i ke a o6badamganmmenogoal,d0weapoidt ta bowvaa al |
nottobe a-j 0kdl i n t he cunaitka foous mn aclseving happiness
refl ected i-censaship dnd nt and corsfatlinfour classrooms has its costs
struggle to say 06t hei distractny tis framrithe imgartént wérlsof o n e
racial minority student putti, A [ T kigrupting our classroosnas we try to

articles] would make anybody kind of move students to new understandings
think twice before \adiowitng seamsiotpiivnei on .s®& ues
However, as a White ksbowHedgemot Eidl|l efiyl & Ta
think people do feel uncomfortable when teachers, we need to question the cost of
you bring it [ race] ooptinungto supporttlideralkite notiobss o n |
because being racist is so negative and no of happiness to students of all kinds.
onewants to assume that they are racist. o
Sharing this view, another student We work towards social justice and equity
explained the selensorship in class. goals by challenging pedagogical

I donot t hi nk a | apgroachdes inp @asspobnes thatv support

said what they believed a lot of treating all students the same, advocate

times. | think people thought, 6equality over equity, 6
6okay, what | 6m s awidodlid, fam isevitablys oesist
| 61y istab €. I t h iexploringt kncaviedgepssumed useful to

course content] did influence only a few. Liberal perspectives on
people and they may harbour other teaching, we argue, can prevent teachers
opinions but they are not going to  from naming difference and engaging with
say them. (Interview transcript) the discomfort and tensions that are
important in productive and transformative
Overall, racial minority students differed education. Liberal notions of happinegs
from White students in how they described observe, have taken hold in discourses of
being held accountable and monitored schooling in ways that ultimately uphold
around issues of racism in both the course inequities and injustice. As Verkuyten
and in their teaching. Some discussed how (2003) argues, uncritical notions of
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happiness can function as an argument for {How can teachers and pupils in-1R

the exclusion of minority groups. He schools, as well as in universities, learn

suggeststha Ther e i s a t end®werkywithtensiohs aadsfdsafe and

existing power relations and domination as comfortable?

a priori, as a backdrop for analysis, and {How can teachers develop our ability to

thereby as unproblematic and given, understand the complications of

whereas the phenomenon selected for Ohappyd <classrooms i n

analysis, such as race talk, is made hustle of the classrooiin how can we

problematico (p. 139).sit back and understand what is
happening when wedre s

Although we engage in critcal  qHow do teachers build olknowledge so

perspectives and practice a critical we can see the contradictions between

pedagogy, we recognize that we, like our a safe and happy classroom and an

graduate students, have also been shaped equitable environment?

happiness and inevitably struggle against change to achieve happiness in our
the assumptions that inofnce the ways institutional contexts andur everyday
we live in the world and our teaching and lives.

research practice. We are left wondering
many things reflded in the following
guestions:
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EDUCATING FACULTY FOR GROSS PERSONAL HAPPINESS AS WRITERS:
AN ANALYSIS OF ATTITUDES FROM A FACULTY WRITING INITIATIVE

Colleen Packer
Weber State University, USA

Abstract: Many academics are required to publish in order to climb the academic ladder of
tenure and promotion. Yet, Afew professors =
2006, p. 19). If we, as academics, dot see ourselves as writers, publishing becomes
difficult. This study examines an institutionally based Writing Initiative for Academics (WIA)
based on the philosophical assumptions espoused by the National Writing Project, suggesting
that academics are more effective teachers and scholars when thegsselves as writers.
Survey data from WIA participants suggests that academics are likely to see themselves as
confident, competent writers as a result of participating in this faculty development effort.
Qualitative findings also suggest that in order academic writing initiatives to be effective,
discussion and feedback mechanisms must be valued by the participants and an integral
component of the faculty development process.

Key words: writing process, faculty as writers, National Writing Proj&¢titing Initiative
for Academics

Introduction the ladder oftenure and promotion. Yet,
Aifew professors see

(Elbow & Sorinellie, 2006, p. 19). If we,

t hel
| never saw myself as a writer. Sure, |

wrote assignments and exams for classes,
but | have always struggled with preparing
manuscripts for publication. The writing
process was overwhelming and sometimes
intimidating for me. My thoughts were
similar to what Elbow and Sorinellie
(2006) explain,
writes, she knows that every sentence she
writeg every wordcan be attacked and
found wanting by
19). Quite honestly, | veareluctant to be
found wanting. Yet, if | wanted to have any
promotion opportunities within academia,

| had to write and publish. When | learned
that some of my English colleagues were
organizing a Writing Initiative for
Academics (WIA), | was eager to
participate. My decision to do so became
one of the best academic decisions | have
ever made. | was on my way to finding
gross personal happiness as a writer.

Most academics at fowyear institutions
are required to publish in order to climb
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ot hauthas

as academics, do not see ourselves as
writers, publishing becomes difficult. The
difficulty of getting published is
compounded with higher exgations for
tenure and promotion and fewer
opportunities to publish in traditional

i Wh jeunnals due to space ldngatangs and low

acceptance rates. Additionally,
professional development of teachers as

isn woekfelly inadequatal cand( p .
Ashamefully MMoalgl&cted?o
Lieberman, 2000, p. 256) in many places.

The National Writing Project addresses

this neglect through faculty development

efforts focused on teaching and writing.

This study examined an institutionally
based Writing Initiative for Academics
based on the philosophical assumptions
espoused by the National Writing Project
at a state teaching institution and its impact
on academi cs o Vi ews
writers (see Appendix A). Numerous
institutions throughout the country have

of



integrated various erations of writing
programs for academics with varying goals
and missions. Thus, it seemed appropriate
to examine the foci of some of these
programs,andthen move to a description
of the Writing Initiative for Academics
utilized for this study.

Literatu re Review

Faculty development is an important part
of any coll ege or un
to the Dbetterment/improvement of its
teachers. Offices of teaching and learning
are integral parts of this faculty
development effort, providing training
sessionson basic classroom management
activities (such as syllabi construction,

JISTE Vol. 17, No. 1, 2013

to provide experiences with writing genres
that the students would use in entry level
positions such as press releases, news
stories, public service announcements, and
so forth. In short, writing is discipline
specific. In contrast, writingo-learn refers

to instructional strategies that utilize
writing as a pathway to student learning.
Thus, the focus of writing is on student
learning and not the written artifacts
themselves. There are numerous strategies,
B feve of which gredosie munotenpapdisgme n t
writes, and journal writing (for more
writing-to-learn instructional strategies see
Angelo & Cross, 1993; Bean, 2011).

This study, however, focuses on academics
as writers or authors. Publishing is a vital

instructional strategies, cooperative  part of the academic culture. At four year
learning, rubric development, assignment teaching and/or research universities,
evaluation, grading, and so forth) academics must either 0fj
networking for new faculty, tenure and During the last decade, publishing
promotion  processes, integoat of expectations have increased at numerous
technology into the classroom, teaching uni ver sities. Coupl ed
online courses, showcasing faculty declining acceptance rates, more authors
research and so forth. Writing workshops are vying for fewerpublication slots as
are among the most common programs journal editors seek manuscripts that may
included in faculty development efforts be applicable to broader audiences
(Caldwell & Sorcielli, 1997; Eble & (BensonBrown, 2006). In short, if an
McKeachie, 1986). academic wants to attain gross personal
happiness and success in climbing the
Writing and learning is integral to faculty ladder of tenure and promotion, writing is
development (Caldwell & Sorcielli, 1997). a vital part of the process, yet publishing is
Programs focus on student writing, faculty of t en di ffi cult i n toda
writing, or both. Emphasizing student education milieu.
writing often comes in one or both of two
forms: (a) writing in the disciplines, and In addition to difficulties stemming from
(b) wrnting to learn.  Students learn institutional and disciplinary barriers,
Acontent, per spect i v asdemiest idantifyu dilees factorso thats o f

thought and inquiry and ethos of their
fieldo (p. 142) in t
more active and seteflective learners.
Writing in the disciplines provides an
opportunity for $udents to engage in
writing activities indicative of/pursuant to
their chosen major field/discipline. For
example, communication faculty identify
the types of writing their students will
encounter upon entering their chosen
professions. Assignments afeenh created
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contribute to their reictance to write such

hse lack rofo tame, s difficudtyf in bneitmigy mi n g

selecting appropriate topics that would
warrant wide appeal, lack of self
confidence, and lack of competency
(BensonBrown, 2006; Boice & Jones,
1984; Gillespie et al.,, 2005; Huston,
1998). Of nterest in this study is the
notion that academics identify a lack of
selfconfidence and a perceived lack of
competency in their own writing. These



two factors, specifically, may be due to a
couple of reasons. First, the review process
can be intimidatingas many authors
receive critique and feedback that suggest
incompetence in some aspect of their
writing. Rejection of manuscripts can also
negatively influence concepts of self and
competency. Upon publication of a
manuscript, other scholars may have
contradicting beliefs and find fault with
the research. Writing is a necessary, yet
sometimes unpleasant, risk required for
pursuing tenure and promotion.

Many scholars (Bryan, 1996; Fassinger,
Gilliland & Johnson, 1992) have touted the
value of writing graips in response to the
previously addressed concerns. Although
most writing groups focus on student
writing and learning, there are many that
are designed to enhance writing and
scholarship, increase writing productivity,
and move the scholarly writing of
academics toward publication. New
teachers have developed writing groups to
support each other on the journey to tenure
and promotion (Gillespie et al., 2005).
Other programs have focused specifically
on manuscript development (Benson
Brown, 2006) and peentations of
scholarly work at disciplinary conferences
(Steinert, McLeod, Liben, & Snell, 2012).
Wi t h t he exception
study, few studies address the impact of
faculty development initiatives that focus
on academics as writers.

This dudy focuses on a Writing Initiative
for Academics and its impact on faculty
views of themselves as writers.
Specifically, this study explores the impact
of faculty development efforts patterned
pursuant to the philosophical view of the
National Writing Poject (NWP, 2011)
using the NWP Teachers Teaching
Teachergnodel. The Writing Initiative for
Academics (WIA), designed to assist
instructors in their efforts as writers, is a
faculty development program at a feur
year teaching institution. At this juncty
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it is appropriate to address the mission and
goals of the aforementioned initiatives
before describing the institutional WIA.

National Writing Project (NWP)

Writing is a primary means of
communication that contributes to our
ability to function in saiety. As a result,
students take numerous writing courses
throughout their educational experience.
Yet, few of those courses address writing
in the content areas, likely because many
content teachers have no instruction on
how to teach writing. Secondatgachers
may have taken one course in teaching
writing in the content areas. University
professors seldom have any formalized
teacher education training, let alone
training for teaching writing in the
disciplines. As a result, students suffer
from a lack & knowledge about
content/disciplinary  writing  because
teachers are often 4#quipped to teach
writing in the content areas. The National
Writing Project (NWP) was developed to
address these needs. The NWP provides
Aprofessional devel
resairces, and generates research as it
leads the way to improving the teaching of
writing é in school
(NWP, home page). One of its major
adntribuBiang to nvetingt irstsuction tis the |
Teachers Teaching Teachenmodel of
faculty development. Rher than a
renowned writer leading the workshop, the
NWP relies on teachers teaching teachers.
Research indicates that this model leads to
positive effects on the writing achievement
of students taking courses from writing
project teachers
(http://www.nwporg/cs/public/print/events
/416).

Another focus of the NWP is encouraging
academics to think of themselves as
writers. Academics may see themselves as
teachers in a content area, but seldom view
themselves as authors. The NWP attempts
to change thaperception by focusing on
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authors, authority, and authorization. enable academics to be more productive in
Briefly, authorship views writing as a their own scholarly writing. This study
means of selexpression, allowing authors focuses on the latter.
to make deeper connections and construct
new meanings based on the personal Two English faculty members coordiedt
experiences of the author. Theogram the project that included 10 academics,
also holds that everyone is an authority on representing the disciplines of chemistry,
his or her own experiences. Finallyy, = communication, construction management,
authorization suggests that everyone has education, foreign language, and
something to say and the right for his/her technology & business education. Those
voice to be heard (Wood & Lieberman, involved in the WIA met every other week
2000, p. 261). These concepts are brought for approximatel\2 hours throughout three
to the fore through teachers meeting semesters. Meetings included discussions
together to discuss writing, read each about teaching writing based on reading a
ot her 6s wor k, and pr cemmdre text eveéhd fpadiapknts sharing
responsibility for leading discussions
A plethora of pedagogical strategies are about some aspect of the reading. In
commonly found in NWP circles. Firstand  addition to the biveekly meeting, WIA
foremost, the NWP prefers strategies that participants also  provided faculty
encourage academics to hirtk  of development training sessions about
themselves as authors, risk making their teaching writing to adjunct instructors.
voices public, and serve as critical and Most salient for this study, the meetings
supportive audiences. These strategies also provided opportunities to respond to
often include social practices providing the writing of faculty in the group.
opportunities for teachers to meet together Participants wold send drafts of their
to discuss writing, wigtiagdto ahercghoupontemtzers,owdo iw o r k
provide feedback, and so forth (Wood &  turn, would read the draft, provide
Lieberman, 2000, p. 260). When teachers feedback, and then participate in
share their concerns and curiosities with discussion about the writing at the- bi
each other, they develop voice, ownership, weekly meeting.
and agency in their professional lives and
are able to envision themselves as authors. In sum, the NWP philosophy, which was
mirrored through the institional WIA,

Writing Initiative for Academics (WIA) holds that faculty development in writing
will increase confidence and competence
The Writing Initiative for Academics in writing. Is that, indeed the case? Will
(WIA), patterned after theteachers participation in this writing initiative
teaching teachersnodel from the NWP, provide the means whereby academics can

was created to provide professional become more confident and competent in
development experiences in writing for  their writing abilities? Herein lies the
interested academics. One of thd@onales purpose of this study, which leads to the
for the training was the notion that following hypotheses and research
teachers are more likely to learn when they questions:

are involved in contexts that relate to their H1: Faculty development in writing
own classroom experiences (Darling increases confidence in writing.

Hammond & Sykes, 1999; Lieberman &  H2: Faculty development in writing
Miller, 1999; Wood & Lieberman, 2000). increases competenagwriting.

Two goak guided the WIA: (a) to help

academics learn how to use writing more RQ1:How does faculty development in
effectively in their courses; and (b) to  writing increase confidence in writing?
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RQ2: How does faculty development in Test (Daly & Miller, 1975) designed to

writing increase competence in writing? measure tendencies of wr
or avoid situations perceived to potentially
Method require writing accompanied by some
amount of perceived eva
Participants Wilson, 1983, p. 327).

Participants in this study included three Three operended response questions
communication professsr three foreign conduded the survey. Responses were
language professors, and one professor reviewed to get a general sense of content,
each  from  chemistry, education, pattern, and emergent themes, and then
technology & business education, and analyzed utilizing Glaser and Strauss'
construction management for a total of 10 (1967) constant comparative method. The
participants under the tutelage of two constant comparative method provided the
English professors who oversaw the means by which to ralyze data within
program. Of thelO participants, three were emergent categories.
male and seven were female. The
facilitators were male and female. Results
Participants included four full professors,
four associate professors, and two assistant Confidence as a Writer
professors.

The confidence construct focused on
Instrument certainty about writing, the likelihood of

academics to trust their own writing, being
A 12-item instrument was designed to  selfassured about writing and perceiving
measure faculty  confidence and themselves as niters. Responses to the 6
competence toward their own writing  constructs measuring confidence showed
using a sixpoint Likert scale. The 90% of the responses indicating some
constructs of confidence and competence level of agreement. Findings show that
were measured by responses to six academics agree at some level that
guestions each. The instrument was participation in the writing group enhanced
adapted from theWriting Apprehension their confidence as a writer.

Table 1
Summary Response Distribution for Confidence Constructs (based on frequency, n=60)

Response Frequency Percentage

Strongly Agree 14 .233

Agree 14 233

Somewhat Agree 26 434

Somewhat Disagree 0 0

Disagree 0 0

Strongly Disagree 6 .100

Competence as a Writer proficient, efficient, effective, and

perceiving themselves as competent and
The competence construct focused on skilled writers. Responses to the 6
academics perceiving their writing as  constructs measuring competency showed

89



81.7% ofthe responses indicating some
level of agreement. Findings suggest that
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participation in the writing group enhanced
their competency as a writer.

academics agree at some level that

Table 2

Summary Response Distribution for Competency Constructs (ba$edjoency, n=60)
Response Frequency Percentage
Strongly Agree 12 .20

Agree 27 45
Somewhat Agree 10 167
Somewhat Disagree 0 0

Disagree 0 0

Strongly Disagree 11 .183

Thematic data analysis from opended
guestions revealed two major components
of the Writing Initiative for Academics that

and the many ways itao be used to help
my students to become better writers. |
gained insights on ways to strategize and

contributed to faculty development of di fferent ways to view
confidence and competence in theirown expl ai ned, il heard a ¢
writing: discussion and feedback. somet hing | i ke, Ohow <ca
Discussions and feedback were normative think until | see what | write® I beli ev
events in all of the meetings over the two that quote before starting the WIA, but
years that thgroup met. after our discussions, | recognize just how

true that is. | can see what | am thinking
Discussions focused on how to teach when I put my thoughts on paper. Then, if
writing, how to teach with writing, and | need to articulate my views differently, |
how to improve individual professional candosoinawaythatmake sense. 0 AS
writing. Discussions were enhanced was wri ti ng, nthe 1 deas
through the use of a common resource, i mpr oved my t hought pr
Engaging Ideas, (Bean, 2011). Open Gavin. These comments indicate that
ended questions respses indicated that discussion allowed participants to
Al ots of new i deas weognize viting asea cognitive processe
meetings that @Aspur r eaddamechamisnpfor edrreng. Participant® d o
more writing. Jamee (All names are felt more confident when using writing in
pseudonyms t o pr ot ahet classpam tandc impra ncorspétent
confidentiality.) indicated that she because of their broadened understandings
incorporated concepts from the discussions about writing. Thus, discussion
int o her own teachi ngopportunities ulsde tb eonfileace and t he

things we discussed in my own classes.
The things we talked about changed the
way | looked at my own abilities to grade
writing and how to use it as a learning
strategy in my class. | became much more
efficient and effective in how | graded
writing assignments
also enhanced overall understandings of
writing. Participants recognized writing as
a mechanism for learning. Coree noted,
AThe WI A expanded
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competence in writing through helping

participants  expand  their  overall
percepions of writing.
Feedback was another emergent

component from operesponse survey
iquestians. a s BrovidlingD effeative s and o n s
efficient feedback to students was a
prominent discussion topic, but faculty

al so responded to each

mYy vanous @aintshooughouartrthie two years. A



recurrent theme regarding feedback was
that participants learned how to provide
descriptivefeedback rather than evaluative
feedback. Dave
give better descriptive feedback that was

JISTE Vol. 17, No. 1, 2013

professional presentations, publications,
new strategies for teaching writing, and
new strategies for teaching with writing.

c o mme ihese dandilefolitcorhes anhanced factlty

confidence and competence in writing.

more helpful to othersather than doing

t he editing for t h eTimereoare variduisl feciets of writiray Igroups
through the opportunities to get and for academics that will enhance their
receive feedback, participants recognized effectiveness. First, there needs to be a
their own writing talents and abilities. level of safety within the group. Jamee

Tanya wrot e, AThe mo rcanmgnted thaw anothewiting gralp ig e t
feedback, the more competent one which she was involved was intimidating
becone s . 0 Li ndsea a g rhecaude, one finember af lthe grgup would

helps to give and get feedback from cr i ti ci ze everyoneds wr
ot hers. o Jaceods comwanst heaptstmuaeeéntt hand th
essence of the value of feedback, when he anything right. | dreaded meetings where |

wr ot e, AThe f eedback hatdtoaring ny owp eviitingfkmowgmthatt h i s
group helped me recognize the talent | she would be prepared t
already had. 0 sindilarme ehad & regative ekperience with the writing

t houghts when she wr group becaiise hernevarlraceiveddfeedbécha t

| could do and created my own research
project. | was able to do a presentation and
a publication from
contrast, CJ had a negative experience
when he provided written work and failed
to receive feedback from the rest of the
group. He
not improve at all. When my writing was
sent up to others for comments, they did
not read any of it
experience was largely due to receiving no
feedback on hiswriting. Based on the
comments of other participants, it stands to
reason that getting and receiving feedback
was an important component of the overall
experience if writing groups claim to have
positive impacts on faculty confidence and
competence in wiihg.

Discussion

These findings suggest thateachers

teaching teachers is an effective

professional development model from
which professors on all levels can benefit.
Writing groups for academics have a
plethora of benefits for participants.
Particiption in the WIA described in this
study, for the most part, was beneficial to
everyone involved. Participation led to
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comment edtp

on his own writing. As such, a significant
level of commitment from participants

gedrris snecesdary dny order to facilitate
professional benefits through being
involved in  writing initiatives  for

academics. Additionally, academics need
retdgnize vamdi éxpenegce dpersonal
benefits if a writing group is going to be
effective and make a difference in

cconfilénces and Cdntpetence gagdmmd | v e

writing.

This study had various limitations. First,
the sample size was very small. Future
research should include larger samples if
data collection relies on survey research.
Although the survey instrument itself was
an adaptation of an existingstrument,
additional tests could have been employed
to make certain that the adaptation did not
sacrifice the validity and reliability of the
original  survey. Additionally, exit
interviews with each participant or focus
groups could provide richer datources
from which to draw conclusions. The
openended responses to the survey were a
step in that direction, but interviews and
focus groups could provide more depth
and explanations about personal
perceptions.
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In sum, this study examined the extemt t Appendix A
which participation in a writing initiative
for academics positively contributed to  The National Writing Project was

confidence and competence in their own
writing. Findings suggest that in order to
enhance confidence and competence in
their personal writing, academics must
have suffieent opportunity to receive and

developed in 1974 in the Graduate School
of Education at the University of
California, Berkley. James Gray and his
colleagues  established a teacher
development project for-&6 teachers. It

commitment to provide feedback and wa s described as a Adi
participate in discussion. When feedback professional development for teachers, one
and discussion occurs, faculty that made central the knowledge,

development efforts are more likely to
contribute to the gross personal happiness

leadership, and best practices of effective
teachers, and that promoted the sharing of

of academics as they view themssvas that knowledge wi t h ot her ea
confident, competent writers within the  (http://www.nwp.org/cs/public/print/doc/a
academy. bout/history.csp). Thus, the teachers
teaching teachers model was born. Today,
there are over 200 sites across the United
States, Puerto Rico, and the Virgin Islands.
The goal of the progranis to have a
writing program site available to ewer
teacher in the United States.
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LEARNING ABOUT GNH IN HA WA I
EDUCATIONAL ALTERNATIVES
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ol : PRESERVI CE TEACHERS

TO ACORPORATOCRACYO

Gay Garland Reed

Uni ver si

Abstract: The growing emphasis on testing and educating for participation in the workforce
leaves little room for the development of human values and holistic and reflective approaches

to education. In hopes of challenging students to reflect on the current educational system,
and explore alternatives, | introduced Gross National Happiness (GNH) and education in
preser vi c diontamoatc her s
the goals of the educational system in Bhutan and viewing two video files that introduced

Bhutan to

undergraduat e

ty of Hawai 6i , USA

them to education in Bhutan, the class of 26 students responded to a set of freadgubn
guestions that prompted them to reflect on what they learnédartheir own educational

experiencesThis paper discusses their responses and explains how GNH served as both a

critical lens and an alternative ethical lens to help studentd an w arefléct on their own
values and on the ethical principles that urgiel the current educational system in the U.S.

Key words: corporatocracy, Gross National Happiness, rablectvalues, ethical principles

Introduction
Causes for Concern

In the 2f' century, education in the US
and in many other highly industriaéd
countries is focused on preparing students
for global competition. The current
curriculum emphasizes academic subjects
and the goal is to prepare students for
tertiary education and the workforce.
Some scholars of education have
suggested that the glabculture is moving
toward a model that fuses governments
and corporations into a powerful
ideological force that drives the
educational agenda. They «call it
Acorporatocracyo
was first introduced by economist John
Perkins who exjained that,
Acor poratocracy
powerful institutions that are run by a

smal | elite whose

and of tend across
corporations, government, and major
bankso (as <cited by

focus at higher levels affects the
educational system in a variety of ways.
As the educational system made a shift
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i nvorl evtetsr nb D n k(ipn.g

toward corporatocracy, the moral
underpinnings of the system were given
less prominence. Indeed, as Sleeter (2008)
has pointed out, corporatocracy Gglite
incompatible  with  the  democratic
principles that were a familiar part of the
civic education of previous generations.
The shift also affects notions of teacher
professionalism, placing increased
emphasis on what Fullan and Hargreaves
describe asteah er 6 s
(2012). This language reflects the
corporate world and indeed Fullan and
Hargreaves talk about the three
components of professional capital as
human capital, social capital, and
deci sional capital

invested, accumulated, and circulated to
yield continuous growth and strong

professionalism tends to characterize

m e stubeats 8s pnoducte of dhe aystenmh §nd
iempbasizes affeativeness, eticay,aando r

focuses on measurable outcomes. Another

HBpeet oft cerporatoquacy irl éddcation i hi s

homogenization of the curriculum. In
order to increase their profit, textbook
publishers and testing agencies, at least in

and
( S| eamytfam ,is dh0aBset) that hds eto bee r m

lt)hr e€hi s
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the US, have favored more generic
curricdum and standardized tests. Since
the goal of corporations is ultimately to
increase the bottom line, human factors
like well-being of individuals and
nurturing of a sense of community are not
valued intrinsically but simply as they are
useful in bolsterig profit.

As a result of the educational shift driven
by corporatocracy, activities in schools
that used to be associated with democratic
community building and citizenship tend
to be motivated by workforce needs and
values. For example, in the past andike
social responsibility signaled a concern
for ethics, equity, and social justice at the
local level. In recent times this term is
more associated with the community work
that corporations do to build their
corporate image (Reed, 2012). Doing good
work in the community is a way of
building product recognition and trust and
ultimately contributes to the bottom line. It
could be argued that when students engage
in activities like service learning that
promote social responsibility they are
ultimately peparing to become members
of a workforce that values this practice for
what it can contribute to the bottom line.

These trends are deeply troubling. | worry
that the emphasis on corporate profit is
chipping away at the remains of the
democratic and huméstic roots of the
educational system and that the picture is
becoming bleak for idealistic young people
preparing to become teachers. Humanistic
democratic  philosophies like those
informed by the work John Dewey have
been sidelined, replaced by curriculeat
are produced and sold for profit by
education companies that purport to help
failing schools but more often demoralize
teachers. For example, consultants who
know very little about the social and
cul tur al cont ext of
characterists of our students, fly in for a
week at great expense, to instruct veteran
teachers how to teach their students the
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new expensive curriculum that is often
culturally mismatched for our students.
Nevertheless, due to federal mandates, our
failing schools are compelled to spend
monies that are often redirected from other
important educational initiatives like
support for English language learners.

Preparing teachers for this future can be
disheartening and yet a look at educational
history suggests thatdecational practices
move in cycles and dominating trends are
sometimes counteracted by pushback from
the grassroots level. Even though
education in the US is becoming
increasingly centralized and corporatized,
there are counter forces of indigenization,
localization, andgreening at work that
draw on more holistic and humane visions
of the educational process. Part of my goal
as a faculty member engaged in teacher
preparation is to help my students to
explore the ethical dimensions of the
current system thelp them take a critical
stance toward current educational practices
and policies and to provide them with
counter examples of education that is more
holistic and focuses on wdbeing. In
working toward this end, one of the
examples that we looked at élucating
for Gross National Happiness in Bhutan.

GNH as a Critical Lens and an
Alternative Ethical Lens

Philosophies or theories provide a lens
through which to consider our current
practice. Critical theory and feminist
theory, for example, have beaseful in
illuminating issues of relationship, justice,
and power and help us to rethink the social
processes that we rarely question because
t hey ar ed thd nvayrtimmngd are.
Critical lenses offer us a way to stand
outside our takeifor-granted spaceand
see things with different eyes. The same

ptacess is oat waskr whénh studestp are i a |

introduced to an ethical system that
reflects values that are different from the
values that they encounter on a daily basis.



While they may initially reject these

values, tle exposure offers an alternative
perspective that provides a deeper
understanding of diversity and a greater
appreciation of its value.

Given my concerns about the trajectory of
our education
need to offer alternative models tmur
prospective teachers as a way of helping
them to critically reflect on their own
education and to be more intentional about
the values they are conveying in their own
teaching. | also wanted them to consider
whether there were aspects of education in
Bhutan that they might consider
incorporating into their own practice, and
at the same time, to reflect on the
challenges of borrowing educational
practices across cultures.

Background and Context

All preservice teachers in the College of
Education atie Uni ver sity
required to take a foundational course
called Education in American Societiat
helps them understand thimterrelated
historical, philosophical, and sociocultural
influences on educational policy and
schooling. This is a fdy standard course
in colleges of education throughout the
country. Every year that | have taught this
course over the last 20 years, | bring in
new material and new lenses to highlight
educational issues and help the students to
develop a deeper and moreritical
approach to understanding how education
has developed in the U.S. and how values
are transmitted through the educational
system. This version of the course was
also designed to meet the university
requirement that undergraduates take at
least onecourse with an ethics focus. For
the last two years | applied and received
permission to teacBducation in American
Societyas a course that would meet this
focus designation.
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Introducing GNH, which is based in a non
Western ethical system and grounded
Buddhist thought and practices, helped the
students consider a different approach to
ethical sensenaking. There were some
elements of GNH that | thought might
resonate with students
a
cultural tralitions from the indigenous
Native Hawaiian to the cultural practices
of generations of i
The state has also seen a growing
emphasis on sustainable practices. Since
cultural preservation and environmental
sustainability are two of theillars of
GNH, Bhut anos phil osoj
generally compatible with local values. In

addition, many people in the state trace

their heritage to China, Korea, and Japan

and other parts of Asia, so people in
Hawai Oi are more famil:@
than peofe in other parts of the country.

Al t hough GNHOGs groundin
thought might be familiar, at the same time
ol fwonHesed & thé studemts would see the
Dharma curriculum of Mind and
Mindfulness as too religious from the
perspective of a system that neaka strict
separation between church and state.
Nevertheless, it seemed useful to introduce
them to a model that was not European,
did not have Christian roots, and was not
from a highly industrialized country.
Bhut anods educational
criteria and offered a good entry point to a
discussion of ethics and values in
education.

mmi g

Sy

This class of 26 students met over the
spring 2012 semester. On our first class
meeting in January, the students responded
to a very simple survey that gave me a
bettersense of who they were and helped
me gauge their familiarity with and
knowledge of themes that we would cover
throughout the semester. Among this
group of students who mostly grew up in
Hawai O0i , four i ndi
familiar with the concept of GN but only
two indicated familiarity with Bhutan.

cat ed



On our second meeting, a week later, we
discussed how school and society reflect
each other. We noted that the social and
cultural contexts of an educational system
have a powerful influence on the values
that are transmitted consciously or
unconsciously through schooling. To
illustrate, | did a power point lecture that
described the concept of GNH as the
ethical  philosophy that underpins
education in Bhutan and showed two short
videos. The presentation whased on my
own research of education in Bhutan and
included a discussion of the four pillars
and nine domains of GNH (see Appendix
A). These were echoed in the two videos
that followed the presentation. | also
discussed mindfulness education in Bhutan
ard included a quote from Education
secretary Sangay Zam in which she stated
that the Mind and Mindfulness program
Ai's secul ar
philosophy of Gross National Happiness
that strikes a balance between western
culture and Bhutams e bel i ef s o
2009). The first video was a brief
overview of education in Bhutan produced
by Voice of America (Herman, 20}10It
included commentary about public schools
based on GNH and the traditional religious
education of monks. The footage of
primary school classrooms taught in
English showed students meditating before
class and the teacher presenting a lesson
on friendship. The commentator explained
that along with academics, students in
Bhutan learn about conservation and
recycling.

The seond was a video of Prime Minister

Jigme Thinley (2010) discussing the goals
of education in Bhutan and his hopes for
the future. In this video he expressed his
desire that students who graduate from
schools in Bhutan should be people who
care about relasins hi ps and
beings with human
are ecoliterate, contemplative, analytical,

and clear that success in life does not mean
acquisition of

97

JISTE Vol. 17, No. 1, 2013

Immediately after viewing the presentation
and two short video clips, | asked the
students to do a short reflection by
answering five operended questions.

1. Based on this brief introduction, what is

the most interesting aspect of
education in Bhutan?
2. When you think about your own

education, what seems to be most
different from what you sawn the
videos?

3. Are there any aspects of education in
Bhutan that you might consider
integrating into your own classroom or
that you wish had been part of your
own education?

4. What would be the challenges of
adopting
educational systm?

5. How do you feel about the concept of
GNH?

to write responses to the questions after
which we did a large group discussion.

Althdughmise 2opeg ended questions made

the analysis of the responses a bit difficult,
the questions also offered a possibility for
a greater variety of answers and
reflections.

Without exception, the students were
enthusiastic about the concept of GNH.
Their responses to Question 5 (How do
you feel about GNH?) were uniformly
positive. Theyresponded with comments

practices

educat i o nrhetstudents were givem abbut 1 eninutes t h

fo

t

l i ke: il | ove i t! o; il
wonder f ul concept. 0; Al
concept. 0; il totally w
seems way less stressful and intense (than

our system). 0; A | | ove
think that it should beusedn al | school
Al really | ike that t he
money. O; AEveryone shou
ideas. 0 And finally, Al

happiness and spiritual wdleing would
béi hau greah countdralance to our

Their ansvers to Questions 2 and 3 (When

we al t houdhink about your own education, what

valcaps é@ldaduatcesowhety. o



seems to be most different from what you
saw in the videos? and Are there any
aspects of education in Bhutan that you
might consider integrating into your own
classroom or that you whshad been part
of your own education?) shared many
similarities. The five themes that were
most often mentioned were meditation,
focus on happiness, emphasis on
community, attention to the environment,
and cultural knowledge and preservation.

The studets noted the heavy academic

focus of their own education and
mentioned that practicing meditation,
focusing on the environment, and

respecting and preserving culture were
things that were absent from their own
education. In Question 3 they noted that
theseare concepts that they would like to
borrow from Bhutan when they become
teachers along with promoting a helpful,
considerate lifestyle and the goal of
creating better people, not just a work
force.

Despite their enthusiasm about the GNH
concept, theydentified many reasons why

it would be a difficult to integrate
Bhutanese educational practices into the
American educational system. Their
responses to question 4 (What would be
the challenges of adopting practices from
Bhut anods educat ithenal
most varied. The challenges that they
identified said a great deal about their
perceptions of the state of American
culture and in some cases, revealed their
concerns about the values that drive their
own educational system. Although | had
intentionally stressed that GNH concepts
and mindfulness education, as taught in
public schools in Bhutan, were secular in
nature and the video on the Bhutan schools
made the same point, several people
mentioned that t he
and stateo USavoulldé an
obstacle to including GNH in our
curriculum. 1 had anticipated this because
there is a tendency to equate meditation
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with prayer, even though they are very
different spiritual practices. In addition, |

have found that religious values cae b

more easily discerned when looking from
the outside and often go unrecognized
when they ar e p-fars t

granted experience. This turned out to be
the case.

of

Several noted that we are a multicultural
society so promoting these values might
raise concerns in the community.
American individuality was mentioned,
although the cause for concern was not
elaborated. Several expressed concerns
about how parents would respond to the
curriculum. They noted issues that are
always true of educational bowing: a
different values system, different ideas
about the nature of success, different
educational goals. More specifically, a
number of people mentioned that, parents,
teachers, and other educational authorities
Awoul d be worried
classpom time for things other than math,

abou

science and hi storyo at
might not agree that these
teachings/practices should be taught at
school . 0 One student [
Adi fficulty of eval uat.
and added, Nnit Omatheasi er
exam. 0

A sunber efmtheir angwerse expressed
critiques of the U.S. system. One noted the
chall enge of Agetting (
unselfishly when society is pushing
mat er i al possessions
Anot her noted fAthe di
from a materialistic point of view to a
view that supports spiritual wetl e i ng. 0
One wryly commented t
more concerned with high test scores than
with high GNH | evels. o
single student mentioned democracy in

an
ff

h a

N ane qf theiradspaes) sewerfal mentiamedc h
I thatt dure value system

is based on
materialism and this would be a challenge
to implementing GNH.



Reflecting on the Process

The rise of corporatocracy did not happen
all at once. It gained momentum largely
beyond our awareness. Négachers enter
the system at a point in time when years of
accumulated practice have led the system
in a direction that many people inside the
system, especially at the lower levels,
accept as the norm. There is a tendency to
see the
immutable and outside of our control.
Without a sense of the big picture and an
awareness of educational alternatives in
other settings, new teachers tend to see the
status quo not only as the way things are,
but also as the way they willvehys be. As

a teacher educator, part of my goal is to
disrupt this assumption and offer a variety
of educational alternatives and approaches
that help students to see that education
looks very different in different settings
and was not always the way & now at

the beginning of the Zcentury.

When we began the class discussion of
education in Bhutan and GNH, | did not
indicate my concerns about the current
trajectory of the educational system in
Hawai Oi and the US.
word corporato@acy but, as the semester
progressed, we raised questions about
standardization of the curriculum,
accountability measures for students and
teachers that focus narrowly on specific
outcomes, the privatization in education,
and measures of success. We twlkbout

t he I mportance of
making a life as well as making a living,
and we looked at a variety of educational
practices and philosophies.

The opportunity for preservice teachers in
Hawai Oi to |l ear n
system in Bhuwin, even briefly and
superficially, was beneficial for several
reasons. First, this brief exposure helped
them to see how education is a powerful
tool for transmitting social and cultural
values. Second, it reminded them that
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there are alternatives to oturrent system.

It need not be this way. As one student put
it i was very
actually =exists
Third, it challenged the students to think
about alternative measures of success.
Several students pointed obtt happiness

is as worthy a measure as a high paying
j ob. As one <concl

concept. For kids to become wetlunded

st atw st lgiurng sa aduteartbepositnee members of society,

they must be taught more than just math,
reading and science. They need to build
character and
Finally, it was a useful starting point for
them to explore the historical,
philosophical, and sociocultural
foundations of education in America. This
comparative lens was helpful when we
studied the development of edtion in

the US because the students saw that our
public education system, though currently
secular, also has strong religious roots, and
that the humanistic philosophies that
underpinned education in the progressive
era share some commonalities with GNH.

Every educational system is grounded in a
particular set of ethical principles, but
théee arkbindt alwayst clear soethe tpdogle
who live them. Looking outside their own
system helps students to reflect deeply on
their own values and to explore the roots
of educational policies and practices. It is a
reflexive process that | value as an
essential part of the teacher education
process. If this process enables students in

approach to understanding their own
system, tbn | feel that it has been
successful. If, at the same time, it opens
their world to a different set of educational
practices that they can consider when they

a b bacame ctassmom &edchecsathien ibis teully

educative. Clearly, GNH offers an
alternative holist development paradigm
(Thinley, 2010) that does not see
development as synonymous with
economic growth and raises many
important questions for students who are

surpris
somewhe

uded,

respect
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preparing for a career in teaching. For
these 26 students an opportunity to
glimpse a differeneducational system and
engage with a set of ethical principles that
are different from the ones that they are
experiencing in their schools, offered them
a critical lens to reflect on their own
education and the values that form the
foundation for the sysm that they are
most familiar with. It highlighted for them
the unconscious values that have become
part of the way we measure success and
define what is important. If this
opportunity helped them to be more
conscious and reflective about the values
that they will transmit in their own
classrooms, then this is an additional
benefit. Finally, if this opportunity helped
them to feel more hopeful about teaching
and to see themselves as potential
transformative change agents, then it has

JISTE Vol. 17, No. 1, 2013

accomplished the uthate purpose of this
exercise.

Appendix A

First articulated by His Majesty King
Jigme Singye Wangchuck, soon after his
enthronement in 1972, Gross National
Happiness (GNH) has four pillars: 1.
sustainable and equitable seeiconomic
development; 2. pservation and
promotion of culture; 3. conservation of
the environment; and 4. good governance.

The nine domains include ecology, well
being, time use, community vitality,
education, health, cultural diversity, good
governance, and standard of living.
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ROOM FOR A DEDICATED TEACHER? ON TEACHER PROFESSIONALISM IN
A CHANGED EDUCATION POLICY SETTING i PRESSURE OR POSSIBILITIES?

Karen Berg Petersen
Arhus University, Denmark

ABSTRACT: In international educational neliberal/necconservative policy contexts,
efficiency, standards, tests, and accountability are general mainstream t®n€eplucation,

and as such,

part of
implications and consequences for learning and teaching rising in the wake of neo

many teacherso dai

conservative conceptions of education focusing on how teaching aad c her s 0

changing and how to cope with this change. Especially in the Scandinavian countries, the
necconservative concepts of accountability are new compared to former welfare state

conceptions of education. Based on discourse studies, ititerah investigations of

implications of a ne@onservative education policy and findings from surveys and qualitative
interviews with teachers from adult DSOL immigrant teaching in Denmark, the article

addresses contradictions and possibilities for teaghefessionalism. The paper sets out to

discuss how the room for a dedicated teacher can be developed in the framework of an

existing discourse in international and Scandinavian education policy.

Keywords: teacher professionalism, neonservative edutan policy,

accountability, uniqueness,
Introduction

In Denmark the change of government
from a former sociatlemocraied to a
conservativded government during the
2000s has led to intensive education
reforms throughout the Danish edtioaal
system including primary and secondary
schooling, adult teaching, and university
reforms. The result of these politically
initiated educational reforms in almost all
educatiorarelated areas in the 2000s
indicate, as outlined by several Danish
reseachers, a discursive shift in the
understanding of the purpose of education
(Nordenbo, 2008; Pedersen, 2011; Rahbek
Schou, 2010). Previously, due to Danish
welfare state conceptions of education,
those involved in education (e.g. teachers,
researchers, schb headmasters, and
others) traditionally had a major influence
on defining development of education,
curriculum, teaching, learning plans etc.
In the welfare statbased understanding of
the purpose of educatidnaiming at
protecting the citizen (Peders@011, p.
206) not only the European concept of
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testing and

Bildung but also the Dewey tradition of
education as democracy are cornerstones.
Welfare state conceptions of education
perceive of
goodo (Nordenbo,
focusing on I
participantsé
development. Purpose of education is
above all to develop independent, critical,
democratic, and seleliant citizens
occupied with lifelong learning processes
and being able to delop modern
democratic societies. Participatory and
awarenessaising approaches (for example
as problerrbased, projeebased, or
participatory based learning approaches)
are seen as important means to develop
democratic citizens (Korsgaard, 1999;
Nordenlm, 2008; Pedersen, 2011).

Compared to this, the changes in the
understanding of the purpose of education
in the neoconservative commonly in
European contexts described awo
liberal, (Ball, 2006) education policy
discourse have been significant. rRer
concepts have been replaced by

e ghasitoadl i o n
2008,
earnerso/
per sonal

e

a



understandings of nation states as
competition states in which education
plays a cruci al
gross domestic product (GDP) (Ball, 2006,
2012; Cerny, 2007; Pedersen 2011). The
Danish researcher Peden (2011) stated
that education and political culture in Reo
liberal/necconservative  understandings
are part of an economic reality in which

JISTE Vol. 17, No. 1, 2013

the implications of nedberal/nee
conservative education policy (Nordenbo,

r ol e2008p Pedemsens €01%; RRahbek oSghou, r y 0 S

2010).As evidenced by Ball (2006, 2012),
the changes in education policy in the
British context have already been
transferred to teacher education. In
Denmark changes in teacher education are
to be carried out in the coming years. The

education is perceived of & 0 ma r tk e t Gimpact of the nediberalhecconservative

be used and controlled by the modern
competition state (p. 186ff). Aa result
accountability and education as business
has replaced former approaches and
understandings. Standardisation,
measurement and increased testing,
including high stakes testing, is used as
important means to increase the
accountability of educatro (Amrein &
Berliner, 2002; Ball, 2006, 2009, 2012,
Biesta, 2010).

Whereas nediberal/necconservative
changes in education policy have been
witnessed among others in the UK and the
USA since the 1980s and 1990s, similar
changes on a large scale have heen
observed in Danish and Scandinavian
contexts before the 2000s (see e.g. Amrein
& Berliner, 2002; Ball, 2006, 2009, 2012;
Berliner & Nichols, 2005). As evidenced
by several educational researchers in the
Scandinavian countries, not only due to

new irfluential actors in educational
contexts, namely  politicians  and
economists, but also due to a new

education policy based on competition
state  conceptions introducing  an
understanding of education as a market, a
lot of changes have been carried out so to
speak Aright i n
involved teachers, researchers, teacher
educators, school headmasters, and others
(Beach, 2009; Kaarhus, 2009; Nordenbo,
2008; Rahbek Schou, 2010). Apart from
having caused considerable changes,
researchers, teacher uedtors, and
teachers, accustomed to Danish welfare
state conceptions of education, have been
rather unprepared and taken by surprise by
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changes in education policy may be seen
as current trends in education.

The question to be addressed in this paper
is how the newly introduced neo
liberal/neaconservative education policy
in  Denmark has influenced teacher
professionalisnand the role of the teacher
in the classroom on a daily basis. The aim
of the article is to develop a platform for

reconsidering the role of teacher
professionalism by outlining and
discussing the transformations and

implications of changes introduced ame
specific area, namely DSOL (Danish for
speakers of other languages) education of
adult immigrants in Denmark throughout
the 2000s.

The argument of the article was developed
using a research framework based on
discourse studies, investigations of
implications of neeconservative education
policy in European and American
contexts, and reviews of Danish Ministry
reports about the development in DSOL
education in Denmark since 2003 (Ball,
2006, 2010; Foucault, 1991; Husted, 2008;
Rambagll, 2007). Based ahis, electronic
surveys with school headmasters, ministry

f r o ncdonsutahciest dné 32 DSOE wachers, and

gualitative interviews with five DSOL

teachers, were carried out (Petersen, 2011,
2012). The aim of the electronic surveys
and qualitative interviews was ttrace

DSOL teachersbo
professional role as teachers in the
changed policy setting and to discuss if
and how a negonservative education

under st &



policy can leave room for the dedicated
teacher.

Main Elements in a NeeConservative
Education Policy

Similar to
recent changes from the Danish welfare
state models to concepts of the Danish
competition state, Ball (2006, 2010, 2012),

outlined the shift in many post
industrialised nat i
between politis, governments, and

education that has taken place since the
1990s. According to Ball, national
economic issues are tied to consumer
choice in education. He emphasized five
main elements in the transformation of
education policy in terms of neo
liberal/neacconservative thought patterns:

1 improving national economics by
tightening a connection between
schooling, employment,
productivity and trade

1 enhancing student outcomes in
employment related skills and
competencies

i attaining more direct control over
curriculum content and assessment

1 reducing the costs of government
to education

T increasing (é&)
choice. (Ball, 2006, p. 70)

Studies of curriculum reforms in DSOL
education in Denmark in 2003 evidence
similar trends (Petersen, 2010).

pr

Apart from the above mentioned elements
in neocliberal/neeconservative education
reforms the introduction of business
concepts in education, i.e. benchmarking
and accountability, the introduction of
private education enterprises, demands of
efficiency, introducton of highstakes
testing and other phenomena have been
seen as results in both the UK and the US.
In addition, researchers have studied how
teachers and schools have reacted to and
coped with the discursive transformations
of education (see e.g. Archer,00B;
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Amrein and Berliner, 2002; Ball, 2006,
2009, 2010, 2012; Berliner and Nichols,
2005; Nichols and Berliner, 2007;
Nordenbo, 2008; Rahbek Schou, 2010,
2008; Wiley and Wright, 2004).

ifngliCatioh ) of arketonses/aiven g
education policy, especially docunted

by American education researchers, has
provided evidence of how the introduction
of high-stakes testing in combination with
accousntability has linfluenceal neducatign,s
teacher approaches, and school politics
significantly. They have had the
opportunity o study implications of high
stakes testing for several years. The
majority show that higistakes testing
have had many negative consequences,
one of which is an extended tendency to
change all teaching
t e-activities Furthermore, aange of
other negative consequendegven cases
of teacherso
been listed and documented (see e.g.
Amrein & Berliner, 2002; Berliner &
Nichols, 2005; Nichols & Berliner, 2007,
Nordenbo, 2008; Rahbek Schou, 2010;
Wiley & Wright, 2004).

According to Ball (2006), the
understanding of teachers and their role in
peglibgralineecnservagive , | gdycation
policy is retold in new narratives in which
the reflective and independent thinking

teacher S replaced
competeh 6 t eacher. l-n t hi
liberal/neaconservative discourse
penetrating the field of education

combined with demands of efficiency and
introduction of control over curriculum
and assessment, contribute to classify
teachers in the discourse of the rket
economy. One of the worrying
consequences of the demand of efficiency
and effective education is a changed
understanding of teaching from a
cognitive, intellectual process towards a
purely technical process (Ball).

nt

antdtaves c hool

by

S



Biesta (2007, 2010, 2011) agretdht the
increased focus on measurement and
accountability in nediberal/nee
conservative education policy has affected
teachers and educational systerh® is
critical towards the idea of evidenbased
education.The assumption in the concept
of evidene-b as ed educati
education can be understood as a causal
procesd a process of productiénand
thatt he knowl edgeo
causal connections between inputs and
out comeso (Biesta,
Education should neither be understosd a
a process of
should [it] bemodelledas such a
(Biesta, p. 541). If education is understood
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(Ministeriet for Flygtninge, Indvandrere og
Integration, 2011).

Unlike other countries in Europe, the
government in Denmark has been aware of

the importance of adult education, and the

majority of the adult immigrantsoming to

o the Desmarki sirfte tthe 1970s have

participated in this education (Andersen,
1990). In a ministerial initiated report from

needsd it was alridaml\b suggésted thae adult

immigrants in Denmark should be offered

free0ldnguage ampd. culturd €dugation and
thatthey could freely choose and organize
pr odu ct language isanagols. if he Vargnageneducatian,
pvasoseea assan important precondition for

adult immigrants 'to cope with the Danish

as that process, t he rsocietfi gBetdenknieg, ¢9InhpHroenxthet v o f
t he educational p r o t980s s anwardss educatiath i ofa hduly
reduced because it immigragts | wa®e sset tupwathin  thee
contol all the factors that potentially framework of the Danish welfare state
influence the connection between conceptions of education. The sgt of
educational inputs and educational adult immigrant education, including
out comes 0 ( BAceosdingatp p DSOR 4ed)cation, was based on an
Biesta, evidence based education and education policy framework introduced for
accountability Al i mi tthe entirb Banishpublicreducation projects f or
educational professionals texert their and implemened according to t
judgment about what is educationaly and ALei sure Lawo (Kor s
desirable in particular situations. This is  nr. 233 af 6. juni 1968; Pedersen, 2011).
one instance in which the democratic
deficit in evidencebased education Since the 1970s the understanding in laws
becomes visibled ( Bi esdtcarriculin0ddécamenty na2 @y with

respect to the education of adult
Historical Development of Education of immigrants but also in rega to teacher

Adult Imm igrants in Denmark education, has been based on conceptions

of education as democracy building. The
The historical development of the  aim of adult DSOL education historically
education of adult immigrants in Denmark h a's been t o devel op ad
T Danish for speakers of other languages language competences as well as their
(DSOL) 1 is closely connected with the personal, cultural, and individual

migration to Denmark during the last
decades. Since the late 1970s, an
increasingnumber of adult residents from
both developed and especially from
developing countries have come to
Denmark either to work or as political
and/or humanitarian refugees. While about
0.7% of the total population in the late
1970s were immigrants, this nunmbe
increased to about 10.1% in 2010
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educatiomal competences, and democratic
involvement in  society. Promoting

participatory and awareness raising
activities have been core approaches in
adult immigrant education supported in
teacher education (Andersen, 1990;
Korsgaard, 1999; Nordenbo, 2008;
Pedersen2011; Petersen, 2010).



In 2001 one of the first actions of the
conservativded government was the
announcement of profound changes and
reforms with respect to adult DSOL
education and integration  policy
(Regeringen, 2002). The changed
intentions with espect to the education of
adult immigrants in Denmark were first
outlined in government programs in March
2002. Curriculum reforms aimed at
achieving an neffi
more focused on employment and for the
benefits of both the individual nd
businesseso were
2002, p. 10). In October 2002 a think tank
stated that there
potential so in
integration of adult immigrants focusing
on the development and adjustment of
their competences in accordance with the
Danish labour market (Taenketanken,
2002).

In addition, in a Parliament debate in
October 2002 the Minister of Refugees,
Immigrants and Integration announced that
the education reforms would include
totally new economic reimbursement
models for allocating financial resources.
According to the minister this would
guarantee increased efficiency and an
employment related focus in DSOL
education. It was announced that private
enterprises in the future would get
opportunities to provide education and that
this might tighten the DSOL education of
adult immigrants in Denmark more to
employment and businesses (Folketinget,
2002). In 2003 the new act on adult
immigrant education was passed (Lov 375
af 28. Maj 2003).

The curricubm reforms in adult immigrant
education in Denmark from 2003 not only
has an increased focus on competition and
accountability but also on increasing adult
i mmi grantsao
(Petersen, 2010). After 2003 investigations
of implications of a neeconservative
education policy, DSOL education of adult
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immigrants in Denmark has been subject
to market mechanisms. Apart from private
educational enterprises being encouraged
to provide education for adult immigrants,
all providers of adult immigrat education
after 2003 must compete in order to get the
right to provide education. In contrast to
former understandings in which quality of
teaching, use of highly professional
teachers, quality of  pedagogical
approachd3 aandi lsamingewekne geomated n
with the focus of reduced prices being the
most important element in the competition
anongpmdderg. Rseagesult, ibyntlte end of
the 2000s, the amount of language lessons

w o wffedd tb edulfiimmigrants encaoweekini ¢
r ef or roasis baffe béeh eemaekdbly ceducad ovinile a n d

the quanty of persons attending the
lessons has increased (Ministeriet for
Flygtninge, Indvandrere og Integration,
2010, 2011; Rambgll, 2007; Regeringen
2002). The pressure of market choice in
education, as outlined by Ball (2006), has
increased in adult DSOL imgrant

education in Denmark in the past decade.

As another consequence of the reforms
from 2003, a considerable number of
language tests in adult DSOL immigrant
education have been introduced. These
tests are higistakes tests for both the
schools and ®ehers because the new
reimbursement models were introduced. In
contrast to previous financial allocation
based on number of students attending
classes, the language schools are having
their financial resource allocation linked to
the number of languagests being passed
by adult immigrants. In practice this means
that the new economic situation of
language schools and teachers is founded
on economicallybased incentive
management (Husted, 2008; Rambagll,
2007). Additionally, the results of the best
performing ten language schools have
been published on websites of the ministry

e mp | oy me(Rusted, 2@8).arhus,compsirkdi td forrmer

welfare state conceptions of education
focusing on the development of
democratic values, learnreentred



instruction, and awareness rising t askso such as Ai-compan
appoaches, the changes introduced in place introductions and other employment
adult DSOL education in Denmarkin2003 r el ated activitieso (Ra
were significant. The report highlights another inappropriate
consequence of the focus on testing,
Connecting theRambgll Management namely that the adul't
Report to Previous Research by achieve the épth of linguistic capacity as
Petersen required i n t he educe
(Rambgll). Interviews with teachers,

In an evaluation report of the DSOL
education of adult immigrants in Denmark,
it has been found that the intended
efficiency in language teaching through
the introduction of higtstakes testing has
been achieved only to the extent that the
guantity of passed language tests has
increased since 2003 (Rambgll, 2007). It is
outlined in the eport that this is caused by
the new reimbursement models introduced
in 2003. The report emphasizes some
apparent disadvantages of the curriculum
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learners and headmasters indicate that
many of the interviewed persons express
great concern about language and culture
Aiteaching
without ind e pt h
p.10).

Findings from the studies of Petersen
(2011, 2012) confirm the findings in the
report from Rambgll (2007). The 32
surveyed and five interviewed teachers
agreed upon the fact that the market

bei ntwganmgeduced
knowl edgebo

(

reforms. In the report it is outlined that
school headmasters schoels ardicorapeting anmugcehch other,
concerned about the school ecoyomm ( p .has had significant implications for the

8). The report stresses that the financial teaching profession. The teachers find that

pressure, dugo which DSOL language

all ocati on system hee prassune rom the wachers lore a daily
providerso to focus ddasis fihash significantlys inaregsed fwitht e st s
as this releases ec oespeatitec variowssparameteiacuding ( p .

10). The report evidences that headmasters
of the Danish language schools apparently
transfer the pressure and demands to the
teachers in order to have them meet the
requirement of adult immigrants passing

the tests as this releases economic
resources to the schools. As a result of the
curriculum reforms in the education of

teaching more students in fewer hours per
week (Petersen 2011, 2012).

The teachers outlined that apparently
different discourses are at stake in the
language schools. On one hand the
teaching is regularly evaluated by the
students based ongh par ti cul ar S
adult immigrants the focus of language headmasterds outline of
schools in Denmar k hgaas fdr ¢he teactiers,r a.gmauthenticiyy,

on test and assessment, which means special focus on pronunciations etc. On the
deselection of tasks are not required to other hand the apparent primary discourse,

pass the next testo (uRlariyigl? leverything 08 7that pmostl 0) .
important to headmastersy the school,
The report stresses the inappropriate and to the students, is the passing of high

consequences of the deselect@o minor
priority to tasks
handso e mglated yskilksn tn
favour of tasks aimed at preparing the
adult immigrants to the tests. This priority
of test focusing tasks results in the fact that
providers Ai gnor e

stakes language tests. The teachers thus,

r dleetledt hteans slpee s f nc a gt
wanting to meet pedagogical demands on
one side yet knowing on the other side that
passing the tests is nevertlsdethe most
important  discourse. The teachers

e mdichted ythatethe tintroducéoin aftthe digh
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stakes tests has had significant influence
on their profession and teaching (Petersen,
2011, 2012).

Teachersbo
of High-Stakes Testing

The teachers expressed that language
assessment, on its own, is a reasonable
way of measuring language acquisition
and that assessment is applicable for both
teachers and students in DSOL language
and culture education. The teachers
mentioned that the diagstic function of
assessment can be useful for both the
students and teachers, and they described
assessment as an appropriate pedagogical
tool and outlined that many students like to
know the expectations in a given language
course (Petersen, 2011).

Howewr, the teachers agreed upon and
emphasised the extremely problematic
correlation between the implementation of
language tests and the school economics.
Thus, the fact of the tests being high
stakes tests for school performance was
what triggered the disssfaction of the
teachers. The teachers emphasised that the
opportunities to work with awareness
rising and intellectuatleveloping teaching
methods, such as project work was either
reduced or completely replaced by test
training. While one teacher outkd that
Aftests create probl e
term educational approaches and tasks
such as project wWor
expressed t hat t he
vocabulary and general linguistic capacity
has
focus 0 (Petersen,
teachers emphasized that the possibility of
in-depth  language  immersion  and
awarenessising activities has been lost
(Petersen, 2011). The teachers found that
the interests i n
and culture acquisito and language
development has been overruled in favour
of a focus on merely test training and
presumably efficient implementation of
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the testing itself. The teachers emphasised
the fact that teaching to the test and
occupation with test training take uprf

too much of the language classroom time

Refl ect i onis favaur of hother | nackésksauye language

developing methods. The general attitude

among the teachers toward the
introduction and implication of hightakes

testing in adult DSOL education was
described by one of thanterviewed
teacher s, AThe students
the tests as fast as possible in order for us

to get money in the cas
2011, p. 23).

The teachers found higttakes testing
Afdestructive to the edtu
and they emphasized h a t it has #fAc.
stressful everglaylife for everybody

i nvolvedo (Petersen, 20

their professional wishes to use various
pedagogical approaches, the teachers
indicated that they primarily teach to the
test because this is the mastportant

discourse even if they admit that they find
their own teachi

Auni nterestingo

ng i
(Peter se

Similar to international findings, the
review of Rambgll (2007) and my own
investigations of the attitudes of 32
teachers within DSOL cult education in
Denmark highlighted that the higitakes
language testing system, introduced in
2093 in Denmark, haa playex a crucial role o n g
not only in the transformation of the
lorgadisatiam and Bcenomics ef danduage
schablg, |btit also imthe tganstomiatiofd
adult education and teacher

Afdet er i or a-tramithg d u @rofessionalismhom a daily basis (Petersen,
2 01 2Q11, 2@12).

22) . The

Pressure on Teacher Professionalism:
Contradictory Discourses

a d uThet intraluctionl ef mitghstakes testing ¢ghu a g e

DSOL adult education in Denmark seemed
counterproductive radl has even an

opposite effect than intended. As
evidenced in British and American studies,
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the power of economics has led schools, language testing standards instead of
school leaders, and especially teachers in seeing themselves being involved in
adult DSOL education in Denmark to  planning, discussing, and developing
focus on merely test training activities (see instruction and teaching materials. The
e.g. Amrein & Berliner, 2002; Berliner & teachers admitted to have changed their
Nichols, 2005; Nichols & Berliner, 2007; teaching under pressure of both
Wiley & Wright, 2004). A paradox competition among language schools,

evidenced in the findings was that the high-stakes testing, and school
providers tended to hieiagdnnoarset ee m@l oy rmxmptr e s s e ¢
rel ated tasko i n f a (Petarsen, @011, 20&2s Ramliglt, 2007R)i n g

(Rambgll, 2007, p. 8).The announced The invention of a nebberal/neo
employment relation of DSOL education  conservative/negonservative  education
in both the Parliament debate from 2002 policy, as outlined by Ball (2006), has
and the curriculum reforms has apparently apparently also foed Danish DSOL

not been met. Another paradox, revealed t eachers into the Adiag
in the findings, was that adult immigrants wh i c h feach actor i s a
despite the increased focus on languag i ndi vi dual i zed?o and

testing activities, fMcdonsdtanddlyi ewies itbhlee od e(pp

of linguistic capacity as required in the teachers can neither escape the diagram of
education systemo ( RpowdrMdrlithe fa@ that they tipemseldey .
The results of the implementation of high and teir results in forms of quantity of
stakes testing in the DSOL language completed tests are constantly visible. The
education of adult immigrants in Denmark  overall impression from the findings
has aparently narrowed the teaching indicates that the pressure on the

content to either teselated or test individual  teacher  has  increased
teaching activities which has led to the significantly and, that the role of the
deselection of irdepth teaching activities. teacher in the classroom ondaily basis

has changed.
The understanding of Danish teachers and

their role has changed in the wake of the Possibilities for Teacher
necliberal/neaconservative education Professionalism: 6Comi ng¢
policy. Although the teachers reflect upon in Uniqueness

their teaching, they admit to have changed

their teaching approaches in favour of test In his critique of the nedberal/nee

training, even if they find this kind of conservative discourse of accountability,

teaching more uninteresting. In this way Biesta promoted his ideas about

the nedliberal/neacconservative discourse possibilities for future educationand

penetrating the field of education teachers I n concepts o]
combined with demands of efficiencyand pr esence, 0 Auni queness, .
introduction of control over curriculum (Biesta 2010, 2011). he idea of coming

and assessment, contributed to classify the into presence according to Biesta is what is

teacher in a discourse of market economy going on in the relational dimensions of a

in which not only the teacher, balso teaching process on a daily basis. When
teaching, has been retold in the teahers and students come into the
understanding of fgopeesance & a amédancst her ,
of di scipliningo ( Ba explgratioh G Bhat. oneTrhight cBllaen i s h
teachers have perceived themselves as relational dimensions of the event of

mor e Aitechnical,h o asdbjiect itvhietiyro (©OBinest a,
understanding, more Adull 0o teachers forced
to meet the econam pressure and
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Biesta emphasized thtte idea of coming particularly highstakes testing played a
into presence is complantedby a notion crucial iole and has an apparently opposite
of uniqueness. Biesta described uniqueness effect on teaching than intended. Instead of
as the special way in which teacher and introducing tasks developing the in depth
student exist together: the uniqueness of a language knowledge of the DSOL
person is important in the situations in  speakers the implications of hightakes
which this specific person cannot be testing has a narrowing effect of
substituted by any other persang. in the curriculum content and primidy teaching
situation in which it is important that this to the test activities. A worrying paradox
specific person is present (Biesta 2010, p. in the wake of nediberal/nee
101) Several ways in which uniqueness conservative education policy even to
can be articulated as: politicians and economists inventing
one which brings us back to identity = education reform$ is that the results of
and questions about knowledge of the the invented education policy may turn out
subject,and one wich leads us to an to be either counterproductive or indeed
existential argument. In my work | have  opposite of the intentions. What was

articulated this as thedistinction intended to be a motor for education, the
bet ween oOGasai guemnes s éerfioduatiord of highstakes testing, may

ouni gadmexepl aceabi l thusypd trafskimedsint@ a brake in the
2011, p. 539). democratic development of the DSOL

education of adult immigints in Denmark.
The possibility for teacher professionalism Based on these worrying findings
and for the dedidad teacher is to be especially concepts of education as helping
aware of the moments in which persons t he i ndividual sé wunique
are coming into presence in their presenced under the con:
uniqueness based on a plurality. Biesta may be promoted as a possibility to escape
promotes concepts and an idea of a the negative effects of ndiberal/nec
pedagogy that 60 di st ucomsend@tivet bdeicationo pdiicy.o Further n d
6presumabl y nor mal oresebechn liowevemneedsvad be eanriece out
based edcation as the only existing way  to define the future possibilities and room
to understand the purpose of education. A for a dedicated teacher.
pedagogy that disturbs the normal order
may be able to revitalize teaching and the
professionalism of the dedicated teacher as
it makes it possible to consider the
uniqueness rathdinan standards and tests.

Conclusion

In this paper | have outlined and discussed
how necliberal/neaconservative
education policy concepts and
understandings of the purpose of education
within one specific area of education in
Denmark in the 2000s hasplaced former
understandings of education as learner
centred approaches aimed at awareness
rising and democratic development of the
learners. Similar to trends in other
countries, it has been found that
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EQUITY AND ETHNICITY IN HONG KONG:
IMPLICATIONS FOR TEACHER EDUCATION

Jan Connelly
Hong Kong Baptist University, Hg Kong
and
Jan Gube
University of Tasmania, Australia

Abstract: Et hni ¢ minorities (EM) comprise 5% of H
schools 3% (14,000) are ethnic/linguistic minority students whose poor achievement in senior
secondary years isvidence of disproportionate educational outcomes compared with those

of Chinese speaking students. The government has rolled out support measures to meet the
learning needs of EM students. Research reported here gathered perceptions of the impact of
thes support measures in achieving the stated objectim@simising language and cultural
barriers to school achievement, and facilitating smooth integration of EM students into Hong
Kong society. Findings reveal that the singularly focused pedagogicakmmovor Chinese
language acquisition is too narrow and exposes the role language policy plays in the
construction of social inequality in Hong Kong. There are absences; unacknowledged culture
diversity; unaddressed discrimination, and unrecognised peglagiochallenges emanating
from teachersod calls for more support.

Keywords: equity, ethnicity, Hong Kong, discrimination, pedagogical challenges

Introduction or structural arrangements in education.
The position taken by the authors is that
the Hong Kong government should
monitor educational outcomes and enact

equity policies to redress educational
inequality.

The authors discuss issues of social justice
in Hong Kong through the evaluation of
policy decisions having a bearing on
educational support measure for Ethnic
Minority (EM) students from South Asia,

who represent the largest group of Population Statistics

immigrant students and also other

immigrant  students whose heritage Of Hong Kongome 986%ni | | i o
backgrounds are varied and mixed. These are Chinese, 3.3% are South Asian

immigrants, either permanent or temporary
residents in Hong Kong, are n@hinese
speaking and are labeled as foreigners. The
term Ethnic MinorityNon-Chinese
Speaking (EM/NCS) will be used
throughout this paper to include the full
spectrum of the linguistic and -cultural
diversity of students in Hong Kong
government schools.

peoples, 0.8% are Whites/Caucasians
OWhited being the
Caucasi ans i n Hong
Census (Census and Statistics Department,
2012); other nationalities make up the
remaining 2% of the population. The
largest ethnic groups within the South
Asian community are Indonesian
(133,377) and Filipino (133,018) (the
majority of these last two immigrant
groups are domestic helpersi
predominantly females). The ethnic

term
Kon

The conceptual framework of the inquiry
rests on the belief that differences in

educational achievements should stem
from individual so6
from the outcomes of government policy
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minority and immigrant sidents highly
ina bchobls tinclugles Indiand
Pakistani, Nepalese, and Filipinos; a large

not
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proportion of these groups are second and resources (with particular attention to

third generation Hong Kong residents. transparency in  higher  education
admission policies) foEM/NCS students

There is no census data that systematically are reported in the media with increasing

reports on EM/NCS students in Hong frequency (Equal Opptunities

Kong schools, although there are records Commission, 2011; Hong Kong Unison,

of the number of Mainland Chinese new 2012; Kapai, 2011).

immigrants.  Without these data it is

difficult to formulate education policies SocialJusticeAdvocacy in Hong Kong

and provide focused support (Kapai, Prior to 2008 a small number of groups

2011). From anecdotal evidence it is long  advocated for over a decade for social

term r e sldrdne fromskakistanhi j usti ce for Hong Kongds

India, and Nepal who constitute the the response from governmentsasiow. It

majority of the EM/NCS students was argued from t he

attending government schools. perspective t hat gi ven
multicultural mix, it was understandable

Discourses Surrounding Ethnic that there might be circumstances where

Minorities Students in Hong Kong Aunfamiliarity wi t h o]

customs, culture and language may give
Recently introduced broad ranging 334 rise to prejudices andtereotypes against

Curriculum Reforms (3 years of jiom people of other racial groups. Such
secondary, 3 years senior secondary and 4 prejudices have at times led to
year degree courses at university) aim to discrimination, harassment and
nurture newly educated persons for the vi | i fi cati ono (Equal
technologydriven knowledgébased Commission, 2011). Loh and Loper (2011)

economy. It has been suggested that a claim that racist attitudes have existed for
more durable and broad ranging solution a long time. Alh ough it her e ar

| i es 0 é rticipation df @ll Horay reported cases of racially inspired
Kongos citizenry I n vidlemoe, racia giscraninagon s iv faat, g
information society requiring innovation widespread in Hong Kong, a supposed

and creativity in its production, i nternationally mi nded
accumulation, renewal and management of Loper, p. 18)

knowl edgeodo (Lo, 1998, p. 1) . Refl ecting a
functionalist discourse Lo claimedong In 2009 the government finally
Kong had not Adug d eaeknowledgdd oits ioliligatiorp analdhet o f
potential talents comprised of atildren International Convention on the

and youths who are studying in Hong Elimination of All Forms of Racial

Kongbés school s0 s i g nRiscrimmaion tahde endctdde the Rabia t

increasing investment in educational Discrimination Ordinance (RDO) to

support measures enhanceSM/NCS protect people against discrimination,

studentso ahich iire wyuemme nharassment and vilification on grounds of

leverages an increase in the competency race. The RDO was a positive stdput

and depth of the future workforce. Aattitudes ar e di fficul
| egi sl ati on S not a [

Another discourse of social reconstruction Loper, 2011), and there is still much

has increasingly been heard in Hong Kong. ground to cover towards equity, especially

It reflects an ideology of social justice and  in education where discriminative attitudes

equity and calls for more governnte and practices are manifest across the

support policies to achieve equitable educationakrena, as recent reports reveal

access to educational opportunities and (Hue & Kennedy, 2012; Kapai, 2011).
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SocialJustice inEducation
The experiences of immigrants in Hong
Kongos education
reported during the last decade by a group
of education commentators and
researchers Garmichael, 2009; Hue &
Kennedy, 2012; Kennedy 2008; Ku, Chan,
& Sandhu, 2005; Lisenby, 2011;).
Kennedy (2008) claims that even given the
persistent calls for greater attention to
educational inequalities, the issue of
access and equity has not been arugngd
concern of Hong

Ten years ag&M/NCS students and their
families experienced all kinds of
educational barriers (Loh & Loper, 2011).
There were only seven schools that
accepted enrollments &M/NCS students

(if parents could affordtj they had to
resort to expensive private schools where
the medium of instruction was English).
Enroliment in local schools was frequently
refused on the grounds that the students
did not speak Cantonese (one of the two
official spoken forms of Chinesena the
medium of instruction in schools), or
Mandarin (the other official spoken form
of Chinese, and the official language of
mainland China). Today there are 30
designated schools and a number of-non
designated Schools who enr@dM/NCS
students.

The Ingterm oversight in the provision
of schools and appropriate language
support forEM/NCS students has resulted
in few postschool employment options
and premature entry into the unskilled
workforce. The Government appears to
ignore the fact that institutiah and

structural discrimination impacts
negatively on EM/NCS
educational opportunities.

Provisions for Ethnic Minorities/
Immigrants Students in Hong Kong

By 2011
up the support

t he

services for ethnic
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mi nor it iildateéthed intégeation
into the community, and to foster mutual

sysheer shawei nlgeeand

2011). This stepping up materialized into
educational support measures, but in the
absence of any form of systematic
monitoring of their effectivenessit is

impossible to determine if they have
translated into any tangible difference for
immigrant students. Anecdotal evidence
suggests there is little improvement; the
battle continues between advocacy groups

Ko n g Gweo cgliofer enore amd more support and

the Govenment and its Education Bureau,
which displays a marked reluctance to
accede to the
(Kennedy, 2008). Kennedy believes the
government struggles in its attempts to
find the right policies and practices at the
same time it faces aonslaught from the
Hong Kong Chinese community whose
long term cultural belief about equity is
that providing more for one group is not
fair for others.

DesignatedSchools andSupport Measure
Funding for EM/NCS Students

Inside a framework of DesignatedHdols
(covering 30 schools from a total of 1092
government and aided schools) and
EM/NCS support measures, the policy for
Ethnic Minority/Immigrant studentsi
officially the NonChinese Speaking
Policy i has been implemented. Funds
have been predominantlyrdcted towards
improved outcomes related to the
acquisition of Chinese. The policy,
however, faces major criticism. Firstly, the
provisions for learning to teach Chinese
asasecondanguage (CSL) are
considered to be insufficient. One of the
major implicdions for teacher education is

st ude nttkab many teachers lack skills to teach

CSL, particularly to older learners.
Resources have been developed and
disseminated through the University of
Hong Kongbés Centre
Chinese  Language Education and

gover nme Rdaseanlw a CACLERS t (a p govemment

funded centre), but only 11 Secondary

respe

advocacy



Designated Schools have the opportunity
to access this professional support. A
small government consultancy team
provides teacher support for the remaining
19 Primary Designated Schools. Taeare
however, many other schools with small
numbers oEM/NCS students who receive
no professional development and no
consultancy support. Secondly, local
Chinese teachers do not have an
understanding of EM/NCS st uden
cultural backgrounds, nor do they reee
any professional development to raise their
awareness of the social and cultural
identity struggles that students encounter
in the interface between their home culture
and that of their school.

Into this milieu is added the finding that

school represdatives shared with the
researcher s: t hat on
designated status wa

the school from the threat of closure;
originally facing declining local student
enrollments in Primary 1 for primary
schools or in Form 1 in sendary schools
they were advised by the government to
enroll EM/NCS students. A disturbing
pattern emerges from the designated
schools policy:within a few years of a
local school commencing the enrollment

of NCS/EM students, the school will
become an entiel y et hnic
school after it he f

parents and students. The reason for this is

as the principal of Kowloon Secondary

explains:
ét he negati ve
becoming designated] is labelling.
The | abel éyou
substandrd. Because designated
schools have a certain number of
EM/NCS students and many of
them have the label of being not
popular for the majority [local
Chinese students].

In defence of the designated school

support measure an EDB spokesperson
claims that tk designated policy has
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achieved some progre
provide focused support to the
[designated school] teachers. Our

support teams are professionals in

teaching and learning. They go to

the  schools regularly and
collaborate in the preparation of
[Chinesel anguage] | essons
observe how teachers conduct the
lessons [and give] feedback to the
teachers. And they continuously
support the school; sometimes
schools have been receiving [this
support] for 5 to 6 years.

When the EDB spokesperson was asked
about quality assurance, the answer was
AWe do ongoing eval
whether the students are participating
enthusiastically and what support we need
to provide for them. o

e reason for a school sbd
SVhem sasked if ithera is any evaluatioa ov e 0
determine the impact of the suppor
measures the question was averted and
centred instead on the administration of

the measures, not on their outcomes:

A We donot have t hat [ e
out comes|] but w e é S
exchange [information] . ¢

t so

uat i

Ironically, some commentators have

arged that instead of the government
mcmioevimgsdts aim of Os
it hag dctually credted $epacast eduCdtiann e s e
through the establishment of the
Designated Schools Policy (Hong Kong

Unison, 2011). Whilst support can be more
I coneentcated for [NCSME students in a
designated school, such a policy needs to

c abe corsideyed apainst |the negatives of

societal segregation. Despite the policy of
support measures being in place for nearly
seven years, the acceptance of continued
inequities is evident as the amires are
seen to be delivering uneven and
sometimescontradictory outcomes with
little evidence that they leverage increased
participation and enhanced educational
opportunities for NCS/EM students.



The Research

Concerns were raised in a Hong Kong
Legislative  Council (LegCo, 2009)
discussion paper about the academic
performance of NCS students in local
public examinations. It was shown that
less than 50% met the minimum
requirements to be admitted into
Secondary 6 in 2008/2009 with only 24
NCS studertt sitting examinations in the
final year (Secondary 7) of senior
secondary. It was argued that
government should consider conducting
research on NCS

performance. The research study reported

here is the first to be carried out thasha
investigatedEM/NCS support policies and
their implications.

Research Questions and Research
Methodology

The evaluation project under discussion
here aimed to better understand what
impact the initiatives were having and thus
determine whether there hlbsen any leap
forward in respect to the educational
experiences oEM/NCS students. Using
responsive  evaluation the  support
measures were tracked to determine to
what degree they were fulfilling the

Table 1
Participating Schools

JISTE Vol. 17, No. 1, 2013

government objectives of: (a) alleviating
the obstacles oflanguage and cultural
barriers;  (b) facilitating  smoother
integration of NCS/EM students into Hong
Kong society; and most importantly (c)
positively impacting the educational
opportunities of NCS/EM students.

A total of 4 government officers; 6 school
representatives  (principals/coordinators),
31 teachers from 6 schools accepting
EM/NCS students, and 370EM/NCS

the students, participated in the inquiry. All
data were obtained through semi

St wtdueturads 60 indivadaiad e mi (school
representatives) and  focus  group
interviews  government officers and

teachers) and through online teacher and
student questionnaires. Interviews were
conducted primarily in English except for
participants who preferred to converse in
Cantonese. Interviews were transcribed
and translated into EnglishDebriefing
was offered to ensure accurate
i nterpretation of
findings are the result of the analytical
processes applied to data that sought the
perceptions of stakeholders from 3 of the 6
schools (Table 1). All participants were
involved in NCS/EM support measure
implementation,  administration, and
teaching.

Designated Peninsula Primary Bayside Primary Kowloon Secondary
School
Total student | 396 student85% EM/NCS 218 student81% EM/NCSstudents 836 student85% EM/NCS
population students students

NCS student body: all

NCS student body: majority are mixed heritage

large proportion of South

par ti

Description of
student body

students are South Asian
Englishnotfirst language

students UK/Chinese, US/Filipino, Chinese/Swiss,
CanadiartChinese, Thai/Chinese. English is the
studentsd | anguage of

Asian students; Englistot
studentsd fir
although it is the language of
communication at school

Language of
instruction

English medim of
instruction;
Chinese/Mandarin used in th
teaching of Chinese/Mandari
for all students

English medium of instruction

for strand Class B in each year level except in the
teaching of Chinese/Mandarin. Most Chinese
speaking students streamed into €lashave
Chinese/Cantonese medium of instruction

English medium of instruction
in all subjects even in the
teaching of Chinese/Mandari

Description of
staff/teachers

Staff all Chinese with 1 nativg
English teacher & 4 ethnic
minority teaching assistarits
Indian, Pakistani, Filipino, &

Nepalese.

Staff all Chinese with 1 native English teachand 2
additional Chinese teaching assistants & 1 Europe
(English speaking) teaching assistant.

Staff Chinese with 1 native
Englishteacher with
additional staff6) from
Canada, Philippines, Europe,
and the UK.
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Table 1 reveals the ethnic diversity of the
3 s ¢ h EMINGS students; the
differentiated use of support measure
funding and the introduced schdmsed
curriculum and organisation structures that
each schol implemented.

Analysis of Data

Data were analysed on twevels. Level 1
involved an analysis that aligned the
findings with research questions. A level 2
analyses was carried out on data that fell
out si de t he scope
guestions, i.e. wxpected and uncalled for
perceptions and interpretations that
emerged. The twpronged analysis
provided the following answers to the
inquiry questions: (a) Do the support
measures alleviate the obstacles of
language and cultural barriers? (b) Are the
support measures facilitating smooth
integration? and (c) Are support measures
i mpacting 1 mmigrant
opportunities?

Do the Support MeasuresAlleviate the
Obstacles ofLanguage andCultural
Barriers?

Across the three designated schodise
principalsd and
purpose of the funding support measures
wer e i n l i ne wi t h
intention to alleviate the obstacles of
language barriers through the enhancement
of EMINCSst udent so
Chinese laguage; the obstacles of cultural
barriers were, however, rarely articulated.
It was found that school representatives
(principals and NCS coordinators)
welcomed the Chinese language initiatives
and responded with strategic applications
of the funding.

Divergent approaches show that schools
have autonomy to use the funds for self
determined needs with little intervention
on the part of the EDB. Bayside Primary
employed additional Chinese teaching
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assistants and purchased school materials
for the productia of Chinese language

teaching materi al s. Per
principal believed her school may have
gone against the gover:

use of the funds, but she nevertheless
defended her decision to employ ethnic

minority teaching assistants:

Our schol has been admitting
South Asian students
the parents cannot communicate in

English. The issue is worse
especially if they have just
erhidrated framrthgiuhiomeyc@ustry.

€ we =employ teacher
from India, the Philippines,

Pakistan and Nepa. é [ over]
several years we have seen the

great benefit they bring in terms of
communication between the school

and families; e it f
misunderstandings.

However, not all schools appreciate this

of

automamg;n t a 6 Baysidec a tPrimany a |

representative felt hat the financial

support, without explicit policy mandating

its use, could result in outcomes being
inconsistent across different schools. This

IS not a surprising response for the notion

of  schoolbased curriculum and
assessment and diversity of pedagogy

olfe atrhne
phenomenon for many teachers.

t he government &s
TeacherProfessionalTraining

Provisions

lafstt lod EDBO s
there is no mention of neBhinese
speaking students (although the needs of
Mainland Chinese imimgrant students are
recognised). Acknowledgement comes in a
section entitledSupport for NCS Students
(Education Bureau, 2010) where it states:

At S Il mportant t hat
students in the school are willing to accept
nonChinese speaking studenand assist
them in integrating int
Kong Unisonds (2011) s u
Equal Opportunities Commission (EOC)

called on the Hong Kong government to

ed



provi de Nfadequate
training for teachers including: raising
their sasitivity towards racial and cultural
backgrounds of Ethnic Minority students
and their awareness of the challenges
facing Ethnic

International  educational jurisdictions
would claim they have not yet got it right
in respect to equity provisions for
linguistic minority students, e.g. Australia,
New Zealand, Finland, and Canada.
Nevertheless these countries operate in the
above average quadrant of equity as
ranked by the Organisation for Economic
Co-operative Development (2012Yhey
recognize the multifaceted needs of their
linguistic minority students and mandate
that teachers have pservice and in
service training to teach their immigrant
students.

The Hong Kong Education Bureau (EDB,
2010) does not mandate that teachers
should have professional training for the
linguistic and culturally diverse teaching
contexts they encounter. Although the
support measure policy has been in place
for nearly seven years, continued
inequities are evident. The support
measures are seen to fm@ducing uneven
and sometimes contradictory outcomes
with little evidence that they leverage
increased participation and enhanced
educational opportunities folEM/NCS
students.

Alleviating &t u d elrariggageBarriers
The findings concur with the resultd o

several other Hong Kong studies
(Carmichael, 2009; Loper, 2004) where it
i's claimed that

acquiring the Chinese language results in a
significant educational barrier. Language
is a core component of ethnic
minority/immigrant $ udent s o
disadvantage. The language context of
Hong Kong is tdlingual and biliterate.
EM/NCS students need to acquire three
spoken languages (in addition to their
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aative language) fands ecomen lderate in
English and Chinese.

It was found tha all
teachers from

principals and
the designated school

Mi nor i twglcomdd thd €hmese language.initigiyes

and responded with strategic applications
of the support funds. However, 92% of
teachers claimed the support measures
were inadequate to meet their immigrant
studentsod | anguage |

Are the Support Measured-acilitating
Smoothlntegration?

It was a repeated concern across the
research sites that teachers working in a
EM/NCS setting felt they did not know
how best to teach the studeiitaot only in
Chinese but also in other subjects. The
response to this pedagogical challenge
differed from school to school.

Bayside Primary teachers felt they often
had to find their own way to meet
studentso | anguage
confessed that a lot of extréme was
spend tailoring the Chinese curriculum
particularly beyond Primary 3. Although a
supplementary guide to the Chinese
Language Curriculum had been provided
to teachers, the issue remained that the
Chinese Language Curriculum was
originally developd for native Chinese
students and was too advanced for Chinese
second language learners. At Bayside
Primary, a teacher reasoned that as the
majority of the norChinese speaking
students were immigrant students with
mixed heritage, they had different leargi
needs from other designated schools which
had ethnic minority students (a statement
exists inside the
school).

ranks of designated

in an effort to
Omanagebo0 t he EM/NC&Sc hi
students (aerm repeated throughout the
interviews), the school separated their
EM/NCS students in each grade level into

ear:t

st ud é¢hattrevagals b fornkof srétificationcevem s s

earl

i

ng
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one clasg they called these the B Class. At Peninsula Primary teachers were in

Teachers claimed that puttingM/NCS consensus th&EM/NCSpar ent s6 di d
students together with Chinese studentsin engage I n their chil dr
the same class hindered tpeogress of much as local Chinese parents. Their view

Chinese student so6 | e aasmat&N/NGSpare6is weneeraluetant n d
hi ndered the NCS st uacenmettosséhoolpbecaugerintesasting with
English language learning (as the NCS teachers and school administration
students in this school were more presented them with difficulties.

proficient in English than their Chinese

speaking peers). Language as @arrier for Teachers
Interactions with parents can present the
At a number of schools the striuse of teacher will a language challenge. At

only Chinese or English was enforced. At Bayside Primary (where segregated B
Peninsula Primary, discipline sheets Classes were established across all grades)
completed by student monitors at the EM/NCS parents predominantly spoke
conclusion of each lesson, noted particular English. It was apparent from teacher
student misbehaviours. Along with more interviews that there was apprehension on
common misbehaviours, the speaking of a the part of some teachers because they
languageother than Chinese or English  lacked confidence in using English. One
was recorded as inappropriate. teacher commented that:
teachers need to contacHi
Language was not the only barrier. Cross  speak Cantonese. Theather would need
cultural issues were also evident. Teachers to have studied or majored in English if
at Peninsula Primary held the view that she/he needs to contact parents to handle
ethnic minority immigrant parents placed any pr obl ems. 0
more emphasis on their ¢hdr end s
participation in religious activities than in These examples represent some of the
educational activities. language related issues recognised in the
schools participating in this inquiry. It is
Another issue emerged from data drawn not only the language challenges of
from Bayside Primary. A teacher reported Chinese teachers but also their lack of
being confronted with conflicting parental  cultural and linguistic knowledge about the
expectations and recounted his difficulty in ~ EM/NCS communities that contributes to
balancing demands of EM/NCS and poor integration within the linguistically
Chinese parents. The teacher observed that diverse school contexts.
Chinese parents consider the teachers too
lenient with ethnic minority immigrant Are Support Measured mpacting
students; whereas, immigrant parents felt ImmigrantSt u d eBddcatiénal
that teachers were too strict on their Opportunities?
children. Drawing a comparisobetween Concerns were raised in the LegCo (2009)
Chinese and immigrant students, a Bayside about the academic performance of
Primary teacher expressed the view that EM/NCS students in local public
education is very much valued in the examination. Less than 50% had met the
Chinese culture and gave the example of minimum requirements to be admitted into
Chinese students being more diligent with ~ Senior Secondary in 2008/2009 wibinly
their homework; whereas from her 24 EM/NCS students taking Senior
observations,EM/NCS parents did not Secondary finalear examinations. LegCo
value education because their attitude to members suggested the government
homewor k was 61l ess s tconsidert 6conducting research on
I mmi gr ant studentsbo
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performance; to date no survey or research
has been carried out to determine the
circumstances related to EM/NCS
studentsd | ack of

Although the government expressed the
view that many variables affect student
performance (Hong Kong Legislative
Council, 2009), as mentioned previously,
the single focus of the supp measures
has been towards those initiatives that
i ncrease et hni c mi
proficiency in Chinese. Incorporated into
these support measures is the use of a
Supplementary Guide to the Chinese
Language Curriculum (The Curriculum
Development Coucil, 2008) but this is
not a separateChinese as a Second
Language CSL) curriculumguide.

Determining the educational outcome of
the support measures for ethnic minority
students is complex. Although teachers
claim they benefit from the Chinese
Curriculum Supplementary guide and
onsite pedagogical wkshops organised
by the EDB, the pathway towards better
Chinese language acquisition 8M/NCS
students is fraught with difficulties. From a
survey administered to students in the
Year levels beyond Primary 3, the spoken
and written language they found theost
challenging was Chinese. The few
students, who did not find it a challenge,
were those who had spent some of their
school life in nordesignated schools.

In designated schools Chinese language
teachers maintain that they need to devote
a great deabf time and effort to modify
the curriculum to su
needs. Some teachers found that preparing
a glossary in advance was helpful. Some
confessed to their limited proficiency in
English, which occasionally caused
frustrations when studes)t who used
English as the medium of instruction in
school, needed immediate explanation of
Chinese vocabulary. These teachers also
faced similar frustrations wheBM/NCS
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students asked for explanations in English
of Chinese idioms and cultural nuances.

r e tTeachers at Kowlboon Sexandaiy explained ar s .

that even wherEM/NCSs students were
doing well in their Chinese language
learning they still faced a major hurdle in
Chinese public examinations. A Chinese
language teacher witnessed an ethnic
minority student who hadreviously been
progressing well in their Chinese language
leaoning, sugdenly sexparieéreen & seidse of
failure after performing poorly in the
Chinese public examinations (benchmarks
are set for specific grade levels based on
the expected achievement levelsnattive
Chinese speaking students; no separate
examination syllabus was developed for
Chinese as a Second Langudgarners).
Despite the careful sequencing of teaching
and the incremental learning inside daily
Chinese lesson&M/NCS students sitting
public examinations and yeand exams
still found themselves Hprepared for the
examinations; subsequently they achieved
poor outcomes.

A Kowloon Secondary teacher stressed
t hat Awe shoul dnot

of local students to measure the progress
of second language Chineset udent s .
Another teacher explained that students
who moved to Hong Kong in senior
primary years were bound to fail in the
Chinese Territorywide System
Assessment (public testing conducted at
Primary 3, Primary 6 & Secondary 9
levels, across the subjectof Chinese,
English, and math).

be

iThere tarb significartl Gugnbesstotl etlein t s 6
minority students who join the school in
their late primary and secondary school
years. These new arrival students possess
limited ability in the English language and
little to no Chinese language background.
Immediately upon their admission into
Hong Kong schools, they are put into
Chinese language classrooms using a



curriculum that caters for students who are
native Chinese speakers.

Secondary teachers in these situations
expresed helplessness; they have had no
training in how to teach older students who
are beginning Chinese learners. Kowloon
Secondary and Northern Secondary
teachers lamented that there was an
absence of a consistent language policy for
second language Chiness apposed to
Chinese for native speakers. It was also
expressed that there was a lack of direction
in designing appropriate curriculum and
support that addressed issuesEdM/NCS
students who potentially have special
learning needs, i.e. special educational
needs students (SEN).

In this inquiry all teachers from designated
schools welcomed the support measures
and the various pedagogical practices
launched with the additional funds.
Overwhelmingly all schools claimed more
was needed: more support for Chinese
language curriculum adaptations, more
Chinese language teaching resources, and
more Chinese language professional
development. Whilst the government
claims the support measures will alleviate
cultural barriers and facilitate smooth
integration of EM/NCS students, the
inquiryoés findings r
this.

A stark finding (and one that was contrary
to the government 0s
that the Designated School Policy was
creating further divisions both between
and inside schools. The gumtice of
EM/NCS students being separated as a
consequence of structural arrangement
within the schools, limits opportunities for
mutual respect and multicultural
awareness. Separate schools and sehool
based segregation as evidenced in this
inquiry were seeto contribute to cultural
diversity being invisible.
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Conclusion

To address barriers beyond language
issues requires an ideological shift in
thinking on the part of Hong Kong society.
Even though Hong Kong is readily
identified as an international cjtythis
extends only to economic trade and
international tourism. In schools such
diversity  is ignored. Essentially
government schools operate within a
monoculture mindset. The government
needs to acknowledge that the world is
increasingly a global one, anthat the
di versity of I ts
workforce will continue. Embracing
diversity and ensuring equitable outcomes
needs to be considered the new norm for
Hong Kong as it 0l
pathway to achieving sustainable social,
cultural and economic development in
Hong Kong.

The issues surroundifgM/NCSst udent s 6

efforts to achieve success in educational
endeavours are complex and do not rest
entirely on successful acquisition of

Chinese. A twepronged process is
necessary involving okal teachers
engaging in professional development

related to perspectives on multiculturalism
and cultural sustainability that would be

eppleable to lthe Hdnd kongecuntext and c e

not imported models from Anglophone
jurisdictions;  another involves the
employrment of more ethnic minority

deadhigg assethnts iamd tteaamdrsi iroschpolsw a s

where ethnic minority immigrant students
are enrolled.

The i nquiryos findi
employing pedagogy that builds on what
students bring to their learning contekts
their funds of knowledge (Moll, Amanti,
Neff, & Gonzalez, 1992) are unspoken in
Hong Kong schools, but its approach is
crucial for EM/INCS st udent s o
engagement in learning, as are policies that
increase equity of educational

schoo

aunch
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opportunities, inclusive ofcgess to higher accessible evaluation of the support

education institutions. measures; (b) qualitative inquiry into
pedagogy- what works (and why) and

Recommendations from this inquiry are  what does not work (and why not), and (c)

that a comprehensive database be comparable data to be drawn from

established to track the academic and EM/NCSst udent sdé perfor man

social development oEM/NCS students. examinations.

There is an urgent need to establish the

mechanisms for (a) transgat publically
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WORKI NG WI TH CHI LDRENG6S EMOTI ONS THROUGH
GAMES: PROMOTING EMOTIONAL AND SOCIAL GROWTH

AND SHAPING INCLUSIVE PRACTICES

Benjamin Zufiaurre
Public University of Navarra, Spain

Jane Wilkinson
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Ana Maria Albertin
Public University of Navarra, Spain

Abstract: Routine activities, symbolic play,
social, emotional, and moral growth. As such, continuity can be establishedebebwth

types of actions, that is, first learning who we are and how to behave, and next socializing
and interacting with others, while simultaneously developing emotionally. Routine activities

contribute to the development of valid references while amldare acquiring habits,

attitudes, norms, and new skills. If approached in an organized manner, routine activities

hel p t o pr o mo t-leeing cahd securitye whiles gaining | alitonomy. Games
contribute to social and emotional development whilstdinsuh e ous | vy

be utilised by teachers in ethnicallycatn soci al ly diverse cl

from 312 years), di#grent group characteristics and from a variety of social and ethnic
backgrounds.

Keywords: children, routines, play, games, emotional and social growth, inclusive practices

Introduction

Emotions: A Framework for Our
Research

There is little doubtas to the powerful

impact of emotional experiences on
personal development and interpersonal
relationships. To educate the emotions is
to promote personal growth and assist
children in their overall development. This
should be reflected in educational
pradices, because it is in the process of
socialisation, in the web of relationships
and interaction, where emotional and life
experiences play their role in cognitive,
social, emotional, and moral development.

126

By identifying and understanding our
feelings and emotional expressions in
different activities conducted in schools,
we are able to explore an emotional world
full of experiences. It is education that
makes us what/who we are. Experience, be
it individual or collective, is always shared
and cannot banderstood in isolation from
its social setting. Our environment is the
place where we belong. It is the place that
enables us to feel loved, appreciated,
understood, and accepted and that provides
us with the references we need to interpret
our own emotins (Albertin & Zufiaurre,
2009). We make our affective ties and find
our emotional buffers in shared spaces.

ROl

and

encouragir
active participation, integration, communication and cooperation. This paper explores how

often takerfor-granted educational practices such as routine activities, play and games can
assr ol
emotional and social development and enhance integration. It reflects on examples of daily
classroom practices developed in four varied schools with children of diverse ages (ranging



It is through the first soctiemotional
networks of the family that children build
their cognitive structure from which they
will eventually hae to detach themselves
to develop their individual mental
awareness. The process of detachment and
individualisation will enable children to
create a space in which to learn to seek and
develop as increasingly independent
individuals. This is followed by aecond
stage of emotional development in which a
new space develops to be occupied by
friends and social institutions, mainly
schools. Here the development of feelings
and emotions depends on various factors
such as (a) the children's environment,
their roles within the groups, and the
image they receive or perceive; (b) the
cultural setting with its particular models
of affectivity, beliefs, or prejudices; (c)
aesthetic models, models of sensitivity
drawn from our environment; and (d) The
perception or tols of communication
utilised when expressing emotional
experiences.

To conduct our research about how to
promote emotional and social growth, set
behavioural standards, and shape inclusive
practices using this dynamic framework,
we have worked with a k=tion of
teachers and students, the latter of which
are of different ages, varied group
characteristics and diverse ethnic and
social backgrounds. They are located in
four different public or state maintained
schools from a variety of immigrant
backgrouds in the city of Pamplona,
Spain (Albertin & Zufiaurre, 2007, 2009;
Zufiaurre, 2006). The diverse backgrounds
of the students, both ethnically and secio
economically, highlight the second and
related aspect of our research, namely,
how teachers can work ith emotions
through play and games and instilling
behavioural standards in daily routines in
ways which shape and enhance
integration. In other words, we are
examining how more inclusive practices
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can be utlised by teachers in these

everyday routines arghmes.

Practice Architectures as a Frame for
Our Analysis

Organizations, institutions, and settings,
and the people in them, create practices
which have content and a meaning at each
stage of developing organisationally, while
at the moment of planningacting, and
validating. On the other side, people
within a school, teachers and students but
also families and principals, construct the
practices of particular units of work; and
people outside the school, curriculum
developers, policy makers, text book
writers, play their roles in shaping the
units of work, the pedagogy, and the kinds
of relationships.

From another point of view, educational
design is a task which requires knowledge,
skills, wisdom, and a capacity for analysis
and critical reflection.It is a task of
constructing learning architectures and
practice architectures that enable and
constrain the work and the lives of
students and teachers inside and outside
schools. This represents that the people
responsible for the design of education,
have their shares in the responsibilities of
making futures through education, and
improving practices, like the practices of
education, demands improving the
practices of individual practitioners and
creating the institutional and social
conditions that will support progressive
changes.

By practice architectures then, we are
referring t o t he
discursive structures that enable and
constrain educational
Groves, Kemmis, Hardy, & Ponte, 2010,
p. 45). Practice architeces as such, draw

attention to the reality that teaching
practices such as instilling standards of
behaviour or facild@

are not ahistorical and do not occur in a

fisoci

tat i



vacuum. Rather, they are prefigured in

ways whi ch Afenabl e
éparticular kinds
relatings among

t o ot her s out si de

Grootenboer, 2008, p. 57).

Better educational practices requires better
educators, better schools, better resources,
better funding, suppb and others, and
practice architectures as an strategy, and a
technique, to elicit at all organisational
levels how messages and norms, practices

JISTE Vol. 17, No. 1, 2013

The concept of practice architectures
épturaa tiree mermekatedr cimemsions in

o f ous anderstargding of dehimgnpgasticess n d
p e 0 p kueh aé estahtisthingibehaviouzal stahdardsn
t oh gramoting énkoonaimand soci&l growth

through children's games. These include
the knowledge or understanding that is
distributed amongst participants, in
specific discourses or sayings about a
particular classroom practice (for example,
children require clearhgstablished

behavioural routines). They include the
particular kinds of activities or doings that

and actions, eval uat iae mistrdouetl amang maricipanssiandnin €
move up and down from students to heads, activity systems or networks and which
families and social ingttions, allows us flow from the sayings (for example,
to clarify all interrelated perspectives of teachers may  physically arrange
educational analysis for better  classrooms in specific ways or inculcate
consciousness, to improve the quality of certain routines in order to foster clearly
the relationships, and to develop established behavioural standards).
participation and mutual understanding. Finally, they include the relatings, that is,

how participants and participan in a
Shaping Inclusive Practices practice are distributed in particular kinds

of relationships to one another and other
The socieecoromic and ethnic diversity objects as a result of specific sayings and
amongst the students in the four schools doings (for example, the physical set up of
highlights the reality that promoting a classroom or a particular kind of routine
emotional and social growth and such as whether children stuline up
establishing behavioural standards occurs before entering a classroom, contributes to
in enormously varied classroom and shaping how students and teachers relate
school contexts. There is no one size fits to one another, in sets of hierarchical
all formula in which such practices take relations). The relatings which flow from
place. Hence, in order to foster appropriate these practices are in turn produced by
behavioural standards and growth, t eacher s 6 under-sowandi ng
teacherso practi ces ahoetespecifit types ok pradtidese suchlas e |,
responsive, and reflective, particularly in  classroom entrance or departure. Hence,
relation to the social justice implications of  the concept of practice architectures allows
thar work. This is no easy task. In this us to explore how classroom routines
study, the researchers are exploring the become fixed and norms established. They
concept of practice architectures (Kemmis as si st us I n examining
& Grootenboer, 2008) as a means by and oc@doablbat t hese rou
which to render visible the often takéor- wh at i s 6unsayabled and

granted routines, spatial arrangements,
discourses, and relationships, which
underl i e educators?o

shape and pfBorm the conditions for
social inclusion/exclusion within the
classroom.
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they open up these practices for scrutiny
and reflection and raise the possibility for
gngeadering ceacislly aadn émotierellyc h
inclusive practices.

In the first section of this paper, weatline
why and how games and routines are
critically important for children's social



and emotional growth and the role of the
classroom teacher in nurturing and
engendering this process. In the second
section of the paper, we provide specific
examples of classroom practice which
demonstrate how teachers can apply these
understandings in the classroom. We also
highlight how teachers (and researchers)
can use these particular approaches to
scrutinise the practices which underpin
daily routines, play and gamén ways that
can shape and enhance integration
amongst children. We conclude with a
distillation of the key findings gleaned
from our research program.

Socicemotional Growth through School
Activities

Our research on  socemotional
development andhclusive practices in the
infant and primary levels (32 years of
age) of elementary and basic education has
been ongoing for the last six years in the
aforementioned four schools. The various
experiments, which have been planned and
put into practice byclassroom teachers,
special support teachers, the school
supervisor and staff from the Public
University of Navarra, revolve around the
following issues.

Aspects oDaily Life and School Routine
When  properly organised, routine
activities provide the qmrtunity to
optimise those situations in which children
require the help of adults to satisfy their
diversity of basic needs. These activities,
therefore, must be shaped to fit certain
norms and time sequences in order to serve
as a reference for otherpiys of activities
and actions that determine instructional
and educational pathways. Daily routines
help us to understand, analyse, and
organise educational contents and overall
aims in proper school contexts. At the
same time, routines give a temporal and
spatial reference to the demands of child
development and therefore need to be
carefully sequenced and paced to help
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children understand and distinguish the
different moments and circumstances of
school and life situations.

The different spaces in  scHeo
(classrooms, stairways, yards,
playgrounds, = gymnasium,  corridors,

flower-beds, sand pits, and multipurpose

areas) readily lend themselves to the

purposes of social, emotional, civic, and

health education. The way these spaces are
organised has an impagtot only on

childrenos movement s
social, moral, cognitive, and physical
behaviour. The spatial and temporal

organisation of the different activities runs
parallel. From the adult perspective, these
experiences clearly reveal that aduleed

to be able to interpret the emotional
el ement i n chil
means (a) believing
and initiatives; (b) empathising and setting
up a dialogue of mutual respect and
affection; (c) setting up a warm physical
dialogue; and (d) allowing children
freedom and autonomy of movement.

SymbolicPlay andGames

These can be used to encourage group
cohesion and sociemotional
development because playing games helps
children to relate with others in a socially
acceptable mannerSymbolic play, for
example, aims to provide a context for
complex emotional processes eventually
leading to the interpretation of emotional
meanings, while recreating emotional
relationships in makbéelieve situations.
Thus, symbolic play provides an ale
framewor k for
enacting dreams or hopes, acting out rage
and frustration,
fears, establishing effective
communication  skills, and healthy
interaction, etc. It is an ideal way to
transform teachestudent and tsdent
student o6sayings, 0
through the reinforcement of healthy
interaction and enhancement of
socialization.

drenods

6rehears

 aughi

6doi
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reduce passive and aggressive behaviour
Playing games, meanwhile, has much to and facilitate racial and gender integration.
do with our desire to learn more about the
interpersonal relationships that arise What has become increasingly clear over
different groups, schools, and classes. time isthat by reviewing and explaining
Frequently, a variety of factors, such as the the various interpretations of the different
pupil 6s background gamed, udic prbcassess,|apd organishtion
social circumstances give rise to problems of daily routines in our educational
and setbacks I n c h prdctctes,ebotld teacheps end staderds| were
development, impacts on their subsequent able to discuss and analyse the sense and
integraton within the group, and on their meaning of gams, play, and routines.
effective acquisition of various types of  They were able to do so from different
learning (Albertin & Zufiaurre, 2009). Our research perspectives while also deciding
experience clearly suggests that teachers about the appropriate educational focus of
can overcome the contextual difficulties the different strategies we outline here ii.
that different students may, for one reason
or another face at school. It also shows
that games provide an enlightening and Daily Routines and Organisation of
valid context for educational intervention  Different Aspects of Daily Life
i n chil demetioréalsggrowtin c i o

Daily school life is sequenced throughout
At the same time, the overall strategyto t he day according to c¢ch
promot e c hi |-emotomald s relaed ¢oi their lives and always has
development through gamegan be meaning and purpose. Development of
combined with music and movement perceptive, motor, cognitive, emotional,
games. It becomes clear that these kinds of and social aspects connected to daily life
games are a way to channel uncontrolled problem solving, allows children to gain
energy into socially acceptable forms, autonomy, to elaborate notions related to
while relieving tension and providing an  movement and physical growth, to refer to
outlet for emotions, helping children to  others, to socialize, to establish attitudes of
learn selforganisation and setfontrol endeavour, and develop attitudes with
through rhythm. They are a means of which to confront life.
encouraging interaction with others,
facilitating connectlearning strateigiesbaociated iwithddailg n 6 s
inner selves as well as others and | i fe routines promote ¢
promoting inner harmony. The socially the proper completion of a job, task, or
beneficial effect of music and moventen duty and can lead children to acquire new
stimulates group cohesion by channeling skills. In this sense, daily routines can be
both aggression and inhibition, reducing interrelated becoming a goal in themselves
anxiety, and facilitating constructive and contribute tohte development of valid

relationships. references. In the development of daily
school life, boys and girls will acquire
CollaborativeGames habits and attitudes that will not only

Utilising these games encourages promote their wetbeing, but also give
communication, group cohesion, and them a sense of security, hygiene, healthy
confidence between groups dan growth, proper nutrition, taxation, etc.
individuals, while teaching children to With the help of their teachers, boys and
cooperate and share. Collaborative games girls will learn to make proper use of the
help to promote prgocial behaviour, different spaces, objects, and resources and
learn to value appropriate behaviour.
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Furthermore, the Ilearning strategies resources. It is not a question of trying to
associated with daily routines caropide justify children playing in the classroom
invaluable opportunities for sensitising by saying that they are actually working.
teachers to the 0conThereis & needdmraise sheé awareness of c h
routines (for example, the routine of the entire educational community about
entering and leaving the classroom) and the importance of play ni child
thereby open up possibilities to facilitate  development. Teachers should, however,

greater integration between students. first stimulate childre
make their observations and perform a
Symbolic Play and Organised Games: follow-up. The role of play in social and
Contributions to Chi lesatiema &development, as well as in
Development diagnosis and therapy, has been strongly

emphasiseé by the psychoanalytical
From different psychological perspectives, perspective, and dynamic psychological
we might describe play as a childhood research has made a significant

activity that is a purpose in itself. Wallon  contribution to increasing the
(1980) considers ludic activities with understanding of chil
intrinsic motivatons involving action and development through play (Freud, 1980;

active participation. Play is a basic Palou, 2005; Winnicott, 2000). Therefore,

instinct, like speaking, listening, thinking, playing ganes (a) is a source of pleasure
cooperating, etc. and, with commonsense, | eading to <chil dr-ends p
can be turned into an efficient tool of being and, as such, promotes their
communication and education. From this emotional and psychological stability; (b)

point of view, the charaetistics of helps children to work out their anxieties
childrends play i ncl andesolva the vemotiama tconflictst tgat t h a t
provides enjoyment, excitement, and occur in their daily Wes, as well as
gratification; an experience that involves helping them to overcome the anxiety

freedom, choice, pressufieee autonomous arising from their sexual and aggressive
decisionmaking; a process, which is an  impulses; (c) can be used to help them act
end in itself and arises out of intrins out unacceptable impulses in a symbolic

motivation; and an activity that encourages manner; (d) represents a language of
action and active participation. It has a symbols in which children express
purpose, because playing allows children feelings fantasies, hopes, worries, fears,
to fix their own rules, which involves an concerns, etc.; and (e) can be understood
opposition to the function of the real. Itis as an intermediate space of personal
spontaneous, for it is an activity tharises experience between the inside and outside
to spontaneously satisfy a need, but it is world. It occurs within the context of the
also a serious activity that mobilises the symbolic and is at the basis of cultural
entire range of personal skills and experience.

resources, an effort, since playing

sometimes uses up a great amount of Flowing from these premises, our
energy, a task involving challenges and experience has taught us the following
difficulties that must be overcome, yet at  principles:

the same time it is an energy restorer. fThe characteristic features of children's
playing games should be present in our

That is why, any educational proposal for educational intervention.

infant and primary education, in general or  §Teachers should recognise the important

specific terms, must promote and enable role of games in childrés intellectual,

the appropriate organisation and utilisation emotional, social and psychomotor

of  playfacilitating  materials  and development.
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1 The organisation and utilisation of space
and materials in the classroom ensures
success when playing games.

1 The observation of games is an important
assessment and improvement tool.

fThetacher 6s rol e as
playing games is an important part of
education intervention.

1 The paradox of playing games shows that
children love to play and challenge
themselves in this respect.

1 The active participation of children when
playing, allavs educators to observe
and report the characteristics of
children's interpersonal and social
interaction, and at the same time, their
emotional conflicts.

Activity Design and Assessment
Guidelines: Applying Our
Understandings to the Classroom

Our aim wth this research is to identify
the circumstances and relationships that
can help us to understand the situations
that arise in schools and classrooms, when
boys and girls with different backgrounds
and values have to confront life and get
along with eachother, while identifying
with  whom they can best interact,
communicate, and grow individually and
socially. With this as the overall aim, our
experience wor ki n-g
emotional growth and inclusive practices
demonstrates that the proposalspuesent
here, when properly planned and tested,
can provide a detailed assessment of
childrenos
skills and abilities, while delivering a
tailored response to individual and group
needs. The different objectives underlying
this overall socieemotional framework:
(a) to explore interpersonal relationships
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within the class group; (b) to promote-co
existence and integration while improving
social relationships within the groups; and
(c) to socialize, grow, and communicate,
while leaning to live together.
‘Oobserver when
Routines

In relation to school and the routines of
daily living, our selection includes
practices such as 4school and out of
school activities. The #school include
entering and leaving the school building;
entering and leawyg the classroom; going
to the toilet; going out to the playground;
the dining room; the gymnasium (the
space for psychomotor development); the
multipurpose room; and activity corners,
workshops, work groups, game areas. The
out of school activities are tngs on foot,
by train, or by bus; and trips to the
museum, exhibitions, etc.

We explore in the first example below,
some characteristics of entering and
leaving the classroom or school building,
in order to illustrate how these
understandings can be med to
pedagogical practices, particularly when it
comes to facilitating integration between
children of diverse backgrounds (see Table
1, next page).

o Tablec2(seq pr (1 prgides aquzeful,

assessment tool for teachers when
examining how this kind of dlg routine
can facilitate rich opportunities for detailed
assessment of children's interpersonal and

i nt er per s@AMpnication ahilites. Bpth @hles gan

also be helpful analytical tools for teachers
(and researchers) when exploring inclusive
practices.
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Table 1
Entering and leaving the classroom or school building: Shaping inclusive practices through
scrutiny of routine activities

These are times of ncounter between the children and their teacher and/or their fami

Appropriate| A Ma i n t ma mtmospherecaad give the children time to express
conditions | feelings and emotions.

A Take time to greet or say good
A Leave the children to collect
should decide for themselves howgtm about it.

A Upon entering, the children sHh
circle) facing each other and waiting for others to arrive.

A Upon |l eaving, t he children S

prearranged order.

Whattotake A Leave spaces free for easy ern
into account| building, common areas.

A Leave spaces free around table
A L e av e-free paths #orcrieve children to enter and leave the sd
building orclassroom.
A L e av e-free paths #orcrieve children to enter and leave the sd
building or classroom.

A Set agreed standards for movin
cupboards, drawers.

Risksto |[A Col | i di n g bumpingatmpachiothey., an d
prevent (A Trapping fingers in cupboards,
A Falling down.

How to organise:

10n the first day of class, the teacher should discuss and agree on certain rules
children about how to do it better, when arrivorgmeeting each other, and explain wh

fEasy routines can then be established: how to proceed on arrival, how to inf
themselves, when and how to start playing, where to sit, who to sit next to if appl
how to use things, cooperate and worketbgr. These routines will be reinforced da
to make them work and become accepted.

{Teachers will monitor how these routines work out, and will call the children's attg
whenever they are broken or someone disregards the rules, in the evenlicit conf

For example, in Table 1, three dimensions which the establishment of a routine of

of practice, which shape and enable cal m (or t he 6syst emb
inclusive /exclusive behaviours, can be appropriately with an emphasis upon
analysed and highlighted: interpersonal relations between teachers

1The culturaldiscursive  order or and children and children themselves (the
arrangements that are prefiguring and o011 i f e wor | d thijp .aspeftoof e x pl ¢
shaping the 06 sache iinn g sidclusigef practiteg furthes, teachers and
relation to chil dr en fesearchaist coud ezamie hdw speaific u r e
from the classroom/school building. For  social, material, and discursive structures
exampl e, Agiv(ing) t aneeshapng thik kind efrroutinei classroom o

express their f e el i npgastice and dvhetbemthesé sirnctureséare
tak(ing) time to greet or say goodbye to enabling or constraining morgclusive
peers and teacher s o praclicgsg Bos instancea how ertight the
6sagyodonpgn terms of c | dsgsage of nthe pdiscptne iarde welfare
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policies of the school be facilitating teacherséo -a\dist ichidien. i e s v
conditions that are conducive or inimical  Active scrutiny of such practices and the

to children's integration? What are the br oader structures that
6sayings6 that ar e eactors nselatioato dagsroonmset sps, oo o |
policies, school and classroom rules and example, are critical in understanding how

norms regarding classroom entrance and more inclusive practices may be
departure? What do these sayings imply engendered or constrained.

about what is valued or privileged in 1 The precedingwo dimensions feed into

regard to this practice? (For example, an the socialpolitical orders or arrangements
overwhelming emphasis upon establishing ( 6 r el at i ngs0) t hat ar e
routines of calm entrynto the classroom shaping the practice of
which overshadows time to greet or and departure from the classroom/school

farewell peers and teachers may be building. For example, the insistence that
preparing students f ohildre® shouldi raJe sgewhere toi site s of
compliance and regimentation rather than when they first enter the classroom and
democratic and rational forms of social that this be a circle in which they face each

participation and otheo i® mam nirmporgamt | way @) which
(Edwards-Groves et al., 2010, p. 44). possibilities  for  fostering  deeper
The materiakconomic orders or interpersonal relations between a variety of
arrangements ( 6doi ngsuilents rday bet féciditated. dt asoghests
which are prefigured by school, opening up the possibility for a greater

curriculum, and broader policies and democratisation of the classroom through
systems which in turn open up or may shut the use of spatial arrangements. It also

down more inclusive practices in regard to  suggests the possibilities for enabling a

chil drenobs entry an dmoré symraetricalset ef relatiors of potver e
classroom/school building. For example, between groups of children and children
O6Leave t he c hi | dr e nteaches Suclk arlangements may Hitewitn

bel ongings without r pmdidenagchitectueesn sueh hse broader

spaces free for easy entry and exit from school norms, welfare and discipline
classrooms é Upon e n patides or gubtly tohteveme therh @nrthe n

should have someh er e t o s i t later cdse for eragiple, if school policy is

each other and wai t i rogusedoan establisamest df orouinesr i v e G
emphasises the need for the active scrutiny which, emphasise patlar norms of

of the set ups or arrangements of the practice through sayings such as the need
classroom. These include (but are not f or 6qguietd and 6order |
limited to) the physical layout and opposed to 6cal moé) .

Table 2

Recording guide: Entering and leaving the classroom or school building

Name of Child: Class: Date:

What to Record: yes no

Can handle separation / controls his/her emotions

Takes the initiative when greeting and saying good bye

Is aware of different spaces and how to use them

Is able to put on and remove clothing without assistance

Puts away his/her personal belongings in an orderly fashion

Collaborates in tidying and cleaning operations

Observes established standards of behaviour for classroom functioning

Behaves ppropriately and shows interest in planning routines and work

Displays orderly behaviour and helps others

Shows concern for safety, helping the others, using things properly, relaxing

Additional Observations:
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Games: MusicaHoops

As was prewusly statedgames can shape
inclusive practicesThe second and final
example drawn from our ongoing studies
is the development of an assessment tool
through which teachers can reflect on the
devel opment al aspect
through games. Whenenrefer to games,

JISTE Vol. 17, No. 1, 2013

emotional gamgplaying situations. The
active participation of children in these
activities allows us to observe and report
the characteristics of interpersonal and
social interaction that lead to emotad
conflicts. We will scrutinise musical
soope,f one hsuch daollbo@ts/e/sgeiala y
emotional game, more closely.

we include collaborative and soe€io
Table 3
Recording guide: Musical hoops
Name of Child: Class: Date:
What to record: yes no

Listens to instructions given to group as a whole

Needs individual instructions in order to follow the task

Expresses joy

Expresses fear

Performs gestures and actions to the music.

Accepts the other children and gives them shelter.

Understands the meaning of the game.

Facial expression suggests child is happy and enjoying the activity

Controls his/her emotions

Degree of participation in the debate:

Additional Comments:

An Example of theGame

In an afternoon free play session, the
children placed ten hoops placed around
the psychomotor room. Each hoop
represented a house in which the children
played. The hoops symbolised different
animals and different situationa which
the children played. Each time they
returned to their
hoops had disappeared, and the children
from that house, had to move to another
one. The children had to negotiate with
one another how to enter the new house.
The process antinued with the hoops
disappearing one by one. The negotiations
that were involved when moving from
their houses became more complicated
each time and the exchange and
cooperation with one another became
increasingly sophisticated. After a couple
of houss they all entered the remaining
house, feeling happy, satisfied, excited and
talking to one another in an animated
fashion.

A

135

Relational Aspects
The game of hoops firmly foregrounds the
relational aspects involved in this practice

through its exploration o f children
feelings and strategies in regard to
inclusive practices. In particular, it

foregrounds these relatings as a priority
valued by the teacher
htentian et stumlent candeteacber sayingse
(for exampl e, encour aq
somem e I n troubl ed) ; t he
exampl e, 6active | isteni
relatings (for example, the aim of
devel oping 6cohesion
the group6). Thi s [
there may not be problems or issues,
which arise as the games iplayed,
however, the critical point here is that an
emphasis on relationships and developing
emotionally and socially is being
prioritised through the doing of the game.
As such it opens up possibilities for
chil drenbés agency and

t
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integrative relationships in the classroom
context.

Organising Daily Routines and Games:
Practical Considerations

It should be made clear at this point that
the organisation of daily routines and/or
games depends on the duration of the
activities and to greater or lesser extent
on: (a) a full plan of action, which should
be decided jointly by teachers and
students. This helps to reach the right
decisions, to clarify needs and permits
everyone to express and communicate
their own ideas; (b) a period to carout
the different actions when children share
their plans, communicate and interact with
the help and mediation of the teachers; and
(c) a review session to think about what
happened and what else could have been
done. It is at this point that teacheasd
students get together to analyse, review,
and think about what has happened or is
happening.

What we refer to as routine activities
should be planned as such, and the
planning scheduled to help a whole period
of chil drenoés gr owt
therefore to register the growth of both
individuals and groups, how they develop,
interact and socialize. The supervisors of
the different activities should then keep a
diary, since anecdotal records of the
different situations are recommended. At
the sameime, teachers, supervisors, and
observers should meet for discussions
from time to time.

When we refer to games, each one is
geared to a certain level of emotional,
social, intellectual, and psychomotor
development. It is therefore important to
record al activities, and while the teacher
organises the activity, a support teacher, a
school supervisor, observer, or other figure
tracks the different situations and records
what happens. Next, the whole group of
teachers and supervisors involved in the
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experence in each school can listen to
what has been recorded and can discuss
the anecdotal records of the observers. In
each game, teachers can include a record
sheet for each pupil, paying closer
attention to children with difficulties.

Conclusions from SixY ear s 6

The proposed aims and objectives outlined
above can be realised through the proper
organisation of sociemotional and
routine activities, such as those detailed in
the paper. These can help us to explore the
classroom environment and the
interpersonal relationships that take place
in it. Daily routines contribute to social
and personal growth while promoting
healthy interaction. The different games
can also bring to light a variety of personal
and social development issues that can be
addessed in collaboration with the
families.

As we work through different daily

routines and play different games, we can
observe the arousal and development of
different emotions, such as love, fear, rage,
sadness, joy and different moods and
Imixed emotdns.i s i mportant

When planning daily routines, everything
should be organised and detailed in
advance and chil
should be recorded. Nevertheless, before
the game starts, especially for the first
time, the youngest children need a
demonstration, ste a spoken explanation
does not appear sufficient.

Repetition of the games gives the children
more opportunity to imitate the procedure,
which is important in building their
confidence, while allowing them gradually
to become more creative and take the
initiative, once the insecurity of the early
stages has been overcome. Each game
needs to be played at the right time and in
the right atmosphere, and it is useful to
relate the games with one another as far as

Researc
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possible. Nevertheless, daily routines in
sclool should be organised around
established norms, and can, with care,
gradually generate a positive climate and
promote effective communication.
Planning and supervision are therefore of
utmost importance.

Games can be used for a wide range of
purposesThey represent a useful resource
in certain classroom situations, such as
welcoming a new member, solving
conflicts, etc. Games give children the
opportunity to interact, overcome their
inhibitions and control their impulses or
aggressive reactions towardseers and
adults. Daily routines build character,
instil norms, promote appropriate
behaviour, and help to reinforce key
references.

The most practical way to record
gualitative observations is the anecdotal
technique. Diaries are useful when we
needto record what happens in different
situations, how children progress, how
things devel op.
an account of what happens and in what
circumstances, while providing educators
with a framework for intervention when

circumstances peri

Faceto-face contact has proven to be the
most successful and popular with children.
Life is understood better when boys and
girls meet each other fate-face,
exchange opinions, play and make plans
together. In the case of games, there is a
common project. In the case of dealing
with the routines of daily life, boys and
girls know how to interact and how to do it
better, respect others, share and put
themselves in the place of others.
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The organisation of daily routines and
common shared games a$i@al activities

helps to establish common standards,
shared projects, healthy interaction and
attitudes towards integration,
communication and friendship, as a joint
educational project to be shared with the
families, and to be continued and
reinforced inout-of-school peer actions.

Conclusions

Exploring what a practice is composed of,
t hat i s, how it
arranged  (Schatzki, 2002) as a
recognisable and comprehensible form of
action, is an important step by which
educators can begin transform their own

practices in ways, which open up
possibilities for more inclusive practice.
Changing classroom practices, our

understandings of these practices, and the
conditions under which they are carried
out, Arequires
and relatings t hat
(Kemmis, Wilkinson, Hardy, & Edwards

changing the practice architectures, that is,
At he medi ating
school and system policies, curriculum and
norms, which pefigure the daily practices
of classroom teachers (Kemmis et al,
2009, p. 5). This may seem like a task that
is beyond the ambition of everyday
educators; however, we have utilised the
preceding examples as a means of
demonstrating that it is precisely ihe
scrutiny of
through the minutiae of classroom
practices such as routines and games that
transformation to more enabling and
inclusive practices is indeed possible.
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EMOTI ONS I N TEACHERSOG TALK: A CASE STUDY
REGIONAL NEW SOUTH WALES, AUSTRALIA

Joy Hardy
University of New EnglandArmidale, Australia

Abstract: Thi s paper adds to the growing | iterat:
work. It reports on the analysis of sestiuctured interviews with 14 teachers located in

rural and regional NSW. The interviews were cactddins i t u and addr essed
bi ographies, professional trajectories, not
Corpusassisted discourse analysis was used to analyse thestewtured interview
transcripts, wheh form a corpus of almb400000 words. The Appraisal framework was

used to structure the analysis, which focuses on unsolicited comments that address emotions,
with particular attention to happiness. The findings demonstrated that the participants
frequently animated their tlalwith unsolicited references to emotions and, whilst a range of
emotions was referenced, the vast majority of references were to happiness.

Keywords:e mot i on, teacheApprdsalwor k, happiness
Introduction | think I might not be the best
organised person all the time but
Sutton and Wheatley (2003) reported that |l 6m really dedicated
there was scant research on the role(s) of on getting the best out of my kids
emoti on i n teacher sé6 wandkl.just $oven beeausé h leane,
however, there has been an increase in Infants you see just so more
research interest and outputs in this area. progression with thel
This paper briefly outlines major foci amazing to see them go from not
within the growing research corpus. The being able to do somethirtg see
paper thenintroduces a new research them suddenly being able to do it,
perspective by analysing the integration of it 6s j ust i ncredi bl e
emotionr ef erenced | anguage siometemebets&@ay AYou
talk. Specifically, the analysis examines proud | could cryo e
the talk of fourteen teachers working in |l ook at me | i ke Mndshe
rural and regional schools in New South Il 6m really commi tted

Wales, Australia. The eacher s6 t al kovewa s
collected in interviews conducted with all
research participants as part of the Bush The analysis presented here focuseshen
Tracks Research project funded by the t e a c hepresenbationof emotions in
University of New England. their talk, which introduces a linguistic
perspective into the growing body of
The interviews resulted in a corpus of research. Thus, the paper utilises linguistic
almost 100,000 words, and it was apparent methods of analysis, namely corpus
that affectual language that explicitly assisted discourse analysis (Baker, 2009;
named various emotions or that described Conrad, 202; Koteyko, 2006) and
behaviours typically associated with  Appraisal (Martin & White, 2007). The
various emotional states was a prominent analysis is structured by Martin and
feature of t he t eadMhhdredé taypgol o0gy of
demonstrated in the quote below. un/happiness, in/security, and
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dis/satisfaction, each of which was well  proposes that emotions are influential in
represented across the corpus. teaching and learning.

Researching Emotions inEducation The research reported here adds another
dimension to the extant literature; it

In 2003, Sutton and Wheatley reported that examines how references to emotion are

t here was Asurprisingflegr woivtetnl ei nit @s etaeracchh e r

about t he emoti onal thlesrgseach affersolihguidticesight mte r s 6

l'iveso (p. 9) . | n p ahet integnatiora 1of afffdctaay lexsspiate i f i e
t hat researchers MfAkntoava cshuerrpsroi st amlgky Accod @i
about the role of emotions in leeng to draws on linguistic research methods,
t each, how t e ac h e nanély corpesmssisted distauise analysis

experiences relate to their teaching (Baker, 2009; Conrad, 2002; Koteyko,

practices, and how the sociocultural 2006) and Appraisal (Martin & White,
context of teaching i2007)e Umperdase i usdéd heeeca toher s &
emotionso (p. 10) . Tdistinguish ohd ®chitical usage ef ahe ©rim

base to which Sutton and Wheatley refer Appraisal from other more general

has continued toxpand, however. There definitions. The same approach is used

is a growing body of research that focuses later in the paper when the term Affect is

on the physiological, psychological, and introduced as a technical termJhe

social basis of emotions and their former, corpusassisted (criticaldiscourse

regulation for teachers (Fried, 2011; analysiss a relatively recent approach that

Sutton & Harper, 2005; Sutton, Mudrey combines two previously separate

Camino, & Knight, 2009) and students methods, which has been enabled by the
(Bradley et al.,, 2010). Other research increased capacity of personal computers,
focuses on st udent swhereas thd lattdr dsa anh extersién of
perceptions of the role(s) of emotions in  Systemic Functional Linguistics. Appraisal

learning and teaching, respectively. In A i ®ncerned with the construction of

relation to the former, O'Rourke and texts by communities of shared feelings
Cooper 6s study (201@and valuesy aahdv with gthe 3lithgdistic
Australian  primary school stients mechanisms for the sharing of emotions,

i nvestigated t haded sttwacddertss@nds enlofr mati ve as:
happiness levels and, in relation to the & White, p. 1). Thus, Appraisal is ideally
latter, Har greaveso6 (aed vith) thienvgstigationciatd thes t udy
involving 53 elementary and secondary af fectual aspects of te
teachers i n Canada elicited Aiteacherso
reports of their emotional relationships to  Rather than performing a full Appraisal
theirwork, their professional development,  analysis, however, the research presented
and educational c h aherg euses the pAppraishlOfEar@ework to
Buil ding upon t his pnovide e tanalytiddlaleng rfoe @orpeiss 6
(2001a, 2001b) further research includes assisted discourse analysis. The Apgahi
emotional geographies of teaching. framework comprises three domains:
Another substantive area of research Graduation, Attitude and Engagement,
focuses on emotions and teacheentity each of which is subdivided into regions.
(Reio Jr., 2005; van Veen, Sleegers, & van The analysis presented here is located
de Van, 2005; Zembylas, 2003, 2005). within the Affect region of the Attitude
Despite paradigmatic differences and the domain.Af f ect cevahuatienr by s
associated consequences for the nature of means of the writéspeaker indicating how
the research questions, methodologies, and they [or others] aremotionally disposed
findings, the growing body of research to the person, thing, happening or state of

-
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af fairso (Whi t e, 2 0 Oriiese categories have beemysdd aopriesent
added). Affect can be subdivided into the dataand discussion concerning the
three categories of emotion: un/happiness, af f ect ual aspects of

in/security, and dis/satisfaction (Fig. 1).

(~ Graduation positive negative
. happy, love, adore, sad, mdancholy,
— unhappiness i heerful, hate, down,
buoyant tearful, low

Affect -< in/s ecurity confident, assured, unessy, anxious,

comfortable, fresked out,
trusting surprised
Aporas < Attitude Jidgement
\__ digsatisfaction involved, sttisfied, angry, furious,
_ pleased, charmed, frugtrated, bored,
Appreciation impressed jaded

- Engagement

Figure 1: Schematic overview of the Appraisal framework (Martin & White, 2007),
highlighting the typology of the Affect region

Bush Tracks

The theoretical / explanatory framework,
The data analysed in this paper aravdr which consisted of three overlapping
from the Bush Tracks project undertaken domains (Fig. 2), drew narrative, post
from 2003present. The Bush Tracks  psychoanalytic, and place theories into
Research Collective formed in 2003 with  combination. Each of the domains
the aim of addressing gaps in Australian contained multiple research questions as
education research. The Bush Tracks summarised &ow.
project explored o6éplaced as a significant
factor in schoolig outcomes.

Ideals
s D Visionary/
Experiential SELF ‘GOOD Aspirationa
sbiography TEACHER'
* journey * dreams
* transitions || e desires
RURAL

CONTEXTS

Figure 2: Bush Tracks: Theoretical / Explanatory Framework
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6Sel f o

1 Biography i What is the story of
0sel f67?

1 Journeyi What is the personal story
and how does the story provide a
sense of O0sel fod?

i Transitionsi What changes does the

60s el f 6nceewhere moving
from one sense of
and how do these produce
6growt hé?
Situating the 6Good
fWhat is a 6good
M1 s a 6good
generic or does it differ in rural
contexts?

1 Given that so many of our pre
serviceteachers are sent to a rural

area, are we preparing them
successfully, bot
teachero and al so

O0Rural Contextsd
1 Why do teachers stay?
1 Why do teachers leave?
1 What are the opportunities, rewards
and challenges of leadership?
1 What issues attend professional
learning?

As can be seen from the research questions
above, the Bush Tracks project did not
explicitly address the role of emotions in
rur al and regional t
the quote in the introduction illustrated, the
teachers drew on emotigrlated
vocabulary and referred to behaviours that
are associated with particular emotions.
The references to emotion were unsolicited
and prominent in the

Analysing the Representation of
Emotion i n fdke Tea
The teachersbo I e x i
explicitly named various emotions covered
the three major categories of Affect
proposed by Martin and White (2007),
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namely un/happiness, in/security, and
dis/satisfaction.  The discussion below
addresses each of #ecategories in turn.

However, the teachers referenced emotions
associated with un/happiness more than
those associated with in/security and

dis/satisfaction. Thus, the discussion
focuses more on un/happiness than
in/gegugity gn@ disksagisfagtigng t h e r

Un/happiness

texigat gheigeg that identified emotions

t e Withip the wiappiness category had the
t e a c higphest frequgngyeacrgss fhg corpus and

the majority were on the positive side of

the binary, with Ohappi
having the highest frequency. Numerous
guestions can be posed to the references to
Ohappinessd that teache
fheir discourse Arehe te t§r§ agpy or

s%elﬁing @adoEir]e;Is? lpo:% dteéi%hs;rs refer

to their own happiness or to the happiness

of a significant other/partner, their
coleagues, their students
parents? What are the sources of such
happiness? Are the teachers teaching about
happiness? etc.

The majority of t he t ec
t hat mentioned Ohappine.
teachersdé own tbhnthapi ness
of their colleagues, and then the parents. It
is important to note that varying
grammgtical structures m?/ be used to
AFaMmEBOt WO " Emot i®dns
happy, happiness, happily, happier. These
different grammatical structures result in
significantly different meanings being
realised. The most commonly used
grammatical structyre used across the
ctoerap(il erp°'r°e§é" Ke d 6happ)y
attributed to participants, in other words,
teachers claimed that they and /or their

cdlidaduésere happy.

CaBcbrding €8 CBuIPyS and! Pikhégar
(2009) , Ahappiness f
found intrinsically rewarding, morally
upstanding, purposeful, appropriately

e |

ol |
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challenging and fully supportive of the and interactions. Sifically, the
peopl e i nvol vedo ( p happipetss )referendel ein metatoon to
frequently mentioned factorthat the supportive working environments in the
teachers raised  when describing first quote above draws on closeness in
themselves and/or their colleagues as both personal and professional relations
being happy was an absence of change. A and interactions.

link between emotion and change has been

identified by Hargreaves (2005) and Reio, Fol | owi ng happi ness, 0
Jr. (2005), and it is widely acknowledged second most frequently meotied
that resposes to change are influenced by  emotion within the un/happiness category.
personal factors such as gender, age, and Unlike the strong recurrent patterns that
generation, etc. However, great occurred when the teachers referenced
consistency was shown across the corpus: happiness in their talk, love was referenced
teachers consistently articulated that they when the teachers spoke about a wide
were happy with their current position range of topics relating to their work.

within the continuum of aaer stages. However several teachers similarly
referenced love when talking about rural

At t he moment | 6 m | placés dna prgral teaahingf iThise is

tuning t he skill s. Ipd@igmantle nllysoayed ring theb fellowing a

class teacher. I d o n Quote, wehicht counderpbises &vedang ut y

yet. sadness.

Some people are more than happy to stay | love rural teaching because, without
in the classroom, but | think they are the being condescending, theif st udent s 6]

best teachers that we have. experience is so | imite
wor |l do, as simpl e as n

| 6wmery happy with t hecegndhatydufeehyod ltaveradpt tagive.

the moment. On the flip side, the experiences | have had

are vast, comical, sad and some that |
Teachers also described themselves as never would have had on the coastim
being happy when they were discussing the city. Really, the list could go on. I will

supportive working environments. be very sad to leave.

You donodt have familip/secuyyoudre in a place
and you support each other, you make

each other happ you help. Within the Appraisal framework, which

has been used to structure this discussion,
I was so happy that Martch agdo Wieite i(20Q7)o specify stltah o o |
where there was a lot of supportandligot Al n/ security covers our
a lot of spoorfeeding | suppose. and amiety in relation to our environs,

including of course, the people sharing
The happiness that teachers referenced t hem with uso (p. 49) . l
when discussing supportive environments this  category include confidence,
can be l i nked t o H assgraneea vands &rust,( 20d0 hegative
2000 b) notion of &6e mo temotions linclgle anyietya wdneem,s and
which he uses as a spatial metaphor to surprise. The most frequenmetion that
signify the emotional manifestations of the teachers referenced within the
peopl eds personal, Il chs ecumity matabopry wa
professional, political and physical was often referred to in very close
6closenessd or oOdi staonomréctinon hewirt hrelbabnace
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worry/concern was expressed when the The most frequent emotion that the
teachers spoke about accelerated career teachers referenced within the
progression at a ymg age. dis/satisfaction category was frustration;
however, frustration was referenced in
Age probably worries me more here in t eacherso6 talk about a
[regional city] than it worried me in There were some recurrent connections,
[remote town] because everyone out in  however, such as frustration concerning
[the remote town] is very young, the bureaucratic requirements such as
majority and when 1 first came here, not  paperwork and mandatoryprofessional
now but when | first came here three years development courses.
ago it was emething | was concerned

about that | would be walking into a | do find that one of the most frustrating

school where ther e h dhthgslioemens pagperaqgokiwhaichstbps el

been teaching here for twerfiye years. from being betteré ther
that I 6m not actwually d

| was a bit concerned about telling, giving  that frustrating.

instructions to peopl e, because | wasnot

that much older at thatme. My biggest challenge | find anitlis very

frustrating is when | first came here you
The most frequently referenced positive have to go to the prin
emotion associated with the in/security  course, you have to do to have someone on
category was Oconf i dgonrcseaftrained ehsanirbctsin ang thdtr o m
increased professional competence either and someone trained on your staff in
as beginning teachers or as teachers OH&S and so everyone has to have

beginning a new career stage. somebodyn their staff trained in all these
things and in a one te

| think sometimed think 1 6m wuil | at t he

beginning stages, but Il 61 | get a | ot of

competence and confidence as time goes The most frequently referenced positive

on. emotion associated with the

di s/ satisfaction categol
| feel like competence is definitely especially in relation to professional
developing, confidence is probably a lot learning, both informiaand formal.
better.

Well, | never stop learning. And, um, |
My judgement is a lot clearer and | guess enjoy the stimulation.
that results in me confidence.

A lot of inservice is just for principals for

Dis/satisfaction things like that. | enjoyed that.

Within the Appraisal framework, Martin | ended up in a KL most of the time | was

and White (2007) specify that there, enjoyed it, learned a lot.

ADi s/ satisfaction deals with our feelings of

achievement and frustration in relation to  Teachers alsoeferenced enjoyment when

the activities in which we are engaged, discussing their rural location.

including our roles as Iblo participants and

spectatorso (p. 505) I Ptdhs intkki viet 6esmojtu ntn st h &
this category include satisfaction, pleasure reward and | like the sense of small

and enjoyment, and negative emotions community and knowing the parents, and
include frustration, boredom and anger. knowing the kids in that small community.
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Family sort of situation, I really ke that. |

suppose thatds not f
me thatos part of
No, no, I wasnot [ |
donodt know why, I

not enjoyed my experience in [rural town].
Discussion

As mentioned previously, the reseh
guestions of the Bush Tracks project
neither explicitly nor implicitly addressed
the role of emotions
rural and regional settings, yet the
participating teachers drew on affectual
lexical resources extensively, and the
emotions tht were represented were
wholly germane to particular research
guestions. Specifically, the research
guestions concerning
and identity sought to draw out personal
stories andhow the stories provided a
sense of 0s elctuadlexicdl h e
resources constituted a highly influential
structural element in the narratives: the
teachers chose to foreground emotions
rather than other aspects of given
situations. For example, when discussing
professional learning one of the
participarts foregrounded personal affect
by statingl enjoy the stimulatiorrather
than stating that the learning was
stimulating. The alternative version
identifies a quality of the learning rather
than a personal emotional response.
Although it may be argued thathe
distinction is subtle, it is a distinction
nevertheless, and the distinction is made
consciously to foreground identity and to
present the self as an affectual rather than
dispassionate professional.

The research also sought to investigate
transitiors, namely the changes that the
6sel fé6 experiences
sense of 0sel fd to
again utilised affectual lexical resources
when discussing continuity and transitions.
The teachers explicitly described being

w
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happy during peads of continuity/

siabilityeand drequently degcribecbayet f o r

w h ééachieved rgnfaence when entering a

new career change. The unsolicited
affectubly |responSleo , assac@tad nwith |

| ucertinuity andetransitmons, is roteworghy e r

given the accelerated career paths of many
teachers in rural and regional areas in
Australia.

Another research question sought to
determine whether the initial education

courses at the University of New England

were npreparng sthdents ssdccessfully Kor i n
teaching appointments in rural and

regional aeas. The linguistic analysis of

t he rur al and regional
highlights the importance of emotions in

their presentation of 6
of continuity and transitions, as well as

theirh eelatioeshipgs h eviths &collesaguesy | e s
student s, rests, vadde pldace 6 p a

These findings provide support for
studyirgy the fole @ énfoton in teaching in
pre-service teacher education courses.

Whilst the role of emotion has received
critical attention in relation to practicum
components of prservice teachesourses,
Bloomfield, 2010; Hastings, 2004, 2010),
greater attention is required in other
aspects of prservice teacher education
courses (Hawkey, 2006). Whilst the role of
emotion may be addressed at all year
levels in preservice teacher education, the
inclusion of indepth study of emotions in
a capstone unit warrants serious
consideration. Capstone units serve
multiple functions such as providing
course cohesion and the integration and
synthesis of knowledge and skills gained
across a course, as well gseparing
students for the transition from study to
work. Perrone and Vickers (2003) describe
this transition as
bteess, amxiety,i shagk, fear,ouncertaimtg,

na

doss oldndlimess, depredsien artd éealings efr s

low worth. These feelings are nautinely
anticipated by student ¢
transition is also accompanied by identity



change from student to professional, from
pre-service teacher to beginning teacher.
As noted in the analysis, rural and regional
teachers  associated emotion  with
transitions, thus addressing the role of
emotion in capstone units in pservice
teacher education courses enables students
to anticipate and prepare themselves for
the emotions that they may experience as

they transition into the teaching
profession.

Conclusion
According t o
experiences i the ordinary and the
everyday, the profound and the
momentous i are first and foremost
experiences that are shared socially
t hrough t he

Teachers in the Bush Tracks @adj shared
the ordinary and the everyday, the
profound and the momentous experiences
of working in rural and regional settings
and they animated their talk with frequent
references to emotion. The references to
emotion were wholly unsolicited, which
demongrated the links that the participants
made with, and the importance that they
ascribed, to the emotional aspects of
teaching.

The discussion presented here has drawn

Gar dnethap Ry 04)1,
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un/happiness, in/security, and
dis/satisfaction. Although, the emotions
that the teachers referenced could be
mapped to all three categories of Affect,
the vast majority referred to happiness.
One teachr commented,y o u canot b
unhappy and do a good job teaching.
Bullough and Pinnegar (2009) have linked

teacher happiness to Ar
eudaimonia which is usually translated as
6fl ouri shingé. The teac

emotions certainly coreyed a sense of
flourishing and one teacher explicitly
described herself as thriving:was really

rebl fgdshrivec

The role of emotion in
been neglected or underplayed in -pre
service teacher education (Perrone &

acti vi t yVickerd, 2@3an | Thed incbrporation2 6f3 ) .

explicit study of emotions in the
coursework and practicum components of
pre-service teacher education courses is
essential for prservice teachers to gain
understandings of the role of emotions in
teaching and learning, and imofessional
identities, relationships and transitions.
Such study can be strategically
interspersed throughout pservice teacher
education courses and capstone units
provide a particularly strategic opportunity
to enable students to anticipate and prepar
for emotions that they may experience as

on and situated the emotions that the they transition into the teaching
teachers referenced within the three profession.
categories ofAffect configured by the
Appraisal framework, namely
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Abstract: The philosophical and culturally aligned role of gervice teacher edation in

Paro, Bhutan and Armidale, Australia is the context for this paper. The effect of these
programs to prepare teachers to impart key health information on nutrition is reflected
through interviews of schoalged children in Paro (n=8) and Armidale£16). The

knowledge evidenced from these data included confused and inaccurate understanding of
6someti mesd and dbéeverydaydéd foods and what <co
carbohydrates, proteins, and fats. Students inidaite regularly cited fastoodchains as
synonymous with foods to be limited while this was less of a concern of the students in Paro.
Such commercial food availability and other culturally specific differences underline the
comparisons in these two locations. The implicatidriib@se findings have relevance to the

role of schocbased teachers and peervice teacher educators, negotiating for creative

space in programs of study employing a research informed position.

Introduction & Carlin, 2007). Studies have shown that
children are more likely to stay obese into
adulthood and have an increased risk of
cente of health education programs developing diseases associated with
particularly because concerns around the obesity (Australian Institute of Health and
gener al popul ati ons 0 Walfara | t[AIHWI, e 12810)e d Bdingt ne s s
and wellness have been raised. Diet and overweight or obese increases the risk of
exercise rates have been associated with suffering from a range of conditions,
cardiovascular disease, diabetes, and including coronary heart disease, Type 2
strokes Brown, Burbn & Rowan, 2007, diabetes (AIHW, 2010), and range of
Warburton, Nicol, & Bredin, 2006) The social prejudices (Dietz, 1998]besity is
social and economic costs to society for not a concern for many countries such as

Nutritional education has been at the

what has been ter medBhatdni f estyl ed di seases,
underscores the interest in health
education. One factor in addressing the health

concerns of children and obesity relates to
nutritional education. Educating children
through knowledge of foodypes and

In Australia, even though there is a strong
identity with the spding culture, the

incidence of people leading a sedentary
lifestyle is high (ABS). For example, the
obesity rates for children {67 years of
age) have increased from2% in 1995 to
7.5% in 200708. Aligned studies of pre
school aged children have indied a
15.2% incidence of children classified as
being overweight and 5.5% classified as
obese (Wake, Hardy, Canterford, Sawyer,
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guidance of choice is the primary focus of
health and nutritional education (Board of
Studies [BOS], 2006b). In much of the
literature surrounding food, health, and
choices that children make, there is
concern for the perceived lack of transfer
from knowl edge t
Fleming & Parker, 2007) or to health
practices (Mielewczyk & Willig, 2007).

O- behavi



The nature of individuals and their long
term health behaviours and practicegxn
post factostudy of schoebased learning
remains a cendit challenge to this issue
(Nutbeam & Harris, 2010). In addition, the
difficulty in designing methodologically
appropriate studies that have the capacity
to segregate and detect the issues of
knowledge and application to behaviour
and/or health related prices (Nutbeam &
Harris), keeps this facet of health
educationoés
However, the concern for educators at the
tertiar yholwevneuchi sofo
presented in prservice teacher education
programs flows on to students in schools?

In this paper we describe how societal
health concerns are approached in two
diverse cultural contexts. This is achieved
by firstly describing the prservice
teacher education for Paro and then
Armidalei cities in respective countries of
Bhutan and Astralia. This structure
allows for each section of the paper to
follow that comparative case study
approach.

Pre-service Teacher Education at Paro
College, Bhutan

In 2010 the Physical Education Teaching
Team at Paro College adopted the
philosophy of GNH (Gross National

Happiness) by institutionalising this
concept through a programme of
individual fitness. The aim was to

stimulate preservice teacher trainees and
recent graduates to reach out and influence
the thoughts and attitudes of the various
schod communities by, metaphorically
speaking, scaling the highest mountains,
braving the torrential rain, and spending
marathon days walking to their place of
employment. This latter comment refers
to the fact that to reach some schools in
Bhutan may involvea two or three day
walk, that is, from the nearest road (Office
of the Census Commissioner, 2005).
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Health lectures at Paro College are
advocating GNH through the idea of gross
national healthiness This innovative
concept can be achieved in a number of
ways, such as by raising awareness
through practical applications. For
example, a class activity might include a
task such as examining food wrappers to
determine the calorific value and nutrients
they contain. This activity is creating an
awareness of utrition and a pedagogical

ef f ect iappeoack that can beadplicated in schools.

Schootaged students could collect food
wrappersé from a school playground,
thereby providing greater consciousness of
environmental issues, including for
example, pollution and hygiend3y using
such a handen teaching approach, pre
service teachers are being equipped, not
only with greater knowledge and
understanding of a number of important
issues, but are also provided with teaching
strategies they can take with them into the
schoots and communities to which they are
posted.

Pre-service Teacher Education at UNE
Armidale, Australia

For preservice teacher education students
at the University of New England, health
education is delivered as a one
lecture/workshop topic in a Masteof
Teaching program (2 year pservice
teacher education award) or a one unit of
study in the Bachelor of Education
(Primary) award (4 vyear p®ervice
teacher education award). As such, there
is either a very small amount of time
allocated to the approh and pedagogy of
health education, or a one unit allocation
(150 hours of learning time). Therefore,
academics have adopted a conceptual
approach to health education at UNE, and
it is up to each student to elect to apply
their understanding of nutritiono their
lesson programming assignments. Many
students wade into the quagmire of
nutrition, espousing
foods, healthy and unhealthy choices, and

6



are usually bereft of the sociological
implications of using the obsolete healthy
diet pyramd (see http://www.lifehacker.
com.au/2010/10/howio-usethe-food-
grouppyramidfor-bettereating/), which
was most recently replaced by the plate
(see http://www.health.gov.au/internet
/healthyactive/publishing.nsf/Content/eatin

9)-

Some preservice teahers will look to
planning for nutritional education through
activities such as having scheamjed
students conduct an inventory of their
lunchbox and categorising foods that
children have brought from home. They
also have students interrogate their s¢thoo
environment by screening the availability
of O6healthyd choices
providing a rationale for such learning
activities of health promoting schools.
Without careful and considered
approaches, preer vi c e
meaning intentios to educate their future
students on the knowledge of nutrition can
have negative emotional and social
implications for the students in schools.

So from diverse approaches to health

education: Paro adopting an ecological
approach through practical heéng
activities, backdropped by a cultural

philosophy of Gross National Happiness
through GNHealthiness, and Armidale
through procedural, tokenistic food
inventories, the prservice teacher
education programs operate in different
social and educational ontexts. Pre
service teacher education programs are to
prepare future teachers to impart an
effective school based health education
program. Schoehged children are
expected to achieve knowledge of food
groups, food choices for good health,
balancing ating habits, and fast fooda
health choice, as prescribed by the Board
of Studies Health Education Syllabus,
(BOS, 2006b, pp. 385). Given these
diverse approaches to pservice teacher
education for nutritional knowledge, what
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Is the effect of thesprograms and what
type of nutritional understandings do
students in Paro and Armidale
demonstrate? To answer these questions,
schoolaged children have been the focus
of this research. The focus on schagked
childrends knowl edge
detemine the baseline of knowledge as a
precursor to informed decision making in
eating behaviours and to reflect on the
effectiveness of wservice teachers and via
expost facto, preservice teacher
education programs.

Methodology

The Health Education Bgram (HEP)
implemented for Armidale schools will be

desdribed, Hadlowedc by otloel procealuras e e n

governing the collection of data in Paro
and Armidale. Features of the school
systems will be provided as will the profile
stwderitsl and  researchers
participding in the study.

The Health Education Program (HEP)

The Health Education Program was
constructed with the collaboration of both
classroom and specialist teachers. As such,
an age and developmentally appropriate
program of nutrition was developed and
delivered to each of the class groups.
Specifically, the Health Education
Programs were based on the Australian
state of New South Wales, Personal
Development, Health and Physical
Education (PDHPE) syllabus content
strand ofPersonal Health Choice@BOS,
2003, 2006a, 2006b). Students in Paro,
Bhutan were delivered a context specific
program on healthy eating, and afterwards,
they were asked the same interview
guestions as those in Armidale. The years
of schooling were matched as closely as
possible; howesr, due to the contextually
diverse schooling systems the alignment in
student age groups and school year(s) may
not always be consistent.



The developmentally appropriate Nutrition
Education Resource for Youth Ageslf
(Wisconsin Nutrition Education Bgram,
2007) provided a robust framework upon
which teachers could base their programs
of study. Associated learning and
assessment choices were framed by the
Knowledge and Understanding Outcomes
of the NSW curriculum in combination
with decisionmaking oucomes from the
Skillssection of the syllabus. Similarly, the
primary (K-Year 6) and secondary school
(Years 710) Health Education programs
were based on the NSW-&and 710 PE
syllabus for Stages-3 and 4-5 (BOS,
2003, 2006a, 2006b) respectively.

In the schools in Bhutan, and more
specifically Paro, nutrition education is
delivered bygeneralist teachers.These
generalists arerained, usually during an
organized nationally based workshop
organized by the World Food Programme
of the United NationsThis is a shorterm
programme aimed at providing some
nutritional knowledge to teachers.
However, the programme is not based on a
handson approach and not intended to
make teachers to be experts in nutrition.
Prior to 2000, there were few books
available, which delivered lessons on
nutrition. Nowadays, howevethe usual
mode of delivery of nutrition education in
Bhutanese schools is through referral to
textbooks. The aim of using these texts is
mainly to ready students to sit for
examinations. It wod appear that the lack
of understanding of nutrition education, by
the generalist, has done little to enhance
the quality of Health Education in schools.
For want of a better phrase, the apparent
lack of resourcefulness, on the part of the
generalists,eems to have led to a situation
whereby nutrition education has not kept
up with the more diverse range of foods
available in Bhutan.

In accordance with the organisation of the
Armidale school, students enrolled in Year
3 to Year 5 received a unit on ntibn
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delivered by their generalist primary
classroom teachers. These year groups
would align with eight to ten years of age.
At the same time, specialist PDHPE
teachers taught students in Years 6 to 10
their HEP. Similarly, the age groups are
generally eleven to sixteen years of age.

Data Collection

In Paro, studentsn€8) were interviewed.
These included three female students from
Year 4 (10 years of age); two students
from Year 8 (one 14 year old female and a
20 year old male); and three female
students from Year 9 and 10 (two 17 year
olds and a 15 year old). Due to the diverse
age groupings of students in Paro, direct
comparisons were difficult to make from
Paro to Armidale, and the gender balance
was 7 females and 1 male.

In Armidale, two stdents from each year
group from Years 3 to 10 were interviewed
(n=16). These students were from diverse
points on the achievement continuum as
identified by their classroom teachef$e
gender balance of participants was
representative of the larger schoo
population with 10 boys and 6 girls
interviewed. The junior school is <o
educational; however, the middle and high
school sections cater for male students
only.

The interview instrument was based on
that used to evaluate the Wisconsin
Nutrition Educabn Program. Students

were asked in agappropriate language to

explain the rationale behind the terms of
0Someti mesd and
what foods were examples of
carbohydrates, proteins, and fats.

Researchers included educators in-pre
serviceteacher education universities and
schootbased teachers. All authors were
involved in aspects of either collecting
data in respective international contexts

OEveryd



and/or analysis of coding the transcript
data.

Data Analysis

Interview data were recorded, riscribed,
coded manually, and subsequently
analysed using the Leximancer text mining
software (Smith, 2000). The interview
data were first coded manually for trends
within and between
across the same questions. Due to
limitation on the space here, Leximancer
results are not included; however, there
were high levels of confirmation between
the manual coding and the Leximancer
concept and theme maps.

Results

Results are presented firstly for Paro and
secondly for Armidale in eaclsection.
Students were asked to indicate their
understanding and to provide examples of
what the following terms meant. These
are considered to be basic nutritional
terms.

ASometime® Foods

The first term was regardingometimes
foods, referring to fods that are
recommended to be consumed on rare
occasions. Daily consumption of
sometimes foods would lead to
malnutrition and/or excess of energy
intake. Chocolate is one example of a
Asometi meso food.
identified as either F (female) & (male)
with his/her year following; therefore, a F
4 would be a female in year 4.

Sometimes-oods in Paro
Sometimes foods for students in Paro were
identified by the students in a different set
of meanings than expectédthese ranged
from interpretabns of the various
religious and/or availability of food
choices over the concept of nutritional
gui del i nes. For
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maggi e/ noodl es, -#4)ice an
ADai |y I eat rice, c |
wat ermel on awmd . s @MiOteeho
sometimes food that | see are Bhutanese

red rice, peaches, appl
(F4) . A Me at are someti me
we eat them once in a while. They are

speci al and eat -O.nly on
OrasFl1 stated, ASometi me

other than daily meals: Food that we eat in

p aastal tonespatherttisa® our dadypnoeals e s

which are healthy. Examples: bread and
jam, koka (noodles) and momo (meat or
vegetable dumplings)o.

This last quote may be indicative of
different interpretations of the questi
potentially exacerbated by diverse cultural
contexts. Meat as a sometimes foods may
relate to the effect of socieconomic
status and/or the influence of Buddhist
lifestyle.

Sometimes Foods in Armidale

The majority of Armidale students
(n=12/16) ould recall and provide
examples of foods that were categorised as
someti mes foods.
responses provided evidence of a basic
understanding of the term. When provided
with a prompt from the interviewer, about
foods being categorised into someis or
everydayfoods, the students could then
provide examples of different types of
foods which are recommended to be
consumed infrequently (e.g., chocolate and
chips).

Mo s t

Each student i s
Regarding the reason for the term
sometimes foods, the majority of

participants (3/16) indicated that eating
these types of foods each day would mean

t hat they would get A f
tastebuds woul d become
boring, 0 and that i f t !

thing over again and again you would get
fatelt) (For y getl heap® aofl d A
acne8). (M

mes |

AfSomet i eat



Fast foods were commonly identified as
sometimes foods with many offerings from
named fast food outlets such as
McDonalds, Kentucky Fried Chicken, etc.,
(15/16). Chips, burgers, fat, chocolate, soft
drinks, sweets, and chocoldiiscuits were
all named as sometimes foods.

Some studentsn€8) provided indepth
descriptions of the lonterm health
implications related to eating too much fat
from meat, chips, and fast foods. However,
a small number of students € 2) also
erroneaisly  provided examples  of
everyday foods such as vegetables as
being deleterious to loAgrm health (M

5).

fiEverydayo Foods

Everyday foods are those that are
recommended to be consumed daily. For
example, fruit and vegetables are
considered to be evatgy foods, and they
are recommended as
campaign in Australid as suggested a
total of five serves of fruit and/or
vegetables will provide the recommended
nutritional requirements for individuals.
Grains, proteins, and minimal fats aso
recommendations for everyday foods.

A

EverydayFood in Paro
The Paro students indicated the following:
Al eat pot atoes,
t ead)iA(BFveryday, I
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EverydayFood in Armidale

In Armidale, all students (16/16) could

identify what everyday foods were and

why they were termed such. Students
provided examples of healthy everyday

choices that were aligned with the
nutritional guidelines. Example responses

i ncluded: AAppl es, banart
are everydeay .f ooidRedd (nve
vegetabl es such as peas
6).fiMeat, vedewad)oeg Mand

Overall the questions about everyday
foods were answered thmostaccurately

of all the nutritional knowledge questions.
Students also provided accurate rationales
for eating these foods and explanations
about why everyday foods are impata

A representative response to the request to
give a rationale for eating everyday foods

was that, AnParents forc
SO you get wus-8)d to them
Identification of Food Groups

Five a Dayo medi a

Across the age groups and contexts, there
were studentsvho gave inconsistent and
erroneous examples of types of foods. For
example, when students were asked to tell
the interviewer about the foods that were
representative of specific groupings, they
made the most errors for the category of
carbohydrates. Stedts were more
accurate for protein foods, and most

p u m@dcurate inagividg ekamples of rvdgetablesg a r
e a tandr fruits.e Specificorésalts are discussed

chillies and &r)een Rietgee,t abl eso (F
potatoes, calibg e , spinach and chillieso
M-8).iEvery day food we@arbehydfae®od whi ch

we eat every morning, lunch and dinner.
Exampl es: rice, -cur
11).

Rationale for eating these foods included

owl
F

I n Paro studentsoéo

group wasetlae naost daccuvatet eaved
students did noprovide answers to this
guestion. However, the following answer
Is typical of the mix of foods listed to

k n
2 (

AMy teachers said thraetprleesainthyntoocdt ager y.
spinach, beans, fill e heado ( f eigenwheatiflour, mdate butter, cheese and
jungle) (F4) . il f I eat umplbe &B. WM food all

the time, it wd.ll make me sicko (F

154

In Armidale, students providing accurate
answers d this question were in the



minority (n=4/16). Most correct answers
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Students in Armidale provided examples

came from the older students who of protens, students made responses such
provided correct ex ampthosesproddechbelovabsa n a magsa,s tap p
riceao7); G Mutr i @ rpapular (pears and v-3®;gientoab | wsroe o
Australian cereal, regularly advertised asa (M-5); Af i s h, me at and eg
young man surfing, and gromg across chees-@andiMut ri g8.aino (M
time-lapsed sequences), bread, snacks,
mi |l o and shape8y anfl,c r aThik kevelsoj @onfugidvi concerning what
Abread an#0).pastao ( M constitutes foods withinthe protein

category may be compounded by the
In both Paro and Armidale, students at the advertising on television for the students in
younger age groups did not provide Armidale. Nutrigrain is a cereal advertised
answers to these questions on food t o O6buil d strong bodies.
categories. Older students ropided
examples of carbohydrates, but they also Fat
included various proteins and dairy In Paro, fat was accurately identified.
products which provide evidence that A Me a't (por k), butter,
students were not clear on which foods f o o ¢Fs89 ; Aol | butter, P
were in each food group. When asked for nood| es and mi8); land powd e
the rationale for eating foods from this fAf at s ar e t hose food
food group, reponses from Paro included ener g ( F
AGr een vegetabl es hel p us to fight t he
di seases and ma-fls UnsArmid@ea fort féogsoiden(ified to have
Responses from Ar mi dfalir themn stidents e(d=11/6) owere

i dead8) { MAigives you
and protldi)nsoil (6w
it meand | have learned aboittin Year 3

t houg#Bd; ( Ml am-6y)ant
Aneed them for
much you

odds with their expectations of student
knowledge.

suesPohMes
e ner glurgas) edmootliies, ycoffee and tiots tob o

wi | |-4).gMdany t ot Hert 0f d dd s3 )h;a vaen df aft Su g(e
teachers would find these responses at

t doresistemtans knowirgntleat itgisy preferable
n o tif fat wm reeatvishcatt off and not eaten.

t he i ntervi ew
from Ar mi dal e

Some of

foods and normal like at

restaurl®nt so

meals,
(M

When asked ahd the implications of

Proteins eating these foods, res
The knowledge ofthis food group was i snot good for yadu to e
inconsistent with the younger children because it i's ba3 for ‘
confusing proteins with other more well and nlt S not good fc
known food groups while the older shoul dnét eat-7)Jt oo much
students were confident of their answers
(Armidale,n=10/16). Responses to the Question of Why Ea

Certain Foods
Students in Paro provided examples of
prot ei ns iedlenfid) anhk| rice, d r Paro:
meat, fruit, veldet ablieAs vaard ejtuyi coefo f(dod i s i
AEgg and dahl 0-11). 1| ndi ao noplikd te eas game féod all the time
AProtein are those ffFdlod wliil ¢ h |l hedap umheal't
growth and repair the cell and even sick and miss my class and not perform

produce alit i dot eo
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(F well

i n sBtyudifeFsor
functioning of ourboyg and t o

(tvhe p
be he



(F-8) . AProtein,
body will become big, strong and healthy.
If we eat too much fats, it will make us
obese and we are sick. Diabetics and
obesity are a8).so the

Discussion

The cross culturat o mpar i son
understanding ofometimesand everyday
food in addition to food categories of
protein, carbohydrate, and fats has shown
more similarities than differences. In Paro
and in Armidale students were consistently
inconsistent. That is, there were
mi snomer s concerni
understanding of what constitutes a
protein, fat, and to lesser degree,
carbohydrates. These outcomes may not
be that important in the overall
understanding of foods; however, the
terms of sometimes and everydayods
have been introduced as a guide to food
selection for general populations.

For the students in Paro, the health
education program has a different set of
findings. The responses from the students
there, may have more to do with a
linguistic interpetation of what is

sometimes versus some times, and
everyday foods (intended to refer to
selection of foods that are recommended to
eat every day) could be interpreted as
foods 6seend or
initial evidence requires following up wait
the students in a member check process.

The dearth of fast food outlets in Bhutan is
a key feature of the interpretation of some
of the nutritional information gleaned in
Paro relative to Armidale. Students in
Armidale were very knowledgeable about
the classification of all fast foods as being
sometimes foods (even if they wanted
them as everyday foods!). This was not an
issue for the Paro students as they reported
that their parents, predominantly mothers,
were selecting and preparing the foods and
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interviewed.
There were more parallels than
diveagerses s on ( Mle  demonstrated

knowledge of food choices and categories
of foods between students in Paro, Bhutan
and Armidale, Australia. The health

o f edicdtiendpeograns fgrovided imgsistent

results across all year levels in terms of
Ar mi dal e studentso
understandings of nutrition. From this
phase of data collection it seems clear that
students in the Armidale junior school
require more opportunities to gain a
ihadistic views of uhe elysical 6and health
implications of eating a balanced diet.
These students also need a grefateus on
differentiating and defining carbohydrates
and proteins to clarify their understandings
about these types of foods. Accuracy of
knowledge musbe considered a precursor
to informed decision making. This
recommendation could inform a second
cycle of an action research follewp study
with further probing of Paro and Armidale
studentso
guestions.

Overall, the $sue of what students know in

school has greater potential influence on
the changed dietary and lifestyle practices
for their families than has been previously
considered. The role of the teacher in

critical to addressing multiple strategies
considered to prepare young people to
make informed decisions regarding
nutrition and diet. It is therefore the role
of teachers in schools to consider that they
are not only preparing students in their
class but the inflence is far greater.
Taking this logic to a natural conclusion,
the role of preservice teacher education
programs is quite profound. In the
experiences of the authors of this paper,
there seems to be little connection between

what is happening at the rgservice
teacher education level and the
understanding of these nutritional

under standi

car bomeds rfat thes ,studerstst svhoa rwere o u r

k n

ng:

0 s i g hpplgng the results of this idvastigation isT h i s
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concepts. The results from this study have tertiary teacher preparation level may have
the potential to inform the level of and the fbw on effect for teaching practise
effectiveness that health education at the
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USING THE CASE METHOD IN TAIWAN TEACHER EDUCATION:
THE INFLUENCE OF PRE-SERVI CE T E A CH RACIERISTIBA
ON CASE LEARNING

Wei-Yu Liu
National Dong Hwa University, Hualien, Taiwan

Abstract: The purpose of case learning for this study was to promots e vi ce t each
pluralistic thinking abilities. This study was to explore the relationship student

characteristics on case learning. Does gender, education level, or teaching experience make

a differenceinprs er vi ce teachersd case | earni T h e

ng?

presented to 150 preervice teachers in the Elementary Eatimn Program of the Center for
Teacher Education at National Do#dwa University in Taiwan. Quantitative analysis was

applied to

participants?®o

written

significant difference between genders in casarding. Males score higher means than
females. Therare significant teaching experience differences in case learmagicipants

with no teaching experience scored a higher mean than those with teaching experience.

There is no significant differencetleeen participants when their education level was taken

into consideration in case learning.
Key words: case method, teacher education,
Background

The school is a site where there is a
clashing of modern and postmodern
worlds, a clash which presents teachers
with conflicting demands that make it
increasingly  difficult to form a
professional identity. A case is made for a
respectful teacher education; one that
focuses on the sefbrmation process,
engages beginning teachars exploring
their beliefs and the contexts within which
they learn to teach in relationship to their
moral responsibilities to care for and
educate young people (Bullough, 1997
Kim & Hannafin,2008.

Preservice teachers must learn to deal
with the many dilemmas they will

encounter in the course of their work.
They cannot come to understand the
dilemmas of teaching only through the
presentation of techniques and methods.
Conditional knowledge and a way of
knowing that reflect and address the
complex congxt and moral embedding of

teaching and learning are also required

159

gender, teaching experience

(Harrington, 1995). The case method has
been recommended as an addition to pre
service programs which may overcome
some of the limitations of field and clinical
experiences  while facilitaty the
professional development of teachers
(Harrington 1995.

Cases represent problems, dilemmas, and
complexities of teaching something to
someone in some context. Cases are richly
detailed, contextualized, narrative accounts
of teaching and learningLévin, 1995).
They convey contextual knowledge to pre
service teachers and provide them with
opportunities to develop an understanding
of the situatedness of evidence, the
interrelationship between theoretical and
practical knowledge, and the moral nature
of teaching (Harrington, 1995).

Cases based on dilemmas may meet these
goals most effectively. Dilemmas present
situations for which there are competing,
often equally valid solutions. Using
dilemmabased cases in pservice
programs helps students begi to

analayses



understand and accept the tentativeness in
knowing, with certainty, what action to
take, provides opportunities to marshal and
evaluate evidence for judging alternative
interpretations and actions, and can
illuminate the moral dimensions of
teaching KHarrington, 1995).

This paper explores whether gender,
education level, or teaching experience
make a difference in Taiwan pservice

t e ac her shaseddade eeanmng.

Literature Review
Case Learning

Since the 1980s, case methods have gained
tradion in teacher education. Typically,
cases are narratives drawn from +ial
instances and used as teaching tools to
catalyze group discussion and individual
reflection Qavid, 2007; Sato & Rogers,
2010). Research in teacher education
classrooms has pidaoced a number of
early findings about the influence of cases
on what teachers think. For example,
researchers have discussed case use to
develop multicultural perspectives,
knowledge about motivation, formal
authority, and management. In addition,
some reearch has focused on how cases
can foster deeper understandings of
theories and the relationship between
theory and practice. Finally, important
work has examined the ability of cases to
develop pedagogical content knowledge
(Andersson, Hussenius& Gustdsson,
2009 Merseth, 1996).

Two theories that have been used to
describe how one learns from cases are
based on the process of conceptual change
and cognitive flexibility theory. The theory

of conceptual change considers learning to
be a process of inqy through which
student so concepts
impact of new ideas and new evidence
(Posner, Strike, Hewson, & Gertzog,
1982). According to Posner et al., teachers
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must introduce new concepts and ideas in
ways that create cognitive dissonance and
counter the images and beliefs that novices
already hold if they want students to
modify their strongly held beliefs. In order
for change to occur, students would then
have to view their own existing concepts
with some dissatisfaction before seriously
consicering a new one (Boling, 2007).

Cognitive flexibility theory has been used
to describe how one learns from cases.
Spiro, Coulson, Feltovich, and Anderson
(1988) developed the theory of cognitive
flexibility to describe how people acquire
the advanced kmwdedge needed when
dealing with complex conceptual materials
in ill-structured domains. They argued that
advanced knowledge acquisition is
different in many important ways from
introductory learning and that the
characteristics of advanced learning are
often at odds with the goals and tactics of
introductory instruction. They claimed that
during the learning process, novices
frequently make oversimplifications and
develop an overreliance on top down
processing (Boling, 2007). The process of
conceptual charggand cognitive flexibility
theory can be used to describe the various
ways in which people learn from dilemma
based cases.

Good cases and skillful instruction work as
an antidote to oversimplification, moving
students toward greater sensitivity to
contxt and uniqueness. This technique
exposes learners to differing
interpretations of complex situations and
provides them an opportunity to examine
and to rehearse the skills required of
effective teachers. The literature has
identified that case method cancrease

awareness of multiple perspectives
(Merseth, 1991, 1996). The purpose of
case learning for this study is to promote
prdassaenrgvei c @ n d @ @ ¢ htehres 0
abilities and explore whethergender,

education level or teaching experience



make a diférence in Taiwan prservice
t e ac her shaseddade eeanmng.

Background Variables and Case
Learning

Variable of Gender ofParticipants
Lundeberg and Fawver (1993) set out to

JISTE Vol. 17, No. 1, 2013

The  special challenges of
promoting intellectual growth
among primarily norelite
undergraduates, the majority of
whom are women, have yet to be
criteria  for examining case
met hods i n other
Therefore, it is very important to explore

measure the degree to which case studies gender issue if we want to successfully

af fected
of students in an educational psychology
course. Specifically considering flexibility,
perspective taking, and connectedness of
the studentso
they determined that women generated
significantly more decisions and idéred
more issues than did men. Kang,
Lundeberg, Wolter, delMas, and Herreid
(2012) also found difference between
genders in that men and women
experience two pedagogical approaches
Clicker Caseswhich ispersonal response
systems (clickes) along with case study
teaching and lectures- differently, and
that Clicker Cases are more favorable for
women than for men.

In contrastScheuneman (1997) found that
performance on the total set of cases was
similar for men and women. The two case
with the largest performance difference
favoring women were  obstetrics
gynecology cases, and an emergency
surgery case had the largest difference
favoring men. At the item level, results
suggest that men tend to request more
beneficial and inappropriatactions than
women, although the effect was small.
Overall, the performance differences on
the cases were very small

There are a few empirical studies that
address the gender differences in-pre
service
just as McAninch1993) posited
It is unclearhow readily a form of
pedagogy developed for the
graduate education of elite men at
Harvard Business School can serve
as a model for teacher education.
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t each dowewr, c a

Lundeberg and Fawver (1993) who carried
out an investigation of case method
approaches to learning witpre-service
teacher8 r e f dognitive greweh in an
educational psychologgourseand found
that ober students generated more than
twice the number of issues and decisions
as did younger students. However, these
results contradict those of Kleinfeld
(1991) who found no differences between
traditional and nottraditional age students
and of Richardsorand Kile (1992), who
found greater benefits for traditional age
students. Although graduate students are
normally older than the undergraduate
students, this study compares how
graduate and undgraduate students
differ in their case learning to explore
whether case method will benefit graduate
students or not.

Variable of TeachingExperience
Background of Participants

Another context issue in respect to
participants in studies of case method
approaches to learning relates to the
influence  of previous professional
experience on case users. Many
professional fields such as businessd
Bw haveesaggestednigfarmally that case
methods are more successful with
practitioners who have had previous
professional experience. Exploring this
topic in education, Lam (1993, 1995)
examined the differences elicited by case
discussions in the thinking of eight student

f

t he i ftee fglr oaimpleorent coasg n mdéthod in teacher
educatimo.
Variable of EducationLevel of
st at e mRarticippntsa b o u t the cases



teachers, eight firsgear teachers, and
eight experienced teachers. She found that
less experienced teachers exhibited
thinking that was more declaratie,
critical, and lesscomplex than the more
experienced teachers. For very
experienced teachers, discussion of the
case seemed to be a catalyst for reflection
and promoted meteognitive
understandings of important issues in
teaching and learning. For thdess
experienced teachers in this study the case
discussion appeared to allow these
teachers to clarify and/or elaborate their
thinking about particular issues in the case.
(Levin, 1993).

Moje and Wade (1997), who were looking
into the sociocultural andemiotic tools
pre-service and irservice teachers used to
mediate and construct images and issues of
teaching and learning literacgxamined
differences and similarities that appear
between irservice teachers and pre
service teachers in their discussowof
different cases. The {service teachers
connected the cases exclusively to their
own teaching experiences and became
emotionally involved. In contrast, pre
service teachers included their own
experiences as students in the discussions;
they also releed to course texts and
theories that they had come across during
their teacher education. Both groups
pointed out that it is important for the
teacher to understand the diversity of
pupil sé needs and

Merseth (1996) suggested that additional
research will help the field of teacher

education examine the influence of prior
professional experience on case learning.
Such investigations will be particularly

important for those who wish to use cases
in professional development programs.
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Method
Participants and Context

One hundred and fifty preervice teachers
participated in this study. They were
enrolled in five differentclassesin the
course ofPrinciples of Teachingwhich
was taught by the researcher during the
20112012 academic yeaAll participants
were students in an elementary education
program at an eastern university in
Taiwan. This 2year teacher preparation
program leads to an elementary teaching
credential. Of the participants, 77 were
female, and 73 were male; 72 had prior
teaching experience, and 78 had no prior
teaching experience; 121 were
undergraduate students, and 29 were
graduate students. The course instructor
was the same for each section of the class
and taught each section in a consistent
manner. The course syllabuss identical
for each section. The materials, activities,
and case studies utilized were the same
across sections.

Case Materials and Discussion
Questions

In this study, the belief was held by the
teachereducator researcher that learning
through cases offers prservice teachers

opportunities to practice decision making
and problem solving. Case materials were
used t o hel p

method, cases were not used explicitly to
exemplify theory but rather to present
situations from which theory emerges.
This use of case method approathwvorks
well with the concept of teaching as being
a complex, messy, contegpecific activity

(Merseth, 1991; 1996). The cases
presented problematic situations ath
required analysis, problem solving,

decision making, and action definition.
With such cases, students could, within the
confines and safety of a teacher education
cl assr oom, Apractice

teachers
a b it leiatc imettys. camceptualization of case

S



skills as interpreting situations, framing
problems generating various solutions to
the problems posed and choosing among
t hemo ( Merset h, 1996

The caseof A Lily in the Valleywas
presented to the piervice teacher. It
presented a case of an urban teacher who
taught in a rural area. A lot afhings
happened in interactions between the
teacher Lily, her students, parents, and
residents in the valley. One year after she
had gradually grown use to life in the
valley, she struggled between going back
to city to live with her mother and staying
in the valley to continue teaching students
there.

The case discussion questions put before
the class as an assignment included the
following:

(1) What challenges does teacher Lily
meet when she teaches in the rural area?
How does she face these challes®e

(2) Would you choose to stay in the rural
area or go back to the city to teach if you
were teacher Lily? Why?

(3) What general capacity should a rural
teacher possess? Would you teach in the
rural area if you have the opportunity?
Why?

The second questn, which required
analysis, problem solving, and decision
making, was discussed in class.

Data Analysis
The primary data source for this study was
a set of case question answers, which

participants completed as part of the
requirements for the course Bfinciples
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of Teaching. All the 150 participants were
required to complete an analysis of each of
the assigned case questions before and

,aftep class7dis@ui3sion. The assigned case

guestions for the case werdVill you
choose to stay in the rural area or gack
to the city to teach if you were teacher

Lily? Why?A | | partirandpgpss nt sd
answers were analyzed to explore -pre
service teacheersendcet hi nki
teachersdé reasons for s
or going back to city were classified as
6resourcesao, 6environme
O0speci al feeling6, and
An independenti-test was performed to

test the mean differences in case learning

scores across peer vi ce teach

differences given the variables of gender,
educatim level and teaching experience.

Results

The findings of the analysis revealed three
main ideas which are discussed below.

1. There is a significant difference
between the responses based on gender
in relation to case learning. Males
scored a higher meahan females

Table 1 presents the mean and standard
deviation for males and females. Males
scored a higher mean than females when
asked the questioaf Will you choose to
stay in the rural area or go back to the city
to teach if you were teacher Lily? Wit
demonstrates that there is a significant
differencein their pluralistic thinking. In
other words, there is gender difference in
case learning.
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Table 1
Summary of Independent t Test for Male and Females@nace Teachers
Gender N M SD t
Male 73 2.82 2.226 -1.219*
Female 77 2.45 1.391
Note. * p <.05

2. There is no significant difference of  teachers scored a higher mean than those
education level in case learning of undergraduate. However, the difference
did not represent a significant difference.
Table 2 presents the mean and standard In other words, the education level of
deviation for undergraduate and graduate participants did not translate into any
pre-service teachers. Graduate {z@rvice differenees of significance in relation to
case learning.

-Sritrﬂ?nzary of Independent t Test for Undergraduate and GraduateelPriee Teachers
Education Level N M SD t

Undergraduate 121 2.61 1.925 -0.294

Graduate 29 2.72 1.509

3. There was a signifant difference participants with and without teaching

evident bet ween parexperemncesfarticigadts withers tedching g
experience difference in respect to case experience prservice teachers scored a
learning.Participants with no teaching higher mean than those with teaching
experience, preervice teachers scored  experience. This finding represents a
a higher mean than those with teaching significant dfference leading to the

experience. conclusion that those participants with
teaching experience responded differently
Table 3 presents the mean astndard to case learning than those without

deviation of preservice teacher teaching experience.

Table 3

Summary of Independent t Test for Experience and No Experienseiee Teacher
Teaching Experience N M SD t

Yes 72 2.35 1.165 1.836***
No 78 2.90 2.283

Note. *** p <.001
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Discussion researcher is female, the result of this
study might be explained in this point.
The questions that were established for More studies are suggested to explore this
this inquiry were (a) How readily could a  issue.
form of pedagogy that was originally
developed for the grate education of In regard to the questioof differences in
elite men at Harvard Business School education levelthe result of this study is
serve as a model for teacher education? that there was no significant difference to
and (b) What differences do gender, the case learning findings when comparing
education level,and teaching experience undergraduate pseervice teachers and
make when using a case learning approach that of postgraduate pservice teachers
with preservice teachers? on case learningHoweve, it could be
claimed that the effect might result from
Results from his study show that there is  the small group of graduate learneféie
significant difference in responses with  size of a sample is extremely important
respecttothepreer vi ce t e ac hwhers detegrenmgl ¢he . significance of
Males scored as higher mean than females difference between means. With an
in their pluralistic thinking when questions increased sample size, means tend to
were asked abouvill you choose to stay become mee stable representations of
in the rural aea or go back to the city to group performance. If the result the

teach if you were teacher Lily? Why#is researcher found remains constant, as the

result contradicts those findings of researcher collects more graduate samples,
Lundeberg and Fawver (1998%ang et al., then the findings could be trusted to exist.

(2012) where it was claimed women Ther ef or e, wi t h cautio
performed better than men, and findings suggest thdhere is no difference
Scheuneman (1997) where it was claimed in preser vi ce teachersoé ed
men and women performed similarly. This result is consisteh with that of

Kleinfeld (1991) who found no differences
One reason for this might be the lack of between traditional and ndraditional age
consistency in what is understood by the students
term O&écase me-t @@ di®i nagnbd 6case
outcomes among the above studies. This Pre-service teacher participants with no
study use dilemmbaased cases, which teaching expeéence scored a higher mean
were similar to that wxl by the Harvard than those who registered as having
School, which was quite different from the  teaching experience. This result is
above researcher s6 appsisteaycwitle those of Levin (1993)

and Moje and Wade (1997kor the less
Does dilemméaased case method learning  experienced teachers the case discussion
benefit males more greatly than females? appeared to allow these teachers the
The following studies suggested that it opportunity to clarify and/or elaborate on
mi g ht be rel ated et o thdirehinking about particular isfuss inghe n d
influencing st ud e n tcasé: theynadudegtreeig ®mvmexpetiences as
Neufeld (2005) found that greater gender students in the discussions, they also
disparity in courses may be partly related to course texts and theories that
explained by the somewhat higher overall they had come across during their teacher
participation in courses taught by female education preparation. For very
professors on average. In other words, a experienced teachers, discussion of the
female professor mht place more case seemed to be a catalyst for reflection
attention in class on males, resulting in and promotion of metaognitive
better performances of males. Because the understandings of important issues in
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teaching and learning. Sometimes they elaborate their thinking about particular

connected the cases exclusivety their issues in the case. For-service teacher,
own teaching experiences and became the purpose of case method might be
emotionally involved. reflection and promoted metagniive
understandings of important issues in
The result might suggest thedise method teaching and learningFurther study is
could be used in both undergraduate and suggested tocontinue explore the issue
graduate teacher education. Howewge, with larger samples or with different case

should use case methods differently in-pre  and case questions.
service teacher and-service teacher. For

preservice teacher, the purpose of case

method might focus onclarity and/or
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MATHEMATICS CURRICULUM DEVELOPMENT IN THE REPUBLIC OF
NAURU: LOCAL TEACHERSOG PERSPECTI VES

Penelope Serow, Stephen Tobias, Neil Taylor
University of New England, Australia

Abstract: Internationally, developing countries are receiving aid and assistance devoted to
enhancing educational opportunities for the schagé population. Predominanththe

projects involve foreign consultants, who often begin their work through immersion in the
counterpartsd education system, | anguage, é
decisions are based on classroom observations and dialogue between EdOéttials. In

the area of curriculum development, the focus is on the formation of the syllabus document

and subsequent implementation. This article presents the qualitative analyses -of semi
structured interviews with eight local teachers of mathematiasngoy and secondary

(teaching children of age five years to age sixteen years), in the Republic of Nauru. The
thematic analysis focuses on teacherso6é perc:e
current climate, the desired composition of the newhpraatics syllabus, and identified

future resourcing and professional development needs. This article concludes with a
discussion concerning the issues expressed by local teachers and the subsequent implications
prior to implementation of a proposed stutteantred mathematics curriculum in a climate

of minimal resources, limited professional development opportunities, and high
unemployment in the community.

Background it is well known around the world as one

of the three great phosphate rock islands of
Similar to many Pacific Island Nations, the  the world. The mining of phosphate
Republic of Nauru is undergoing deposits provided substantial wealth to the
significant  curriculum  development. island inhabitants in the late 1960s and
Presently, Nauru is the process of into the 1980s. For saeof this period,
developing curriculum documents in the Nauru had the highest peapita income
content areas of science, English, of any sovereign state of the world. After
mathematics, physical education, and exhaustion of the phosphate deposits in the
social science. This paper presents the 1980s, Nauru became well known in
findings of part of a larger study that Australia for the opening of an Australian
corsiders the issues surrounding the Government Detention Centre for eth
implementation of the new Nauru assessment of asylum seekers for refugee
Mathematics Curriculum, Prep to Year 10. status in 2001 to 2008. As a result of the
This paper presents the practicing extensive mining, Nauru has very little
teachersé per spect i vapsacityofor induskrye and theclaige rarean t
mathematics teaching situation and the that has been mined is uninhabitable and
nature of a curriculum that they rgeive requires the completion of a massive
would provide the required support for the  rehabilitaton program.
teaching of mathematics.

In an attempt to improve opportunities for
The Republic of Nauru, formally known as  local Nauruans, a number of projects,
Pleasant Island, is an island country often funded by AusAID and NZAid, are
located in Micronesia in the South Pacific. targeting education. One focus is the
Nauruds popul ati on i improgementodnumeraaytoetdoypes it the
000. For an islash of 21 square kilometres, early childhood, primary, and secondary
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