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Like the tasa and haligi of the ancient Chamoru latte stone

so, too, does your body maintain the shape
of the healthy Chamoru woman.
With those full-figured hips

features delivered
through natural birth for generations
and with those powerful arms
reaching for the past calling on our mafiaina
you have remained strong throughout the years
continuously inspire me to live my culture

allow me to grow into a young Chamoru woman myself.

Through you | have witnessed the persistence
and endurance of my ancestoraho never failed in constructing a latte.
| gima” taotao mo'na the house of the ancient people.

Hagu i acho’ lattéu. You are my latte stone.

The latte stone (acho™ latte) was once the foundation of Chamoru homes in the Mariana Islands. It was carved out of
limestoneor basaltand varied in size, measuring between three and sixteeim teeight. It contained two parts, the

tasa (a cuplike shape, the top portion of the latte) and the haligi (the bottom pillar) and were organized into two rows,
with three to seven latte stones per row. Today, several latte stones still stand, aatethése many remnants of

them throughout the Marianas. Though Chamorus no longer use latte stones as the foundations of their homes, the
latte symbolize the strength of the Chamorus and their culture as well as their resiliency in times of change.



Icronesian
Educato

A Journal of Research & Practice on Education in Guam and Micronesia

Editors:
Evelyn Doman
Christopher Schreiner

Editorial Board:
Mary Jane Miller
Donald Rubinstein
Michelle Santos
Jason Vest

Editorial Assistants:
MatthewRaymundo
Carim Yanoria

Design and Layout:
Pascual Olivares

ISSN1061088x

Published hy
The School of Education, University of Guam
UOG Station,
Mangilao, Guam 96923



Contents

ER G2 NDR& LY.GANR.RAZOG.A 2. Y ettt ee e iii

Call for Submissions to Micronesian EAUCAtOr 26 ..........cooevuiieieiiiiiiieieiiie et eeeiie e e e s e esniee e VI

Teaching Strategies

Engaging Literacy Strategies for Adult English Language Learners in a Teacher Preparation Progran®
Michelle Santos

The Effects of Scaffolding on the Achievement of-Beevice Teachers Who Speak English as a Second
[T g To TN E= Vo OO PP PPPRPPTT 9.

Evelyn Doman
Student Perceptions
The I mpact of Action Research on TeachiegrEspériedcasst r uct i ¢
L0 NG 2 O =TT {0 T o o PP ERUPPRRR 22
Geraldine Sablan James, Mary Jane Miller, Cheryl Sangueza

Sound Perceptions argkl-Assessments of Japanese Language Learners at the Beginner.Level........ 33
Masumi Kai
Evaluation of a Sport Education Program in Baeific ISlands...............ooo oo 45

Jeremy Dorovolomo

Technical Reports

Use and Availability of Instructional Thoology for SChools 0N GUAML...........c..eeiiiiiiiiieee e 55
Dean Olah
Journal Reflections of Pt8ervice Teachers during Teaching Practice on Fiji.........ccccccovviieeniiiiiiennnns 63

Kusum Prakash

Review Essay

I App, Therefore I, Like, Sort of AmM (fOr NOW).........covviiiiiiiiicciie e 72
Reviewed by C. S. Schreiner
Book Revigvs

The Immortal Life of Henrietta Lackisby Rebecca SKIOOL..............cooooiiiiiiiieree e 83
Reviewed by Jason Vest

Irresistible: The Rise of Addictive Technology and the Business of Keeping Us Hbdkedidam Alter.....87
Reviewed by Paulette M. Coulter

Survivance, Sovereignty, and Story: Teaching American Indian Rhettnydsisa King, Rose Gudde, and
I [0}t - 1o SRR 94

Reviewed by Pauline Baird



EDITOR’S INTRODUCTION




MICRONESIAN EDUCATNGBRLUME 25, 2018

9RAG2NNA LYGNRRdAzOGAZ2Y
Dearreaders,

Welcome to the 28 volume of theMicronesian EducatorAs we come to the quarter of a century
mark in the publication of our journal, it is time to think about future directions that we want to head
towards. What the ceditors of this volume would like to see is an expansion of topics and voices from
a mae diverse international audience. As the Call for Submissions for Volume #26 states, our primary
audience continues to be educators in Guam and Micronesia, but with the next issue, #26, we will extend
our horizon of engagement to be more inclusive of €tucators, researchers, administrators, and
scholars bottwithin and outsidethe discipline of education, such as those who teach in the sciences and
humanities; (2) scholars and teachers in the greater Oceanic region and Asian Pacific; and (3) creative
writers, essayists, and reviewers from all disciplines concerned with or knowledgeable of developments
and publications that impact or involve education.

In this volume, we will capture the field of education in five research papers: two regarding
teachirg strategies, one which discusses the implications of action research, one which identifies
a0dzRSyGaQ RATFTFAOdzZ GASa gAGK WHLIyYySaS az2dzyRax | yR
education program. This volume is arranged in four sections.

Secton Onecontains two articles about valuable teaching strategies. The first paper by Dr.
Michelle Santos sheds light on teaching strategies that help to engage students more actively and
successfully in learning content. The strategies focused on intingy s/ith nonnative English speaking
in-service teachers on Yap were an increased use of visuals and videos for nonlinguistic representation
and building background; using foldables as graphic organizers and explicit vocabulary instruction; utilizing
cooperative learning and group gallery walks; and using KWL, a-ttuleenn organizer where students
ARSYUATFe gKIG GKSe Yy243s 2lyd G2 1y26 YR KI @S [ ¢
After implementing an abundance of strategies in hercteer preparation courses, Dr. Santos asked
students to comment on the success of each strategy and whether they would implement the strategies
in their own classrooms. Results point to frequent discussions and the use of visuals to be the most
successfulmong the strategies utilized.

The second research paper by Dr. Evelyn Doman discusses another effective strategy
scaffolding. As an instructional strategy that helps to enhance content knowledge and language
development for English Language Learnéns, Doman found that scaffolding can also be successful
when integrating content with language instruction so that students can keep up with their mainstream
classmates. Using the conceptshagh challengeand high support(Mariani, 1991) as the underhg
theory behind the current study, Dr. Doman added to the research which says that student achievement
is linked to assignments that have been carefully scaffolded by the teacher. By using an experimental and
control group design, participants in the expnental group that received intensive verbal scaffolding at
all levels of a micro lesson outperformed participants who received minimal amounts of scaffolding.

SectonTwdt & O2YLRRaSR 2F G(KNBS LI LISNE 6KAOKIiOSEI YAYS
research, Japanese sounds, and sports education programs.

Drs. James, Miller, and Sangué&a 8 Odzaa GKS AYLI O4G 2F | OtAz2zy NBa:
practices in the K2 classroom by administering an online survey to 20 graduates from the M.Ed.

e
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Secondary Education program. Action research is said to encourage teachers to examimathie slpf

their classrooms and interactions with students and then challenge existing instructional practices (Mills,
2011). Thus, James, Miller, and Sangueza collected data from elementary, middle school, and high school
teachers on Guam to learn more@it the consequences of their action research projects. Findings point

to the success of these projects, with teachers saying that they felt empowered by action res€haech.
teachers also frequently described how data from their action research supgptreer effectiveness as
teachers.

Dr. Masumi Kai examines the sound perceptions andassiéssments of beginning Japanese
language learnersY I A Q& LJF LIS NJ f 2 2ypedf séuhdS thak Bedindingtlebrierslofilapankss
find to be the most dficult. Though the use of a dictation test, findings show that students became better
at sound recognition as they progressed through the course, but that difficulties tended to persist in
regards to four general misconceptions relating to sound: -pengeption, insertion, shorteningnd
lengtheningandothers varieties.

Jeremy Dorovolomo said that large scale coach education programs that attempt to train a large
number of coaches in different sports, using many course conductors, need to be edaloajauge its
effectiveness. He therefore evaluates a sports education program called the Oceania Sport Education
Program that was delivered in several countries in the Pacific Islands in order to determine the strengths
of OSEP and investigate areae firogram could be improved A Nominal Group Technique (NGT) was
implemented with the Oceania Sport Education Program (OSEP) Educators via email. Findings show that
OSEP develops the coaching and administration knowledge and skills of participants whathiy, is
viewed as flexible and relevant, fills a gap, provides a pathway for coaches and administrators, and is being
delivered by knowledgeable facilitators.

Section Threeonsists of two technical reports. Dean Olah provides what is basicallyetony
2F @At otS SRdzOFGA2y Lt (GSOKy2f23ASa FyR GKSANI |
access to the journal entries of students engaged ingamice teaching in the schools of Fiji.

Section Fourcontains book reviews and a review essay. All of them pertain to issues that impact
the lives of educators and students, such as technology, race and ethnicity, rhetorical power. Our
reviewers do not see book reviewing as a lesser responsibility in dinlel wf scholarly publishing, but as
a critical mode of engagement with cuttieglige issues in education today. While critique operates under
the gold standard of objectivity in book reviewing, professional expertise obligates one to take a position
withrS3F NR G2 GKS 06221 dzyRSNI NB@GASs G(KIFIG 623K SELINBa

We sincerely hope you will enjoy this volume! Please look aCtiefor Paperfor Volume 26
published in this vol. dflicronesian Educatoand subnt your essay or researedrticle with us.

Best,
Dr. Evelyn Doman

Dr. Christopher Schreiner
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CALL FOR SUBMISSIONS TO MICRONESIAN EDUCATOR #26

(FANUCHANARO19)
Deadline: October 31, 2018

Under the auspices of the School of Education at the University of Guamnilitrenesian
Educatorhas published articles, essays, and reviews for 25 issues, its overall design and content
undergoing a few minor changes over the years since its inception. Our primary audience continues to be
educators in Guam and Micronesia, but with the next issueg, #e will extend our horizon of
engagement to be more inclusive of (1) educators, researchers, administrators, and scholassttioth
and outsidethe discipline of education, such as those who teach in the sciences and humanities; (2)
scholars and teadrs in the greater Oceanic region and Asian Pacific; and (3) creative writers, essayists,
and reviewers from all disciplines concerned with or knowledgeable of developments and publications
that impact or involve education.

Starting with Issue #26vlicronesian Educatowill seek to include the following, depending of
course on the availability and merit of submissions:

K RESEARCH ARTIGNEEDUCATION

K ACTION RESEARCH ARTIGLES®RJLTY AND GRADUATE STUDENTS
K ESSAYS IN THEORY AND PHILOSOPHY OFOEDUCATI

K TECHNICAL REPORTS

K SPECIAL TOPICOORDINATED BYR EDITORS®UEST EDITOR(S)

K BOOK REVIEWSID REVIEW ESSAYS

K THE TEACHING PRGFEN (TEACHING AND ADVISING OBSERYATUDNROVERSIES,
RECENT DEVELOPMENTS, PERSONAL EXPERIENCES IN TEAENATDEIARD M

K INTERVIEWS
K CREATIVE WRITING (POEHIRYION, AND PERSONAL ESSAYS pertaining to education

NOTE

MAIl submissiomwill be doublélind refereedi.e.,In other words, they will be reviewggl A (i K G KS | dzii K 2
name removegdby two separate referees.

MResearch articles and Action research must be formatted in APA Style.

bEssays and book reviews must be formatted in either MLA or Chicago Style.

*kk

Send submissions in Word files by electronic attachment to the editordlag/$o
Dr. Evelyn Doman: domane@triton.uog.edu

Dr. C. S. Schreinaschreiner@triton.uog.edu

Vi
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Engaging Literacy Strategies for Adult
English Language Learners in a
Teacher Preparation Program

Michelle Santos

Abstract

When working with students, typically faculty will do whatever it takes to make con
relevant and accessible. This is even more important when there may be baoribes accessibility,
such as gaps in resources, in prior knowledge or even in language. Although many strategies hz
NBaSFNOKSR FyR NP alFAR (G2 0S STFSOUABS T2
important that assumptions & not made about specific cultures and their learning styles. This s
sought to verify if certain strategies were more effective than others in making theoretical col
more accessible to students. The evidence anecdotally seems to point to moretupifies for
discussion and visuals provide students with opportunities for deeper understanding or
sustained knowledge. The results of this study can inform instruction in the Pacific filling the g
validating current practices. The variety dfategies used with students from this Pacific island &
the attitudinal information can inform teachers on Guam as to what might work best in their class
with students from this island.

Creating background knowledge, tapping into prior knowledgeyiding visuals, and workin
in groups are common strategies in the classroom when working with students who speak lang
other than English. Around the world, teachers conduct classes to teach English and many ti
teach content through the mediurof the English language to narative speakers. A recent study |
a teacher preparation program for-service teachers (adult learners) was conducted on a small is
in the Pacific where all participants were npative speakers of the English languagde this unique
setting, these teachers are already teaching yet are enrolled in teacher preparation course:
ONBRAG&A O2dzyiAy3d G266 NR I oF OKSt 2NnNa RS3INB
evidencebased teaching strategies to methe student learning outcomes/objectives of the colles
course. The iservice teachers were exposed to these strategies not only for a desire to help the
more successful in the course for which they were enrolled, but also for their future use
implementation in their own classrooms. A variety of literacy strategies were implemented to me:
the effect on student learning. Literature continues to describe strategies that assist the E
language learner in comprehension and success in tlssrdam. The literacy strategies discussed i
most often implemented in a-K2 environment.

Keywords:Teacher preparatior,iteracy, Adult English language learners




MICRONESIAN EDUCATNGBLUMEZ, 2018

Introduction

In 2008, the National Council for Teachers of English (NCTE) published a research policy brief on
English Language Learners. Noted in this report was the substantial growth of English Language Learners
Ay GKS Ay -iRiteny Mire shabificallyy KS o NA ST aAdF GSRX a9[ [ a
aS3ayYSyid 2F GKS &d0GdzRSy(d LRLMzAFTGA2YE 60D HOD | RRA
9[[® Ly GKIFGZ ¢Refit®f tyfy2 (I IdHANGR [ O K 26/ASG K 2 dzNJ A (G dzRSy (0 3
(200p0 &0l GSRZ &.@& Hnup 2yYS Ay F2dzNJ addzRSyda oAt |
Ad alLR1Sy¢é¢ oLPMMOD [/ dINNByildtes K2gSOSNI GKS bl A2yl
of public school students in the United States irl2@4 were English language learners. With such a
diverse population in the classroom and diverse needs of the students, effective strategies for student
success are imperative. Aceves and Orosco (2014), acknowledge that teachers may not be fully prepared
to meet the needs of such a diverse student population. The authors referenced Gay and-Balkisgs
a0l GAY3S aLYIFRSljdzFr 84S LINBLI NI GA2y OFy ONBFGS | Odf
SRdzOIF 62NEQ Ft0AfAGASA2VRE OKIRRPOGASTSASONNYEG & NE b NHZO (

Culturally Responsive Teaching

To be more successful with students from culturally and linguistically diverse backgrounds a
teacher should be culturally and linguistically responsive. Kaahire | 3 2 LJI OHAMMUO al ézq
NEBALRYyaArAodS 62N NBfSOryao GSIFOKAy3 6/ wed KIa&a oSS
intellectually, socially, emotionally, and politically by using cultural referents to impart knowledge, skills,
andatittRS &3 Q¢ 6 LIP HnO P I 0SPS&a YR hNRradO2 oOoHAmMnoI G7F2
engagement; culture, language, and racial identity; multicultural awareness; high expectations; critical
GKAY1TAY3IT YR &a20Al f atidzdupgortng Eufturallyfespbrisiertdddhingg@8)S s 2 F
The authors concluded that while there is not strong empirical evidence to make conclusions about the
success of CRT, one cannot separate teaching and learning from culture.

Effective Strategies wit ELLs

+AffS3ra +FtyR [dzOl&a 6wnnt0 aidlradsS GKS NRES 27F 6K
0KSY 0dzAftR ONARISE 0SG8SSYy ¢gKFG GKS& i NBFR& (y29
Pereira and de Oliveira (2015) provide a b$tinstructional strategies to use with English language
learners to include: providing opportunities for ELLs to communicate with other students, using
multimodal strategies (such as oral and written language, use of visuals, nonverbal communication),
modifying not simplifying (by asking questions, modify how your present, model the expected
performance), paying attention to language (by paraphrasing, pausing, and speaking clearly), and making
O2yySOUGA2ya (2 addzRSydiaQ fuHYBdd BSBI WEBt S@t i dzNS ( @ dz&
Il Aff YR Cfteyy oOounnytv 02y OfdzRS aiGKFG GSIFOKSNB ySSi
SELX AOAGE oO6LID pmMOPdP ¢KSANI O2yOf dzarzy 02YS& IgFi SN R
on tiered questioning. Lydia Breiseth (N.D.) discussed three approaches to improving ELL comprehension.
The strategies she discussed were building background knowledge, teaching vocabulary explicitly, and
checking comprehension frequently. Coleman d@dldenberg (2010) discuss the use of sheltered
instruction strategies to help ELLs better understand the content. The strategies include using visual cues,
Of F NATFAOFGA2YS YR o60dzAt RAY3 o6F O] 3AINRdzyR (y26fSR3S
article, Coleman and Goldenberg (Summer, 2010) note that instructional practices that teachers should
learn more about include objective writing, grouping, considering the rate of speech and adding gestures,
asking questions, and using visuals and grapiganizers.
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The present research aimed to validate the use of desired instructional methods and strategies
for use with ELLs. As discussed in the literature above, certain strategies appear frequently in different
articles as successful means of increggihances of ELL success in the classroom. The strategies focused
on in this study were an increased use of visuals and videos for nonlinguistic representation and building
background; using foldables as graphic organizers and explicit vocabulary instrutitizing cooperative
learning and group gallery walks; and using KWL, a three column organizer where students identify what
GKSe Yy2¢s 21yl G2 1y262 YR KIFI@S [SINYSR Ay 2NRS
use of the instructional mthods and strategies, the research gathered responses to the questions:

1) Did the patrticipants find the researdfased ELL strategies beneficial?
2) Will the participants utilize the strategies with their own students?
3) Were the strategies adaptabletoculd- £ Yy 2NY & 6AGKAY GKS LI NIAO

Methodology

Participants in the research were 16 practicing teachers in a teacher preparation program. All
sixteen participants had earned their associates degree and were working on their bachelors in
elementay education. The participants were enrolled in an upper division education course. The students
ranged in age from 26 to 52, with the majority of students betweet88§ears of age. Of the students,
thirteen were male and three were female. Most of #tedents had their first English instruction in high
a0K22fX 6KAfS AAE aGdzRSyGaQ 9y3aftAaK AyaidaNdHzOGAzy o
spoke Woleaian, five who spoke Ulithian, and one who spoke Satawalese. Eight of the studdrgerna
teaching from one to five years, five students had been teaching for six to ten years, and three students
had been teaching for eleven to twenty years. Of the sixteen participants, all but one indicated they taught
in both English and their vernaaul One student indicated he only taught in the vernacular.

The upper division course was held Monday to Friday for two and a half hours a day for eighteen
days. This course was quite text heavy and required the need to know many educational thedatists an
theories. Because of the type of content, the researcher ensured a variety of strategies were included
daily. Students were reminded throughout the course that they would be rating and commenting on the
strategies used throughout. Additionally, it wapeated that the strategies would be useful for their own
Of FaaNR2Ya FyR GKIFIG 0@ LINYOGAOAY3 adzOK &aidNXiS3IASa
implement them with greater ease and success with their own students.

Instrumentation and DataCollection

Strategies focused on building background knowledge, teaching vocabulary explicitly, promoting
comprehension, and using a variety of engagement techniques. Information on student success and affect
were measured throughout the course.

Over the eighteen days, ten chapters were covered with one chapter a day and a test the following
day. Strategies were embedded in each chapter presentation. Student scores were gathered on each
chapter test. A future study may look to validate the success oftiadegies.

At the completion of the course, students were asked to comment on the success of the strategy
and whether they would implement the strategy in their own classrooms.
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Results

Students enrolled in the summer session upper division course were asked to comment on the
strategies employed throughout the eighteen days of the course. At the end of the course, the students
were reminded of when the strategy was used and asked what theughts were about it.

vdzSaGA2y ydzYoSNI 2yS Fal1SR FT2NJ GKS LI NLAOALI yida
graphs) within the presentations. All of the students in the course indicated that using visuals was
beneficial to their learmig. Comments gathered from participant responses related to the use of visuals
GSNBE aAYATIN (2 GKS F2ftf26Ay3aY aL R2 fA1S GKS LRAC
2yS A& SELXIAYAY3 LRAYGEDE i denbBr&ely 215€ visu&sSn claks NI A OA L
they have the items available to do so.

Question number two focused on the use of foldables. Participants commented that it was a fun
FYR AYGSNBaidAy3a gle G2 1 SSLI y2iSaideasamdyedjoyedudldgA OA LI
GKSY®E hyte G2 2F (GKS aAEGSSY AyRAOFGSR GKS &dN
STT2NI (2 dzas$S T2t RIFo6fSa FT2NJ SELX AOAG @20k o6dzZ I NB
that area. One$ dzRSy i AYyRAOFGSR Al YlIeé KIF@S KSfLISRI 0 dzi
F2dzyR (GKS dzaS 2F FT2tRIo6ftSa oSYySTAOAIFIET AYyRAOFGSR

('

[ S«

All but one of the sixteen patrticipants indicated on question ¢htleat cooperative learning was
beneficial. The one student who did not feel it was beneficial indicated that he utilizes the strategy in class
because students enjoy it and feels they will benefit from it more than he does. Each of the sixteen
participant indicated they would use or continue to use cooperative learning with their students.

On the gallery walk, all sixteen participants felt it was a beneficial group strategy. Several
participants commented that the benefit had to do with students leagnirom each other and that it
helped to get students up and out of their seats to see what others had done. This strategy was new for
most participants and most indicated a desire to implement the use of the strategy in the fall.

The final strategy usedas the KWL, a threeolumn organizer used to tap into prior knowledge
and organize new information. Of the sixteen patrticipants, fourteen found the KWL to be beneficial. Most
of the participants were familiar with it and used it with their students at lkeoi®f the two participants
K2 RARYQUO tA1S AGxT 2yS FSt0 Al g1 a G22 RATFTFAOML @
GL R2y QG tA1S WwAGB GOSNE YdzOK® ! Olddzr tfe& L {1SSLI A
Sol f iK2dZAAK KS RARYyQil fA1S AGX KS AYyRAOFGSR GKFG A

Table 1 provides a summary of the information gathered from the participants relative to their
perception of benefit in the course and the desire to use the strategy with their future steiden

Participants were asked to identify which strategy was their favorite and if they felt if it may be
related to their cultural upbringing. The one participant who preferred the visuals indicated that culturally,
when they want to understand somethindpey must listen and pay attention as well as watch and process
the information they see. Of the five participants who indicated that cooperative learning was a favorite
one participant said that in his culture people work cooperatively on activitieseamd at the same time.
Another indicated that cooperative learning is important because their culture is looking for cooperation.
¢FofS W RAALIX @A AYF2NNIGA2Y IFGKSNBR 2y (KS LI NI/
to their culture.
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Table 1Participantperception ofbenefits

Strategy Benefit to Participant Future Use with Students*
Yes No Yes No

Visuals 100% 19%

Foldables 88% 12% 88%

Cooperative Learning 94% 6% 100%

Gallery Walks 100% 100%

KWL 88% 12% 94% 6%

* Some participants chose not to respond to that part of the question.

Table 2Participantfavorites

Strategy Favorite (N=13)* Cultural Relationship
Visuals 8% 8%
Foldables

Shutter Fold; Vocabulary
Layered Book Erikson
Three Flag Piaget

Cooperative Learning 38% 23%
Gallery Walks

KWL 8%

Lecture** 46%

* - three students did not respond to this question.
** not actually one of the options, but was a response on the questionnaire

Although test scores were gathered throughout, the scores were not the sole determinant of the
grade in the course. The professional participation in the course, presentations, and case study analyses
contributed to the final grade. The test scores, prasehin Table 3 below, show a mixed level of
performance with consistently better performance on the final four chapters. The original intent of the
research was not to assess the overall effectiveness of each of the strategies, this evidence however,
anedotally seems to point to more opportunities for discussion and visuals provides students with
opportunities for deeper understanding or more sustained knowledge. However, it is important to note
that although the information is presented, no conclusiomas e made because variables were not
tested. The results could easily be related to the relationship developed between the participants and the
faculty member, the use of more culturally relevant examples because of a greater knowledge about the
participants in the course, or even a greater comfort level from the students with the test type and
expectations.

Table 3Pasgate ontests

Chpt. 2 3 4 5 6 7 10 11 12 13
Pass 63% 12% 81% 81% 63% 56% 69% 75% 88%  100%
Fail 37%  88% 19% 19% 37% 44% 31% 25% 12%

*Passing score is 60% or better

Table 4 lists the strategies employed by the faculty member as each chapter was presented. Not
included were the participant presentations on topics embedded in each chapter. Also, the occurrences
of organic discussion thahay have developed based on the content discussed were not specifically
noted.
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Table 4Chapters andtrategiesutilized

Chapter Strategy Employed
Chapter 2 Foldables
Chapter 3 KWL, Video, Discussion
Chapter 4 Think Pair Share, Foldables
Chapter 5 discussion
Chapter 6 KWL
Chapter 7 Gallery Walk (Encoding) foldables
Chapter 10 Cooperative Learning (Video), less text more pictures
Chapter 11 Cooperative Learning: Think Pair Share Video, less text more picture
Chapter 12 KWL, gallery walk ,Video,
Chapter 13 Cooperative Learning, Video, Discussion
Discussion

The results of this study can inform instruction in the Pacific filling the gaps or validating current
practices. The variety of strategies used with students from this collection of Patificls and the
attitudinal information can inform teachers on Guam as to what might work best in their classroom with
students from these islands. Further study on the effectiveness of the strategies utilizing more of an action
research method in the cd@room may result in stronger conclusions about effective strategies to use.
Additionally, a more idepth study on the culture and observations within the classrooms of the
participants might give more insight on cultural norms related to strategy effeo#ss.

Note:

Yap State, located in the Caroline Islands in the Western Pacific Ocean, extends to the South and
East over 500 miles. Yap state is made up of four main islands and various outer or neighboring islands.
The neighboring islands are atolls named EauripiktoE Faraulep, Gaferut, Ifalik, Lamotrek, Ngulu,
Olimarao, Piagailoe (West Fayu), Pikelot, Sorol, Ulithi, and Woleai, as well as the islands of Fais and
Satawal.
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The Effects of Scaffolding on the
Achievement of Praervice Teachers
Who Speak English as a Second
Language

Evelyn Doman

Abstract

Scaffolding is an effective instructional strategy that helps to enhance content knowledg
language development. Scaffolding can take place in a number of different ways in order to prc
supportive environment for English Language Learners (ElAld)ough it can focus on tasks thi
LINEY2(3S tAGSNIOé IyR LINRBY2GS aiddzRSydaqQ 1y
integrating content with language instruction so that students can keep up with their mainst
classmates. Usingéhconcepts ohigh challengeand high support(Mariani, 1991) as the underlyin
theory behind the current study, research is provided which shows that student achievement is
to assignments that have been carefully scaffolded by the teacher. Bg asimxperimental anc
control group design, participants in the experimental group that received intensive verbal scaffi
at all levels of a micro lesson outperformed participants who received minimal amounts of scaffc
Implications of the studinclude using verbal scaffolding as a constructive alternative to modifying
curriculum for ELLs in teacher certification programs.

Keywords:Scaffolding, English language learners, Student achievement

Introduction

It is estimated that there are over 4.6 million English Language Learners (ELLS) currently in the
United States (NCES, 2017). This number accounts for almost 10% of the national population. On Guam,
ELLs make up more than 20% of the total student pojratJ.S. Dept. of Ed., 2007), and this number is
growing larger each year. In order to satisfy the needs of this population, educators are struggling with
ways in which to help students to best achieve academic success. Professional developmemisactiviti
which train teachers in strategies to assist ELLs on the island are on the rise, and there is a greater need
for bilingual teachers who can assist ELLs who enter the mainstream Hagtislage classroom with little
to no support outside.

There area number of strategies which can be used to support the language and academic
development of ELLs. In recent years, Robert Marzano (Marzano, Pickering, & Pollock, 2001) and John
Hattie (2009) have determined a list of strategies that make the biggestetites in achieve successful
results from students. Eight of the key strategies that both researchers agree on include: maintaining a
clear focus on the lesson, explicit teaching, engaging students in content, providing feedback, exposing
students to iormation repeatedly, having students apply their knowledge, doing collaborative work, and

e
9



MICRONESIAN EDUCATNGBLUMEZ, 2018

0dzA t RAy 3 flicdel Kiflidna2015)a B/haF appears to be missing from this list, though, is the
need to provide students with a safety net scaffold; when it comes to instruction.

LY SRdzOFGA2YS>S aO0FFF2fRAY3I A& o0& RSTFAYAGAZY
students progressively towards stronger understanding, and ultimately, greater independence in the

f SEFNYyAy3 LINRPOSaa¢ oDf 23aal MBupportsysiem dvidich hefpd stutghts to LJdz( =

reach higher levels of comprehension that they might not have been able to do without assistance. As a
supportive strategy, it is gradually removed once students can handle the content knowledge by
themselves. Aa studentcentered practice, scaffolding allows students to participate more fully in the
classroom as they move towards greater amounts of autonomy and collaboration.

al

{OFFF2f{ RAY3 KIFIA Ada NR2GA Ay {2 OA Indof proRiyiah (i NHzO (i A

RSOSt2LIYSYyld o6%t50 o,320a1ex MpTryoLd ¢tKS w%t5 Aa

B

developmental level as determined by independent problem solving and the level of potential
development as determined through problem solving undgulaguidance, or in collaboration with more
OFLIo6ftS LISSNEE o0x320a1e8 mMpTyZ LI ycoLd

Within the ZPD, students are able to master concepts that they cannot understand on their own
under the guidance of teachers or by collaborating with peers. Scaffoldomgeiof the main techniques
which lead students into the ZPD. Although Vgotsky never used the geaffioldingas such, he
supported the idea that learners learn most productively with the aid in the ZPD, where they can operate
first with adapted assistace until they can progressively function more independently.

Literature Review

In order to scaffold student learning, it is important to find the appropriate level of support.
Mariani (1997) underlined the concepts bigh challengeand high supportin scaffolding in order to
engage students in tasks that are demanding for them, that challenge their capacity, but where the
appropriate support is provided to guide in the process. If there is highly challenging task but a low
amount of support, studentsay feel overwhelmed. Oppositely, if there is unchallenging task with a high
amount of support, students might feel bored or unmotivated to complete the tasks.

The concept of scaffolding has been interpreted differently by various researchers. Hammond
and Gibbons (2005) said that scaffolding involved two levels of supplegignedin and interactional
contingent Designedn scaffolding takes place when there is a planned selection and sequencing of tasks
that are built into the lesson to help studenmove forward in the learning process. Contingent
scaffolding occurs when teachers offer assistance (recapping, recasting, increasing prospectiveness, etc.),
as need arises in the classroom either individually or in groups.

More recently, Van de Pol,oiffman and Beishuizen (2010) have further contributed to an
understanding of scaffolding by identifying the type of support that is needmhtingent, fadedand
aimed at thetransfer of responsibility Contingent support represents support that teachprsvide for
0KS adddzRRSydaQ dzyRSNERGlFYyRAYy3Iaod CFrRAY3 Ay@2t @Sa
autonomy to learn on their own is transferred to the students.

Scaffolding practice can take different forms and can be addressed in several ways in order to

provide a supportive learning environment. Although it can focus on basic literacy tasks and language
skills, when content and language are integrated in thesd®s, a more positive and constructive

e
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alternative is provided (Hammond, 2001). That is why researchers working in ctwatsed language
instruction have advocated the use of scaffolding to develop subject content and language development,
quite often © the whole class (Hammond, 2001).

English language learners (ELLs) may need more scaffolding than mainstream students. It is
essential that the concepts embedded in the subject content are expressed clearly for ELLs in order for
them to learn the subjet as such, while at the same time promoting their cognitive development (Bruna,

Vann & Perales Escudero, 2007). One way of scaffolding content is by including language objectives,

f Saazy 202S0O0GAGSa GKIG F NB & LIS OingF vritng, flistehingRaBdi A 3y SR
speaking skillsHchevarria, Vogt, & Short, 2004nplementing language objectives in content instruction

can be a powerful first step to ensure that ELLs can still have access to the content even if they are not

fully profident in the language (Pawan, 2008). However, it is important that language objectives do not
consist solely of the simplification of academic vocabulary. Although focusing on difficult discipline
specific vocabulary may make content easier to grasplfbs it may compromise cognitive development

(Bruna, Vann & Perales Escudero, 2007). Bruna, Vann & Perales Escudero (2007) referred to the tension
that exists between having students talk about their subject content and then to apply their subject
content6 Ay GKSAN) OFrasSs aOASyOSyv a | aRARFOGAO GSya
vocabulary, then often end up simplifying the application of the content as well, which results in-below

grade learning experiences for ELLs. Vocabiiteysedacademic language instruction may deprive ELLsS

2F GOGKS AyLlzi |yR 2dzillzi 2L NIdzyAdASa GKS& ySSR
YRS Y2NB2@OSNE AdG&d KIFIoAlGa 2F YAYRéE 6. NHzyl I xlFyy 3
scaffolding are called for when teaching content to ELLSs.

It is hypothesized that given the notice of high challenge and high support (Mariana, 1997) as the
basic theory behind the current study that all students, including ELLs, should perform wefiitively
challenged yet linguistically supported. When students are given the opportunities to think critically with
the proper amount of scaffolding, it is presumed that they will engage more with the content and be
better equipped to meet the objectes of the lesson.

There are three main types of scaffolding techniques which help student to move beyond their
current knowledge levels in order to grasp new content. According to Cammarata (2005), there are three
main types of scaffolding: verbal sadffing, procedural scaffolding, and instructional scaffolding. Verbal
scaffolding includes examples like paraphrasing, using dmkds, reinforcing vocabulary, asking
dzS&adA2ya I RRNB&a&&AAY3I . f22YQ& ¢l E2y2Yé& domediipec 0% dz& .
feedback Echevarria, Vogt, & Short, 200Byocedural scaffolding includes the following: modeling, using
ANRdzL) AYaiNHzZOGA2Yy S 2NASY(GAy3d ailddzRSydaQ G2 GKS Of I
readings, and using roldgy and simulations (Fortune, 2004). Meanwhile, instructional scaffolding might
include the use of graphic organizers, word walls, visuals and manipulatives (Fortune, 2004). The current
study will focus on the role of verbal feedback in helping ELLs"ieoaore successful in a mainstream
teacher education program.

One important form of verbal scaffolding is the use of-t&K and parallel talk. Sef&lk occurs
when the teacher describes his/her own actions, while parallel talk occurs when the telesoeibes the
aldzRSyiGaqQ FOGA2yao 20K FNB FAYSR i KFE@Ay3a aidzR:
and to become more aware of language input involved in performing a task. Whilpasailiiel talk have
been described most in &t language acquisition as a strategy to develop parent and child relationships
(Pianta, La Paro, & Hamre, 2008), it is useful in second language acquisition as a tool for developing
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language awareness. For students who speak English as a second lasgiiajk,and parallel talk can

help to increase exposure to specific language concepts and usages. Seryce teachers who speak
English as a second language,-fedfallel talk might include the exposure to teaching jargon so that
these terms beame more familiar to them. This extended exposure to terms will help thespreice
teacher to recognize the gaps between their own language and the proper communicative environment.
Repetition, along with encouragement, will show the {sexvice teaches the importance of
understanding the terms associated with teaching.

Because the use of verbal scaffolds for ELLs in the mainstream teacher preparation classroom is
an area that is underesearched, this study is significant in filling the gap in teediure. The following
research questions are addressed in this study:

1. Do ELLs in mainstream teacher preparation programs perform better on assignments when
provided with verbal scaffolds?

2. What types of verbal scaffolding work best for ELLs imstream teacher preparation
programs?

Methodology
Background of Study

The current study is an investigation into the use of verbal scaffolding techniques in methods
courses for undergraduate pigervice elementary teachers at a university on Guam. Itiqodar, the
study looks at the effects of verbal scaffolding on achievement levels and beliefs about achievement of
pre-service elementary school teachers who speak English as a second language. The study was
administered over two semesters in four difést courses: a teaching strategies course, social studies
methods course, language arts methods course, and second language teaching methods course. In all of
these courses, students were introduced to methods and strategies for successfully teacpurigicn
elementary schools on Guam. A wide range of group projects and demonstration lessons were
requirements for all of the courses. The key assessment for all of the courses wasraisminilesson
executed in class.

For this study, two classeswe used for the control group: strategies and social studies methods.
The remaining two classedanguage arts methods and second language teaching methfmmed the
experimental groups. Although there were-26 students registered for all four tfe classes, the focus
of the study was on the five students who spoke English as a second language. Two participants were in
the control group, and three were in the experimental group.

Participants

Five preservice elementary school teachers who spoke English as a second language were chosen
to participate in this study. The students were all female and ranged fre@83/fars of age. All of the
participants were from the neighboring Micronesiatafgls and the Philippines, with two from the island
of Chuuk, one from Palau, and two from the Philippines. Based on an informal diagnostic interview about
their reasons for wanting to become a teacher, the researcher of this study would place all of the
LI NOAOALI yiaQ 9y3f AaK titteyhikdizteAos advid@Ed lavlld TheQiedde |
length of time that the participants had been on Guam was 5.5 years prior to the study.

At the time of this study, participants were all year threedgtnts completing an initial teacher
certification program in elementary education. For their third year of study in the School of Education,
they were required to complete strategies and methods courses in social studies, language arts,
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mathematics, sciete, reading, and physical education/health. After completion of the methods courses,
the participants would then complete student teaching requirements within the public school system.
See Table 1 for more information about the participants.

Table 1Paticipants

Name Gender Nationality Group Class

Peacelyn Female Chuukese Experimental Language arts methods
Keana Female Palaun Experimenta Second language methods
Sirena Female Filipina Experimental Second language methods
Tasi Female Chuukese Control Strategies

Jovani Female Filipina Control Social studies methods

Although of the participants were ELLs, they studied in a mainstream class, and they were
expected to participate in full content instruction of all key curriculum areas, including writing and
delivering lesson plans which followed local public schooldsteds as well as national Common Core
standards. Special accommodations were not made for them despite any deficiencies that they had in
the English language.

Data Collection

This study used a mixed methods approach. There were three forms of data collection for this
aiddzrey LI NODAOALI YGAQ gNRGGSY NBTFESOGA2yasx 3INI RSa
wrote written reflections during the course of two sentexs in biweekly action logs, Moodle forum
discussions, and in ennf-the-semester reflection papers. An example of the action log template can be
seen in Appendix A. In the weekly action logs, participants were asked-&vaklfite themselves on a
sale of 15, with five being the highest, in five areas:

on time

homework done

ask and answer questions

work with classmates

mobile phone is not used in class

arwNPE

¢tKSyszs (KSe 4SNB SELISOGSR (2 02YYSyid 2y 6KSGHKSN
lesson, providing examples of activities that might have helped or hindered their successes. Each
participant completed a total of-8 action logs for each course in any given semester of the study. The

action logs were not graded, but completion of therd tielp to inform a general grade for participation.

Moodle forum discussions also provided a venue for students to reflect on their success on tasks.
In Moodle forum discussions, participants could reflect on various assignments, focusing on the
particularly usefulness or difficulty/ease of various parts of the assignment. Over a course of one
semester, participants responded to an average of 5 Moodle forums which were not graded but which
contributed to an overall participation grade.

Finally, each pégicipant completed an en@f-the-semester reflective essay. In the reflective
essay, they could comment on various assignments and how well they believed that they performed on
the assignments. The reflections were 10% of the course grades, and thegnadex according to a
pre-determined rubric (See Appendix B).
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'aAy3 DEfFaSNI YR { (N} dza daQa OabuygR SleodlefenBme,NE = | f
and reflective essayswere coded for common themes among participants. Guided by KelleZ ¥ &
Mpdpd LINAYOALI Sa F2N) a2KFG Aa | 322R O0O2RSKésx (GKS
coding was precise; 2) coding enabled a large part of the data to be subsumed under a code; and 3) the
codes were relevant to the research questid@eginning with a collection of data, the data was then input
into NVivo, where the repetition of common words, phrases, and ideas related to scaffolding or
representative of an understanding of content that resulted from scaffolding were tagged with,codes
reviewed, grouped and then categorized. Codes which were not commonly identified with NVivo were
collapsed or eliminated. Initial coding led t6 codes being identified for each of the participants in the
experimental group. There were no countyefbal scaffolds among the reflections for the control group,
resulting in null codes for them. Then, the codes of the experimental group were compared, resulting in
a total of 6 categories that were common amongst all participants in the experimentgb.grbhe codes
are discussed in the following sections.

The grades on the assignments and the teacher observations served to triangulate the conclusions
formed from the reflections.

As the teacher/researcher of the current study, | kept detailed fiele®@f my observations of
the ELLs as they engaged in all levels of pair and group work, as well as individual work. Most of the
assignments for the four methods courses in this study were collaborative in nature. Various aspects of
group and pair work ere utilized, with some distinct assignments in each of the courses. For example,
in the Language Arts Methods course, students engaged in a literature circle where they read the
Alchemist book (Paulo Coelho) together in small chunks each week and thsaesthand evaluated the
content in those pages through rotating group roles (such as a discussion director, word wizard, artsy
artist, savvy summarizer, and cool connector). Inthe Second Language Methods class, the students often
worked in groups comparg and contrasting different teaching methods (such as the Grammar
Translation Method and the Audio Lingual Method), and were graded on a formal discussion that they
had on a random question among a list of ypletermined questions about the methods. Hewver, the
assignment that was common among all four methods courses was the delivery of a lesson plan, either
with a group, partner, or individually. Not only were students graded on the execution of their lessons
which were delivered in front of theira$smates, but they were also observed in the planning stages.

Results
Reflections

¢CKNBES &42dz2NOS&a 2F RFEGF gSNB 3IFGKSNBR F2NJ RSGSN
2T QDI NAR2dza OSNBFE aoF FF2f RAY 3 resiltdddlinite Bansfidgadon of/ 2 RA Y

the themespresented in Table 2n the reflections of the control group, there were no counts of verbal
scaffolding being used.

Grades on Assignments

For this study, two classes were used for the control group: stegeyid social studies methods.
The remaining two classedanguage arts methods and second language teaching methfutmed the
experimental groups.
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Table 2Types and frequency of verbal scaffolds mentioned in reflections of experimental group

Scaffold type

Example

Frequency

Paraphrasing

L AAY I d @RIREE

Reinforcinglefinitions

It helps when the teacher explains diffic@lbncepts into
easier words.

I like being able to read and think about ntiyought
processes with a partner and in frooft the group as I trjo
interpret new information.

There are a lot of new vocabulary words usedhis class,
and we get ample opportunitie® use the new words ir
our assignments.

Asking HOTS questions L G Qa AYLERNII yid G 2ike it kviey the X
teacher asks us to evaluate or critiquarious teaching
methods.

Use of synonyms/antonym L R2y Qi KIF @S G2 dzaS | RA! -
tells us words that have the sanmeeaning or the opposite
meaning.

Selftalk/Paralel-talk The teacher explains in details what she is doamg she X
asks me to explain what | am doing. Eaample, in our
literature circles, | tell her that | am the artsy artist and |
showing my drawing tany groupmates and explaining th
reasonswhy Idrew this.

X = 1@20 instances; = four to nine instancedewer than four instances.
Table 3Grades of participants

Participant Group Key Assignment Grade (percentage)

Peaceln Experimental | GroupBig Book/Video/Lesson | 100

Keana Experimental | Group Lesson 90

Sirena Experimental | Group Lesson 95

Tasi Control Group Presentation on Uni 90

Jovani Control Group Lesson 85

The mean score for participants in the experimental group was 95 (n=3), and the mean score for
participants in the control group was 87.5 (n=2).

Teacher Observations

Results from the teacher observations showed that students in the experimental greitipshe
help of verbal scaffolding by the teacher, were more confident in their group work and engaged with their
partners as equal and active contributors to the lesson.

One excerpt from the field notes include:

Keana has taken a lead in developingsson for second grade science on the
water cycle. She appears confident in how she plans to differentiate the lesson for second
language students as she has early on determined a list of accommodations for them,
including a worksheet that she createdrielf. She plans to use a dance to engage all
learners, and will have the ELLs pair with the English as a L1 students to dance in front of

the group.

15



MICRONESIAN EDUCATNGBLUMEZ, 2018

As a student in the Second Language Teaching Methods course, Keana bloomed, and her level of
participation and engagement with classmates and with the content could not be distinguished from her
native English speaking classmates. Keana provided feedback to her partners in a professional manner,
and she received feedback easily, without getting defensive.

I aS02yR SEI YLX S OFy ot8k/par&l& talk whgn sheiwsSinferattinig dza S
with her group mates on the lesson plan for the key assignment. Notes include:

Sirena is looking for graphic organizers to use in her group lesson plasheaisl
talking through the process with her groupmates. She is telling them which types of
graphic organizers she finds, and what she thinks of each of them, vocalizing her thought
processes and actions at the same time. This seems to get her parthersnwolved in
the process as well.

Through seHalk/parallel talk being modeled by the teacher/researcher, Sirena was able to copy
this teaching technique and to embed it into her own teaching/learning.

Discussion
RQL1. Do ELLs in mainstream teagiteparation programs perform better on assignments when provided
with verbal scaffolds?

The answer to RQ1 is positive; ELLs in mainstream teacher preparation programs do perform
better on assignments when provided with verbal scaffolds. Grades and teabkervations of the
experimental group who received intensive amounts of verbal scaffolding show that they performed
significantly better than their peers in the control group who received little to no verbal scaffolding. As
seen in Table 3, the mean sewn the group lesson for participants in the experimental group was 95%
(n=3), and the mean score for participants in the control group was 87.5% (n=2), showing a significant
difference of 7.5 points.

Teacher observations of students in the experinarand control groups support the findings
above, as students in the experimental groups were more actively engaged with their classmates and with
the classroom content than students in the control groups.

In the reflective writings, students in the coatrgroup never mentioned verbal scaffolds as a key
to their understanding of the materials since verbal scaffolds were rarely given, and the reason for their
lower performance might be based on the absence of these types of scaffolding activities. Altheug
goal for not using verbal scaffolds in the control class was to treat the ELLs the same as their native English
speaking classmates (that is, with no accommodations of any sort), the lack of verbal scaffolding put them
at a disadvantage. They didtmerform as well as their peers who received verbal scaffolding.

RQ2. What types of verbal scaffolding work best for ELLs in mainstream teacher preparation programs?
As can be seen in Table 2, the types of verbal scaffolds that ELLs in the classigaibaseficial

included asking higher order thinking skills (HOTS) questions and usitajidptrallel talk as a teaching

method. As Mariani (1997) said that level$igh challengandhigh supporin scaffolding are necessary

in order to induce stdent learning, the results of this study showed that the more challenged students

were, the higher their achievement levels were.
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The results of this study point to the conclusion that adult ELLs in higher education, particularly
those in teacher prepation programs, do not necessarily value the use of defining vocabulary or
providing synonyms or antonyms for new vocabulary words. These results are consistent with those of
Bruna, Vann & Perales Escudero (2007) who believed that while focusing aultdificiplinespecific
vocabulary may make content easier to grasp for ELLs, it may compromise cognitive development. In the
case of preservice teachers in an elementary education on Guam, the use of simplified definitions or
synonyms and antonyms didphiseem to help them to learn content in their methods courses. The reason
behind this phenomena might be the advanced levels of language proficiencies that the ELLs in the current
study had already acquired, and it might also be that making actioncigxpiough seltalk/parallel talk
might make the participants more aware of the connection between the language and the content than
simply providing rudimentary definitions to difficult vocabulary words.

¢KS NBadzZ 648 aK2gAy3ad GKFG LI N} LIKNFaAy3a YR dzaAy
not as useful as HOTS questioning andtadtfparallel talk, are also consistent with those of Hammond
and Gibbons (2005) who found that teachers offeringstiaace through the verbal scaffolds of recapping
and recasting is helpful. As Hammond (2001) found, integrating content and language skills product a
constructive alternative for ELLs in the mainstream classroom.

Conclusions and Implications

In scaffofling instruction, a more knowledgeable persqrthis case, the teacher provides
a0 TF2fR&E 2NJ adzLILI2 NI a G2 FLEOAECAGIGS GKS fSINYSNDa
build on prior knowledge and internalize new information. Taetivities provided in scaffolding
instruction are just beyond the level of what the learner can do alone. The more capable other provides
the scaffolds so that the learner can accomplish (with assistance) the tasks that he or she could otherwise
not comgete, thus helping the learner through the ZPD (Vgotsky, 1978).

Scaffolds should be temporary frameworks that build on acknowledged student strengths.
Scaffolds used to support successful learning need to be designed with a specific task in mind. By
integrating language and content objectives, scaffolds should take into consideration what the students
need to learn, how they will go about learning it, and ways to make the learning process successful. Even
though scaffolds take time to set up, they averth it in the long run.

When working with ELLs in the mainstream classroom, modifications of assignments or
assessments may not be possible. One alternative to making modifications is carefully scaffolding the
assignments, particularly verbal scaffel Verbal scaffolds can range from simplifying concepts and
@20l 0dzf I NB ¢g2NR> G2 LI NILKNIaAy3d O2yaSydas G2 FRR
Taxonomy (1956).

The current study investigated the effects of verbal scaffolds on Englispuage Learners in a
pre-service elementary teacher training program. Findings from the current research, although limited in
the number of participants, point the fact that verbal scaffolding can be successful for ELLs who study
alongside English asdi language students in mainstream education courses. Most crucial among the
various verbal scaffolding were the use of questions that addressed the higher order thinking skills as well
as selftalk/parallel talk protocols. It is hoped that these twathing techniques be utilized more often
in education courses that include ELLs.
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Appendix A: Action log template

Date: Participation: (Target) %
Partner: (Actual) %
Seltevaluation (1-5, with 5 being the best)
1. ontime
2. homework done
3. ask and answer questions
4. work with classmates
5. mobile phone is not used in class
Comments
Appendix B:Rubric for Enebf-the-Semester Reflective Essays
Criteria Superior 4 Sufficient 3 Minimal 2 Beginning 1
Depth of Response Response Response Response
Reflection demonstrates an in | demonstrates a demonstrates a | demonstrates a
depth reflection on, | general reflection on,| minimal lack of reflection
and personalization | and personalization | reflection on, on, or
of, the theories, of, the theories, and personalization
concepts, and/or concepts, and/or personalization | of, the theories,
strategies presented| strategies presented | of, the theories, | concepts, and/or
in the course in the course concepts, and/or| strategies
materials to date. materials to date. strategies presented in the
Viewpoints and Viewpoints and presented in the | course materials
interpretations are | interpretations are course materials| to date.
insightful and well supported. to date. Viewpoints and
supported. Clear, Appropriate Viewpoints and | interpretations
detailed examples | examples are interpretations | are missing,
are provided, as provided, as are unsupported| inappropriate,
applicable. applicable. or supported and/or
with flawed unsupported.
argumerts. Examples, when
Examples, when| applicable, are
applicable, are | not provided.
not provided or
are irrelevant to
the assignment.
Required Response includes a Response includedl | Response is Response
Components:| components and components and missing some excludes
meets or exceeds all| meets all components essental
requirements requirements and/or does not | components
indicated in the indicated in the fully meet the and/or does not
instructions. Each instructions. Each requirements address the
guestion or part of | question or part of indicated in the | requirements

19




MICRONESIAN EDUCATVIR.UMEZ, 2018

the assignment is
addressed
thoroughly. All
attachments and/or
additional
documents are
included, as
required.

the assignment is
addressed. All
attachments and/or
additional documents|
are included, as
required.

instructions.
Some questions
or parts of the
assignment are
not addressed.
Some
attachments and
additional
documents, if
required, are
missing or
unsuitable for
the purpose of
the assignment.

indicated in the
instructions.
Many parts of
the assignment
are addressed
minimally,
inadequately,
and/or not at all.

Structure

Writing is clear,
concise, and well
organized with
excellent
sentence/paragraph
construction.
Thoughts are
expressed in a
coherent and logical
manner. There are
no more than three
spelling, grammar, o
syntax errors per
page of writing.

Writing is mostly
clear, concise, and
well organized with
good
sentence/paragrap
construction.
Thoughts are
expressed in a
coherent and logical
manner. There are ng
more than five
spelling, grammar, or,
syntax errors per
page of writing.

Writing is
unclear and/or
disorganized.
Thoughts are not
expressed in a
logical manner.
There aremore
than five
spelling,
grammar, or
syntax errors pef
page of writing.

Writing is uncleatr
and
disorganized.
Thoughts ramble
and make little
sense. There are
numerous
spelling,
grammar, or
syntax errors
throughout the
response.

Evidence and

Response shows

Response shows

Response shows

Response shows

Practice strong evidence of | evidence of synthesis| little evidence of | no evidence of
synthesis of ideas of ideas presented | synthesis of synthesis of
presented and and insights gained | ideas presated | ideas presented
insights gained throughout the entire| and insights and insights
throughout the course. The gained gained
entire course. The | implications of these | throughout the | throughou the
implications of these| insights for the entire course. entire course. No
insights for the respondent's overall | Few implications| implications for
respondent's overall | teaching practice are| of these insights| the respondent's
teaching practice are presented, as for the overall teaching
thoroughly detailed, | applicable. respondent's practice are
as applicable. overall teaching | presented, as

practice are applicable.
presented, as
applicable.

Total: /16

This assignment is 10% of your final grade.
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The Impact of Action Research on

T e a ¢ hnetnudcdianal Practices and

t hhelrr Studentso Le
In the K-12 Classroom

Geraldine Sablan James
Mary Jane Miller
Cheryl Sangueza

Abstract

¢CKS ! yAGSNARAGE 2F Ddzr YQa {OK22f 27F 9Rd
researches. Consequently, graduate students in the Master of Education Secondary Edu
program engage in action research as a capstone special project. Graduate students in this
are current K12 teachers.In order todetermine the impact that the action research experience t
had on the teachers and their students, this study was conducted with 20 of the graduates fro
three M.Ed. Secondary Education cohorts who completed the degree program from 2013 to 281
graduates completed an online survey. The study reports their responses regarding their perce
of the value of their action research experience and how patrticipation in action research impact:
classroom instructional practices. The teachiarshe study also describe how the action resear
experience has empowered them and their teaching.

Keywords:K-12, Action research, Instructional practice

Introduction

As professionals, teachers are continually trying to find ways to improve, leathassume
responsibility for their own professional growth and development. Through action research, teachers are
able to seek information about their own performance with their students and reflect on their teaching
practices (Mills, 2011). Such inquaifows teachers to examine how they teach and how well their
students learn. Action research, therefore, encourages teachers to examine the dynamics of their
classrooms and interactions with students and then challenge existing instructional practites0ail).

¢tKA&a aiGdzRé SELX 2NBR K2g | OGAz2y NBaSENODK AYLE Ol
their teaching. It examined the teaching experiences of 20 graduates in a Master of Education Secondary
Education program who engaged in acti@search as a capstone special project for program completion.

The 20 participants are graduates who ardXKclassroom teachers and who conducted the action
research with their respective students. Their action research involved some type of interventi
experiment designed to test or improve what was already happening in their classrooms. Unlike
traditional social science research that discourages the researcher from intervening in any way in the

e
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research setting, action research requires some typentdrvention (Herr & Anderson, 2005). The
GSFOKSNEQ AYGSNBSyidAz2y SELISNAYSyiGa adSadSReé | oA
academic achievement, student motivation, and classroom management. For example, their studies
examined the usefaooperative learning, homework, differentiated instruction, technology, fateng,

graphic organizers, extrinsic motivators, seating arrangement, assessment types, and social media in
classroom instruction. Some of the action research studies aldo2xNS R a1 dzZRSy GaQ € S+ Ny
2dziaARS 2F (GKS OflaaNR2Y® C2NJ SEl YLX SZle@np$ &l dzRe
projects and the effect on their sense of civic responsibility.

For the action researcher, such interventiomssdlve an action cycle of planning, acting,
observing, monitoring, evaluating, and reflecting. Consequently, the purpose of this study was to
determine the impacthat the action research experience has had on the teachers and their students.
Thus,the research question guiding this study waldow does patrticipation in action research impact
GSIF OKSNBEQ OdaNNByYy G YR FdzidzNB AyadaNHzOGA2y I f LINT O A

Literature Review

' OGA2Y NBaSIFENOK F2NJ GSIFOKSNER A& | glke (2 addRe
new practices with an eye toward improvement and then assess the new outcomes in comparison to the
old. Itis a cyclical process whereby the new outcoaresevaluated, reflected upon, and adjusted for
continuous improvement (Schmuck, 2006). Not only can action research be a useful tool in the quest for
educational excellence, but it can also help teachers and administrators to embrace progress and reform
gKSY YySSRSR NIGKSNJ GKIYy FTRKSNAy3 G2 adloAatArAde IyR
fosters a democratic approach to decision making while, at the same time, empowering individual
teachers through participation in a collaborative, 5dc f f @ NBaLR2yairdS NBASHNOK | O

The focus of action research in education is on-agiay problems in a classroom, campus, or
district and can be conducted by a teacher, administrator, or other education professional. Its@ispo
to aid in decision making at the local level (Wiersma & Jurs, 2009). In education, it is a tool used by
teachers and other educators to try out and evaluate new strategies to improve teaching practice (Sagor,
2004).

In general, however, most edudanal studies in the past have been conducted by professionals
whose job is training and conducting research. These studies generate quality and useful information, but
too often do not produce the type of information most useful to teachers in a classdtertler, 2009).

Many teachers, when faced with the daily tasks of planning lessons, presenting content, and assessing
outcomes, in addition to numerous tasks often delegated by administration, say there is little time for
reading the research of othermuch less for conducting research in their own classrooms. Furthermore,
they site the scarcity of research written by classroom teachers and often find that what has been written
is irrelevant to daily life in a classroom (McBee, 2004).

Teachers aréoth participants and observers in their classrooms and this places them in the ideal
position to analyze and interpret classroom information and use that information for future planning
(Mertler, 2009). Action research provides a pathway for teachemiegrboth while conducting the
research and again when analyzing data outcomes at the end of a project. It encourages teachers to use
their classrooms as a laboratory and to become researchers with the goal of improving instruction while
allowing themtor £ 82 06S € SFNYySNR Fft2y3 (KS gF& 6hQ02yy2NE
engage in action research projects they gain a deeper appreciation efssel§sment and reflection and
greater understanding of the link between theory and practice (E@g&auchak, 2012). This increases
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professionalism of teachers and promotes improvements in individual classrooms (Eggen & Kauchak,
2012).

While action research is often cited as a positive and enriching experience for classroom
practitioners, there are alid concerns that a teacher initiating a research study needs to consider.
Marshall and Rossman (1994) talk about the amount of time necessary for a teacher to develop and
implement an appropriate and effective study, as well as the time needed to ictuade up and report
GKS NBadzZ Gao ¢tKSe |faz2z YSyarazy GKIFIG I OGAzy NBasSt
may not be sufficient to present rigorous findings. Mills (2011) adds that the very cyclical and ongoing
nature of action reseah can leave practitioners and stakeholders without a sense of closure as though
conclusions are not really conclusive. In addition, action research outcomes may not be generalizable to
other populations or replicable even in the same classroom, whichaathynto question the reliability
and validity of some studies (Marshall & Rossman, 1994; Mills, 2011).

In a discussion with teachers about their experiences with action research, University of Southern
California (USC) researchers expressed findingesofrthe same difficulties (Lewis, 2013). The USC
discussion concludes that teachers believed action research was more difficult than other educational
research because it presents additional responsibilities for classroom teachers. Teachers alssysaid th
had to guard against ovenvolvement and bias and noted that the write up of findings was difficult.

However, in their final report on the impact of action research, €Bmace and Zeichne (1998)
listed several interesting and beneficial outcomes aeed in personal interviews with teacher
researchers. The most significant of these are: (a) Because teachers could choose their own research
issues and connect their research to current concerns in their work situations, they developed a personal
invedment in the process; (b) the teachers felt a greater recognition of and respect for their knowledge
as professionals, and (c) writing a final report of the research for publication was an important factor in
helping the teachers analyze and synthesizdrthesearch (CarBruce & Zeichne, 1998).

Among their findings, Seider and Lemma (2004) cite additional benefits of teacher conducted
action research: (a) Teachers maintained their mindset of inquiry long after their initial research project
was compleed; (b) teacher efficacy was notably enhanced; and (c) the action research project resulted in
immediate benefits for the students, although long term benefits were not determined.

When executed properly with appropriate design and rigorous standardspagtsearch has the
potential to be a powerful agent of educational change and teacher improvement (Mills, 2011). Both
change and improvement occur when teachers learn more about their own instruction. This includes
changes in pedagogy, in thinking andconfidence, all of which leads to professional growth and teacher
improvement (Sax & Fisher, 2001).

Today, educators at a variety of levels are embracing action research as a positive and rewarding
part of a classroom experience. It can generate resthat are both informative and which have
immediate and direct application (Mertler, 2009). Consequently, many teacher training programs are
including this form of research in their programs. As the University of Guam is a school that promotes
teachersas researchers, it is important to determine the impact that the action research projects have on
the teachers and their students.
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Methodology
Research Design

The design for this research study was mixed methods using both a quantitative and qualitative
approach. The quantitative approach utilized a survey design and descriptive statistics. Quantitative
strategies include survey research or experimental resdeéCreswell, 2013). Survey research features a
numeric description of perceptions, patterns, and perspectives of a population by studying a portion of it
through studies utilizing questionnaires to gather data (Creswell, 2013). Additionally, the tixalita
component of this study involved comment sections and epaded questions in the survey and content
analysis. The meaning that participants ascribe to a phenomenon or issue is a main characteristic of
gualitative research. Consequently, multipleggectives and opportunities to elaborate on perspectives
and responses are provided in a qualitative study (Creswell, 2013).

Sample

This study was conducted with University of Guam graduates of the Master of Education
Secondary Education programwhé: 0 02 YLJX SGSR (KS O2dz2NAS da95cmtY !
Education and (b) engaged in an action research project #lla éassroom. The number of potential
participants for this study was 28 graduates from the three M.Ed. Secondary Educakiorts who
completed the program from 2013 to 2017. Twenty (20) out of the 28 graduates agreed to participate in
this study and responded to the survey.

Survey Instrument

¢CKA& aiGdzRe dziAf AT SR | &dzNWSe 06! LILIS) Reknitssiond o6& h
to use the survey was obtained from the authors. The survey was administered online using Qualtrics. A
RSY23ANI LIKAO aSOiAz2y G GKS o0S3aAyyAay3a 2F (GKS &dzNID
experience, (b) grade level taugfelementary, middle, or high school), and (c) subject(s) taught (for
middle and high school teachers). Following the demographic section, the survey consisted of nine items.
In the first section of the survey, five statements pertained to the valie&fS LJ- NI A OA LI yiaQ I C
experience. Respondents ranked their agreement using a 4boa# Likert scale from 1 = disagree to 3
= agree. After each statement, a space was provided for the respondent to explain his/her choice. The
final sectionof the survey had four opeanded questions. Three questions asked the participants how
participation in action research had impacted their professional career, teaching, and instructional
practices. The fourth question asked about issues the respondgmountered during the
implementation of the action research project and how he/she solved them. Space was provided after
each question for the respondents to elaborate.

Procedures and Data Collection

The researchers received approval from the Universi Guam Institutional Review Board (IRB)
to conduct the study. Once approval was received, the researchers obtained a list of the M.Ed. Secondary
Education graduates meeting the participant criteria from the SOE Administrative Officer. An email
invitation to participate, which included a link to the survey in Qualtrics, was sent to the individuals on
the list. Twenty (20) out of the 28 potential participants agreed to participate in the study and completed
the survey.

Data Analysis

Data from the Li&rt scale rated items were analyzed using descriptive statistics. Data from the
written statements sections and opeanded questions were analyzed using content analysis. In content
analysis, the researcher develops a category coding procedure, idettkiBecategories, and then counts
the frequency of instances those categories occur (Silverman, 2001).

e
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Results
Demographics

Of the 20 teachers who patrticipated in the study, three were elementary school teachers, 11 were
middle school, and six were high school. Their teaching experience ranged from two to 22 years, with half
of the teachers having more than 10 years of teaghéperience. The middle and high school teachers
also indicated the content areas they taught, which included: six Social Studies, two Reading, two
Language Arts, two Science, two Health/Physical Education, one Math, one English as a Second Language
(E%), and one Foreign Language.

Value and Impact of Action Research

Respondents indicated their level of agreement regarding five statements addressing the value of
action research and its impact on their current teaching practiBespondents ranked their agreement
using a threepoint Likert scale from 1 = disagree to 3 = agree. Table 1 shows the mean scores for the
action research value and impact statements.

Table 1IMean Scores for Action Research Value and Impact Questien2@N

Survey ltem Mean SD

Action research is valuable to the teaching and learning process fc 3.00 .00
as a teacher.

Action research is valuable to the teaching and learning process fc 2.95 22
students.

This action research project positivdlyy LJ- OG SR Yé aid 270 58

This action research project positively impacted my teaching. 2.95 22

| view myself as a teacheesearcher. 2.70 .57

Actionresearch is valuable to the teaching and learning process for me as a teacher

There was a unanimous, high level of agreement for this statement as all respondents rated the
item a 3.0. Teachers most frequently commented that action research was a tool that helped them to
reflect on their teaching and improve their instructional réd A OS a ® hyS GSIFOKSNJ y?2
NE&aSHFNOK Aa | Y2NB LISNE2YyIFfAT SR gle& 2F AYLNROAYA3
researchprocess has helped me with my teaching practices by identifying what needs to be worked on so
thiscanbengf i Y& aiddzRSydaoé ¢ S OK-&MNeBtionSnYthelfadtien kese@drBh K S
LINEOSaaT a 2yS GSIFOKSNI SELX FAYSRE a9@SNeE (St OK
O2YLJX I OSy (¢ | y2GKSNI S OKS NineNaBdke§sSoNédstiniss Rabout dny O (i A
G§SFOKAY 33X FAYRAYI RFEGF (G2 adzZlL2 NI | R2dzaldYSyida

In addition to recognizing and finding ways to improve their teaching practices, the teachers also
frequently described how data from their action research supported their effectiveness as teachers. One
0SFOKSNJ adFkGSRZ a5k dF KYBA LBRNIAGARSSE yIR @2 FH NY! i B
GaL gl a FotS G2 FAYR 2dzi 6KIFG 2GKSNJ NBaSI NOKSNE 7Tz
S OKSNW¢ {SOSNIf GSIFOKSNER |0ly26ftSR3ISR (GKS A YL
teaclSNJ SELX FAySR:Z a!ta | GSFOKSNE L Fftgleéa syl G2 d
AGdRSYG fS8FNYAy3IsT FyR FOGA2y NBASHNDK KSfLA Y
FOly26f SRAISREI a9 RdzOF G A2y Adanddigcipthe Bdlon GeselrghBrowdas | Y
OdzNNBy G RIFGEFE FNRBY NBIFE GAYS LINI OGAOSadé

S
R

Action research is valuable to the teaching and learning process for my students

e
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Respondents had a high level of agreement, with the statement receiving a mean rati®®.of 2.
Only one out of the 20 respondents rated this item a two, indicating neutrality, while no one chose a rating
of one. The teacher who chose a two regarding the value of action research to the teaching and learning
LINE OSaa ¥2N aiMvapsénstiaiyoud sudi parficipdh®R Hiredfly, but to future students
I F i S NBThéldBrdaihiag respondents chose a three and expressed that, ultimately, action research
gt a @ltdz2doftS F2NI 6KSAN aiddzRSyda | a GKB6netedolieA Sy (1 & ¢
y 2 (i 3R &udents are my clients whose lives | impact. They are the reason | wanted to better myself as
I GSIF OKSNXIE ¢tKS GSIFOKSNRQ O2YYSyida NBAGSNI GSR
a! OG A2y NBA&SI NOvemdnN®teaéhingpaactiteythedefdre s Better teacher = improved
da0dzRSy il fSIENYAyIbé ' y2GKSNJ GSFOKSNJ y2iSR K2g IO
LINE OSaayY a{ddzRSyia o6SOFrYS Y2NB | OGAGBS | yNDOKi@pz21 ¢
|l RRAGAZ2YLFEfex 2yS GSI OKSNJI SELX I AYSR K2g | OGiA2y NB:
GKIFIG S@Syldzrtfe KSEfLISR G2 akKIFLIS TFdzidz2NBE f Saazyadé
NBalLlRyasSaz a{ (dR&BugHhaedsir&agiSstahdimethiod@that are designed with their
learning goals in mind. They get the benefit of teaching methods that have been refined to ensure that
they get the most "bang for their buck."

This action research project positively impacted myRtiSy 1 a Q €t S Ny Ay 3

The mean rating for this statement was 2.70. One respondent rated this item a one, indicating
disagreement with the statement. Four respondents chose a two, indicating neutrality. The remaining
15 respondents chose a three indicatingyhagreed with the statement. The teacher who chose a one
S E LX | My ®Bgrcswasdfairly new, so the students were somewhat frustrated with the teaching
OKI y3aSo¢ l'a FT2NJ 0SFOKSNR 6K2 AYyRAOIGSR YSdzu NI £ Al
AYLINROJSR: ¢KAtS 20KSNE RAR y20o¢ l'a F2NJ GKS wmp (S
2F glea GKSAN aiddzRSydaqQ tSFENYyAy3a gl a LRairxidArgsSte |

RSAONROSR (KS LI aAa il xedhe aotion rgsdafch profedt Nidd enylineRvBnfidn dHe & !
YFE22NRGE 2F Y& addzRSyda OKFy3aISR F2NJ GKS o0SGGSNI O
G2 glea | OGAzy NSéSINbK SyfAHKuSYSR a i dzRdyt G & @ !
GKSyaSt @Sa IyR Al 2LSyS dzL) GKSANJ SeSa (2 Fdz2NIKS
RAFTFSNByilite FTNRY 46KI uKSé GSNBE | 00dzaGi2YSR (2 d¢

A YLINR SR o vayA0|uxzyNzﬁmteGSmKSyﬁzr@ﬁM@Qm NJK LI
YR K2g | A2y NBaSINOK GakKz2ga K2g addzRSyda Oly
i SOKY Al dzSa m

This action research project positively impacted my teaching

Respondents had a high level of egment, with the statement receiving a mean rating of 2.95.
No respondent chose a rating of one, while only one of the respondents rated this item a two indicating
neutrality, but the respondent did not provide a reason for the choice. The majorityeofetlichers
believed their teaching was positively impacted, and that they were able to immediately make
AYLINRGSYSyida G2 GKSANI GSFOKAYy3I LN OGAOSaod hyS {0

teacherIwasandthetypeofteacherIshouldzbel y 2 G KSNJI qurA@é{rﬁy\abUSnEdsmra SRZ
L 6SOIYS GKS GSIOKSNJL &akK2dzZ R 06S IyR yS@OSNI f221SR

NB&adzZ Gao la 2yS [']SIOKSNJ SELX I AYSRS aL dsaeR oKI
AYLINREOSYSy(Ga Ay atdRSydas FyR AYLNROSYSyd Aa | 32
GKSANI GSIFOKAY3 a{Arfttao czNJSErYusz 2yS S OKSNJ
YR aidNBy3dikKa Ay Yeé (SHOKAYy3 oAt Ale dé
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| view myself as a teacheesearcher

The mean rating for this statement was 2.70. One respondent rated this item a one, indicating
disagreement with the statement. Four respondents chose a two, indicating neutrality. The remaining
15 respondents chose a @, indicating they agreed with the statement. The teacher who chose a one
SELX I AYSRZ 4L 2yfé& RAR | OGAz2zy NB&SI NDK 2y 0So 2 KS
consider myself as a teachBS & S| NOK S NXb ¢ ¢ g2 2 BedindtFalityivniih K SNE ¢
a0l G4SYSyd 1101y26f SRASRIY G{-RES58RMISESN FF)SSBf a2X$SA YS
FYR daL KI@S G2 1SSLI dzLJ 42 RFGS gAGK I NIAOESa | yR
F2NJ Ye & dzRSi/thedl® feachers $1d Sdided that they view themselves as a teacher
NE&ASFNOKSNI AYRAOIFIGSR (KSe KIFI@S | OKFYy3ISR YAYRaSio
FSSt tA1S L 1jdzSadAzy SOSNRGKAY3I | teaherieShpdrl thése NB a S|
aSyldAaySyidaz ab2é6x L FAYR YeasStT Ozyaidlyidte NBTE SO
if there was a better way to do it, what worked, what needed to change, and how | should go about
FFFSOGAY3I G Kdtianlly, @K mogtDStEe detachersRvho agreed with the statement, they
equated belng a teacheesearcher Wlth a belng a Ilfelong learner and belng proactive in Iooklng for ways
G2 08S02YS | o6SGGUSNI (SI OKSNY h )/S MtMMc&ybumpr@\xsza dzLJ
my teaching practices and also encourage my colleagues tdlgeF f SOUG G261 NRa AYLINBR @S

Impact on Teaching Practices

In the second section of the survey, respondents addressed four-epded questions. For the
first three questions, the respondents explained how participation in action research had impacted their
professional career, teaching, and instructional practices. For the fourth question, the respondents
identified and described any issues they encountered duringrtiementation of the action research
project and how they solved them.

Long lasting career impact

When asked to describe the loasting effects that the action research experience would have
2y OUKSANI LINRFSaaAaz2zylt OFNBSNE (2 GKSYSa SYSNHSR -
research. The theme of improvement appeared most oftehe fachers emphasized how they will
continue to reflect on their teaching practices with the intent of improving and enhancing the quality of
GKSANI GSI OKAYy 3D C2NJ SEIFYLX S 2yS (S OKSNJ SELINB& A
improveY Sy (i ®¢ ' y20KSNJ G§SIFOKSNJ y20SRZ daL gAatft O2ylAy
0§SOKY Al dzSod¢ ¢KS GSIFOKSNA 20SNBKSfYAy3Ifte NBaz2t gs
G§SFOKSNE SELX FTAYSRZ 4L Y yga LWNRI ONBPRaA&E2 VRRAYS
R2 &42YSUKAYy3 Fo2dzi AG G2 YI1S Iy STFFSOGAGS OKFy3aS

¢tKS aS0O2yR GKSYS (KIFIG SYSNHSR gla GKS (Sl OKSN
O2yAydzS O2yRdzOGAYy 3 AGO hy S ( Sbe@daSaniqéestiodmipand SR &
NEASFNOKAYyIDE ' y20KSNJ GSIFOKSNJ Of F AYSRY dGaé& RA&AO
dzy RSNAERGIF YR NBASEFNDK (2LIA0a YR LINRP2SO0 NBadzZ (Gade

a
R
& AaKSft LISR Y SesdaSh aNd/to dardy dut the2expRrinental process in my classroom to
yiAaydzS (2 GSad aidN)}GS3IASaové

Teacher empowerment
In response to the question about how the action research experience empowered them and/or
their teaching, the overwhelming theme wts confidence the teachers felt about their ability to teach
and the methods they use. This confidence included a better understanding of their capabilities and
LRGSYGAL T @ hyS G(SFOKSNJ SELINBaaSR:I 4! OGKRY NBXSHD
R
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OFLIo6ftS 2F | OO02YLX AaAKAYyAdE [A1S6AaSET y20KSNI GSIHO
better understanding of my students that will enable me to have a good rapport with them to positively
AYLIE OO0 GKSAN £ SI NOSANY RSB ONRYS Ri DI2QRIFSNRSTHIMEL | a | OKI
KFEILILISYys AdQa 2y YSo L Y GKS AYGSNIBSYyGA2y dé C2 NJ
G§SFOKSNJ Of F AYSRE aLi KStLISR YS NIBHfokonsgantlii évohiz S @S NE
with my teaching practices to keep up with teeerchangingd i dzZRSy & SY@ANR Y YSy (i d¢

Informing instructional practices

The third operended question asked the teachers to describe how their research has informed
their teaching pradtes. The emerging theme was enlightenment and greater awareness of the benefits
2F OKFIy3aS F2NJ AYLINRBGSYSyio l'a 2yS SFOKSNJ SYLKI &
0SIFOKSN) y2iSRX aL YSSRSR G2 YI1 3 ORI yIISZRSYVA aKQ @S
Change was welcomed, notresisted & 2y S (S OKSNJ Of F AYSRZ 4awSaSt NOK
Y& GGSIFIOKAYy3 LINI OiAlOSad & & (2 GNB 2dzi ySé6 YR RATF
research supported #ir existing teaching practices while also creating a willingness to try different styles
of teaching.

Issues and challenges

Finally, the teachers were asked to discuss any issues that arose while they engaged in action
research and how they resolvetidm. They described a variety of issues they encountessine
anticipated and some unexpected. The most frequent challenge was gathering enough students for their
NE&SIF NOK® CKAd Ay@2f @SR 2001 AYyAYy3d aiAIw&RwWO2y aSyi
returned the signed consent forms could participate in the research, which meant not all of the students
Ay GKS (GSIFOKSNRQ OflaasSa LI NIAOALN GSR® hiGKSNJ Aaa
workload duties with their ressrch work, trying to keep organized and complete stages in the action
research process in a timely manner, and scheduling implementation of the action research to fit the
lesson timeline in their classes. Some of the teachers also noted simply narrodirefiaing their action
research topic as a challenge since there were so many directions they could have taken with a topic.
{2YS A&dadzSa 6SNB 2dzi 2F GKS GSIOKSNEQ O2yiGNRf G2
resolve most issues witthé guidance of their professors, support from peers in their cohort, and
persistence to complete each step of the research process.

Conclusions and Implications

The findings of this study suggest two considerations about action research: the actiancrese
process is a valued personal and professional journey that transforms teachers, and there needs to be a
O2yAydzSR STF2NI Ay RS gifdge asingt DnlyTkekllBntdedctrs, it dzR Sy (1 &
excellent teacheresearchers.

Although thereview of literature presented several aspects of action research that teachers have
reported they find difficult about the process of planning, implementation, and analysis of outcomes, it is
interesting that none of the survey participants mentioned thdactors. While reporting bias is always
a possibility, it is notable that the study participants were all recently graduated, former students, not
attending classes at the time of the study, and had nothing to either gain or lose from their anonymous
input. Yet, their responses were unanimously positive and focused on successes.

/2yaraiSyid NBYFIN]l & AYRAOFGAY3I GSHOKSNIGNIyaFzN
L NBIFfATS gKSNB L ySSR (2 0S5 I y Rddiks quesiichs aBobtli K S N
Ye GSFOKAYy3sS FAYRAYI REGE (2 &dzZJR NI | RadzadySyida |
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Systematic process of reflection and action was an undertone, but significant presence in
LI NI AOALI yi NBaLRyaSao {AYXf IONONINZ VAK S L & DB or@ 3
NEaSlI NOKSNt 8AStRSR (KS t2¢Sad a4l INBES¢E a02NBO  t |1
definition of a teacheNJ & S I NO K S NJ Ly GKS LI NGAOALI yG&Qf SELJX |y
reflection present in their practice. For some, the process of purposeful reflection and action was new
and for others the process was refined through action research. Action research in graduate programs

can be packaged as a method to formalize aesystic and purposeful process of reflection and action
while instilling the professional duty to continue in this practice.

Recommendations for Future Research

Since action research is perceived as an experience that transforms, an important futurehesear
consideration is to follow recent Masters program graduates to explore-gi@gtuate studies change in
teacher attitude and practice. Second, future research could also investigate Masters graduates roles as
leaders and change agents in their schoald districts (Mertler, 2006).

One last recommendation for future research is to explore whether the momentum of research
and reflection instilled during a graduate program continues fpatuation. This examination of the
role as teacheNB & S| NOKSNJ OF y KSf{ LJ hairl dasigs tdIdaximizaNtRe dJolgrmy & NB T A
impact of graduate programs on empowering teachers.
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AppendixA
ACTION RESEARCH SURVEY

A. Please answer the following by circling the appropriate number indicating whether you disagree, are
neutral, or agree with the statement.

1 1 indicates you disagree with the statement
1 2 indicates yowlo not feel strongly either way
1 3 indicates you agree with the statement

1. Action research is valuable to the teaching and learning process for me as a teacher.
(disagree) 1 2 3 (agree)

Explain your choice.

2. Action research is valuable to the wang and learning process for my students.

(disagree) 1 2 3 (agree)

Explain your choice.

& AYLJ O
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0P ¢tKAA FO0lA2y NBaSIFNOK LINR2SO0 LRaa
(disagree) 1 2 3 (agree)

Explain your choice.

4. This actiomesearch project positively impacted my teaching.
(disagree) 1 2 3 (agree)

Explain your choice.
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5. | view myself as a teachexsearcher.
(disagree) 1 2 3 (agree)
Explain your choice.
B. Please respond to the following questions.
6. Describe the londasting effects, if any, that you believe the action research project will have on your

professional career?

7. In what ways has the action research experience empowered you and/or your teaching?
8. How has your researdhformed your instructional practices?

9. What issues arose for you while engaging in action research and how did you resolve them?
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Sound Perceptions and Self
Assessments of Japanese Language
Learners at the Beginner Level

Masumi Kai

Abstract

Phoretics differs by languageSound perception is one of the challenges when we learn a
languageThispaperinvestigatesvhat type of sounds are difficult tperceivefor language learners a
the beginnef S @St ® ¢ KS LI LISNJ gsipfofress dn odind Bekceptioh gt
courseandthe correlation betweerthef S I NJ/ S Nfer@eptiar@adrfhiir selfassessments. The
subjects are college students wheretaking thed S 3 A yJgp&nede danguage course at tl
University of Guam.Our data showshat learners havdour typesof soundmisperceptions: non
perception, insertion, shorteningndlengthening, and othersThe results reveal K Gt S| N
perception becomes bettethroughoutthe course, especially aftéheylearnthe Japanese
characters.However the learning perioddoes not correlatevith better soundperception. Learners
who estimated theiown language abilitiowerthan actualdemonstrated dow motivationfor
learning. Our data shows the importanceofintroducingcharactersaat an early stage of
learningandof Y 2 y A (1 2 NJR y 3 -adsé&ssmeipediddially. \HeSoeligve that this research resi
can be applied to any language learning.

Keywords:Sound perceptigranguage learnergdapanese

Introduction

Acquisition of sounds is essentighenlearninga foreign languageWithout knowing how to
pronounce words, it is impossible ksarnany languageOne of the reasonahy learners have difficulties
in perceiving sounds of a languagelig to its phonetic system.In this paper, we examine the sound
perceptions of students who learn the Japanese language. We believe that our claim can be applied to
any language learning environment.

Japanese is a motamed languagé. A mora is a unibf timing. The most common type of
Japanese mora is formed by a consonant followed by a vowel @&Vawel (V) itself also can be a
mora. For examplekimonoconsists of three moraekimo.nd 2’, andii (good) consists of two
moraeli.il. There are sme special morae in Japanes8pecial morae include syllabic nasals, long
consonants (or geminates), long vowels, arsb¥nds (palatalized consonantdjhe nasal sound< can

1Morae and syllables are not the same. Simply speaking, a syllable is a unit of sound composettalf gea&rof sonority

and the consonants that cluster around this central peak. Morae is a unit of timing. For exatoysen(father) has three
deftlotSa w2ki2vYkal -8 K2gSOHSNE Minedhahguagd A S Y2NI S w2002 02 dal
2Thesymbols in [ ] indicates IPA (International Phonetic Alphabet), and letters in ( ) indicates Japanese romanized letters

which are commonly used to spell out Japanese sounds.
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function as a moréike sanW i K [88J5 The long consonant has a phoregtily voiceless stopThe word

nipponWWI LJF y QS T2 NJ S E HyYALS Lmhigidissa stopphgizied aivflawNdetBeaniljand

[pol. ¢ KS O2y (N ald 0S0G¢SSy t2y3 @26Sta | yRoréxknpRli @26 S
obasan which has four moraed.ba.sa.® = Y SI y & Wlobagan®, Ivhich ke Nid lmbrae
[o.ba.asah YSIF ya W3NI 7hery aré KIS Ndab is calleds¥unds. Ysounds consist of
aconsonant, a semivowe]]] and a vowel lik&ya[ a], shu[Dp}; orcho[tf]. Mostlanguagesio not

have moraeand thus the Japanese language learners have difficulties in perceiving and producing morae,
especially thesspecial morae.

Numerous studies haveeendone discussingrhich particularphonetic environment makes
these special morae difficult to perceiveMuroi (1995), Minagawa (1995pguma (2000, 2001, 2002)
claim that the final longowel ismore difficultto perceive than the initial long vowel in a wobluraki
and Nakaoka (1990) pointexiit thatasyllabicnasal followed byhe acoustically same type of nasal
sound is hard to perceier the learners. Uchida (1993) states that Chinese learners at the
beginningevelfind it especially difficulto identify a long vowedndalong consonantFirst, wewill
reexaminethese previous findings. Wadsoanalyzeif students showanyprogressn perceivinglapanese
soundsduring the course, and if there is any correlation betwesound perceptions and the
f S N3élfassksOment.

Methodology
t I NI A OA Libwidsa Q . I O 3

Theo S 3 A yIgp&néde &anguage course (JA101) at the University of Guam starts by introducing
Japanese characteesd teaching basistructuresin a 50minute class.The classes take place four days
a week for the sixteen weeks that make up a sstar. A single instructoteaches for the entire
semester. The Japanese language has three types of characters: 46 hiragakataké&na, and kanji
(Chinese characters). Hiragana is taught first, followe#abgkana. Students learn about 60 kanji in
JALO1. Hiragana is basically used for function words and Japanese origin \atd&ana is used for
foreign words.Kaniji is used for content words

Subjects arallcollege students whaeretaking JA 101 at the University of Guarive
conducted the tst on two groupsat different times. The first group haeight subjects, and the second
group had thirteen subjects. Ethnicities of subjects include Chamorro, FilKonean, andapanese
heritage. Their first language i€nglish and they use English daily life except for the one
Koreansubject.

Data Collection

We usedadictationtesti 2 | y I f @1 S & (i dzR S y Thé dictatioestyh@uddsIZ3ANID S LIG A ;
Japanese content words as shown in TabléMe chosevordsthat are nottaught atthe begy” y S N &
level(except for two wordskagiW{ S & @QuniW g Rdzy § NBE Q0 A Y theimliRi&etithéd 2 SE Of
f SFNYySNARQ LINE @ Akagiaadkun] yvereg f istddtibally included to see the
differencein perception between familiar wordand unfamiliar verds. Thewordsused in the tesvary
in the number of morae. Allwordsexcept for three examplesontain special moraéhe first
grouptook atestat the beginningand end of the semestelhe second groufmokthe same
testthreetimes(at the beginmg of the semester, just after introducimragana, anét the end of the
semester) tasee theimpactof learning Japaneseharacters.

3¢KS aeavyozf WMQ AAIYATASA || t2y3a @26St P
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The instructor reaeachwordthreetimesand thesubjectswrote down what they
heardusingthe alphabet andwospedala @ Y0 2 Qa ¥ Yy R PKS a & wo Afy R¥B@ (S a
Oz2yazylyidz I|yR @KS y RRgoRS aFok examplethe instructorsaysthe
word otosanW¥ F |- {ilfikHe Siljebtsthink thatthere is a long sound aftetd], theywould g NAdioS W
& | yreefbstructorsayshakkiri¥ O f Sdr exdnidl©The subjectvouldg NA (i § A Wikd@erceivea
longconsonantafter [hal. Previous research has revealed that a long consonant and a long vowel do not
haveexactlythe same duratioras dher morae in a normal conversatighlan 1962, Fukdi978,Beckman
1982,Hoequist 1983, Campbell 8agisakd991,Sato 1993, Uchida 1993, 1998, Minakawa, Maekawa &
Kiritani 2002).In this test, instructopronounced wordsleliberately to give théong corsonant and the
long vowelthe sameduration of timeas other morae.

Table 1 Dictation test words

1. kagi (key) 7. shuppan (publish) Mod® aKz2Mo0 2V 19.gainen (concept)
engine)

2.1 A OK2M1 | 8. kuni (country) 14. haishakusuru (to | 20. kagakusha

(chairman) borrow) (scientist)

o® | A3Ieé 2M9. nikkanshi (daily 15. yokin (saving) HM® AKAOKA

(corporation) newspaper) (turkey)

n® dzOKdzv | 10. kitsuenseki (smokingMmc @ YAy IJ&2VHH P 1 SMGLF A
universe) seat)

5. ichijiteki 11. kinmujika (working | 17. untenshu (driver) |Ho ® ( & dzv1 OK
(temporary) hour) book)
6. unga (canal) 12. ketsuekigata (blood | My ® 2M&al Gadund T&2VvNB
type) room) (procession)
Results

The results from each subject are shown in Table 2. The subjects in the first group took the same
test twice, and the subjects in the second group took the same test three times.

Table2¢ KS FANBG 3INRPAzZLJAQ RAOGIF GA2Y GSad NBA&dA

Beginning othe semester End of the semester
Subject
J Number of Correct Answer Number of Correct Answers (%) Increased
(%) Rate

#1 5 (20.83) 14 (58.33) z 180.00%
#2 10 (41.67) 17 (70.83) z 70.00%
#3 4 (16.67) 16 (66.67) z 300.00%
#4 1 (4.17) 6 (25.00) z 500.00%
#5 14 (58.33) 20 (83.33) Zz 42.86%
#6 5 (20.83) 9 (37.50) Zz 80.00%
#7 6 (66.67) 17 (70.83) Zz 6.25%
#8 1 (4.17) 8 (33.33) z 700.00%
Average 7 (29.2% 13.4 (55.7% Zz 91.43%

The Japanese heritage student is subject number 3, and the Korean student is subject number
6. The result of thdirst groupshows that the averageumberof correct answerst the beginning of the
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semester is 29.2%ilt increased t®b5.7%bythe end ofthe semester. This is a 91.43%crease. The
highest rate of increase for an individwgaibjectis 700%. The lowest i$%. The highest score at the
beginning of the semester is 66.67%, and the lowest score is 4.ThH#.highest score at the end
of the semester is 83.33%, and the lowest score is 29%ese numbers show thabundperception

increases through learning.

The table below shows the results from the second group.

Table3¢ KS &aSO2yR 3ANRAzZLIAQ RAOGIGAZ2Y (Sad NBadz Ga
Sl o After Introducing hiragana End of the semester
the semester
Increased
Increased Increased
Rate Rate (After Rate
° Number of Number of | (Beginning| Number of . .
D hiragana to| (Beginning of
= Correct Correct of the Correct
= the End of | the semester
%) Answers (%) | Answers (%) | semester | Answers (%)
the to End of the
to After
) semester) semester)
hiragana)
#1 8 (3333)| 14 (58.33)| =z 75.00%| 16 (66.67)| z 14.29% z 100.00%
#2 1 (4.17) 1 (4.17) 0.00%| 3 (12.5) | z 200.00% z 200.00%
#3 | 14 (58.3) | 11 (45.83)| ¢ -21.43%| 13 (54.17)| z 18.18% ¢ -7.14
#4 7 (2917 | 7 (29.17) 0.00%| 10 (41.67)| z 42.86% z 42.86%
#6 1 (4.17) 5 (20.83) | z 400.00%| 4 (16.67) | ¢ -20.00% z 300.00%
#7 | 11 (4583) | 7 (29.17)| ¢ -36.36%| 10 (41.67)| z 42.86% ¢ -9.09
#8 2 (8.33) 3 (1250)| z 50.00%| 5 (20.83) | z 66.67% z 150.00%
#9 5 (20.83) | 16 (66.67)| z 220.00%| 13 (54.17)| & -18.75% z 160.00%
#10 | 4 (16.67) | 5 (20.83)| z 25.00%| 17 (70.83) | z 240.00% z 325.00%
#11 | 11 (45.83) | 20 (83.33) | =z 81.82%| 22 (91.67)| =z 10.00% z 100.00%
#12 | 4 (16.67) | 10 (41.67)| z 150.00%| 17 (70.83)| =z 70.00% z 325.00%
#13 | 10 (41.67) | 12 (50.00) | z 20.00%| 16 (66.67)| =z 33.33% Zz 60.00%
#15 | 4 (16.67) | 6 (25.00)| z 50.00%| 9 (37.5) | z 50.00% z 125.00%
S
g 6.31 (26.28 | 9.0 (37.50 | z 42.63%| 11.9 (49.68 | z 32.22% z 88.59%
<

The result othesecond grouphows that the averageumberof correct answerst the
beginning of the semester is 26.28%increasedo 37.5% aftethe introduction ofhiraganalt became
49.68% at the end dhe semester.The increased rate between theeginningof the semester and after
introducing hiragana is 32.22%he increasedate through the entire course B3.59%The highestate
of increasefor an individuakubjectthrough the course i825.00%.The lowest is9.09%. Although this
isanegative rate, the scoref this subjecwasrelatively high from the beginnin@he hghest score at
the beginning of the semester is 45.83%, and the lowest score is 4.THh&.highest score after
introducinghiraganais 83.33%, and the lowest score is 4.17%he highest score at the end
of the semester is 91.67%, and the lowest scorE2$%.
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These results shotiat learnersare morecapable ofperceivinglapanese sounds, even those
new to them, as they progress in théarning. Sound perceptionbecomebetterin ashort period
bylearning the hiraganaHiraganacharactersare taught fromthe third day of the course. All
of the hiragana, special moraandpalatalized consonants are learnedeight days.

Discussion
Tendencies of correct answers

Sincemostlearners have difficultieis perceivinglapanessoundsat first, wemay simply predict
that shortmora wordsshould beeasier to perceive for learner®Our data shows that this is not always
the case.As Table 4 showthe word kagifor examplehasshort moraeandthe percentage of correct
answers is high.The subjectslearn this word by the end of the semester, so timod resulis
understandableand expected However kigyolhasa low percentageof correct answein spiteof having
onlythree morae.This word containa palatalized consonant and a long vow&here arecertainwords
that subjectshave difficulty inperceiving. The words atdgyo) kagakusha, uchutsuthov kinmujikan
These, except fdkinmujikan containpalatalized consonant3.he wordkin mujikan @ntainsasyllabic
nasalfollowed by same type of nasal /murhis follows the finding dfluraki and Nakaoka (1990Y.hey
claimthat a syllabic nasdbllowed by anacoustically equalype of nasal sounone of the hardest
sounds for Japanese language learnerpdireive.The result suggests that the number of morae is not
the most crucial factoin determining which wordgarnershavedifficultiesin perceiving.lt is thetype of
sound thatcauses theroblems.

Table4 indicates thenumber ofmorae, phonetic special feature, atite rate ofcorrect answers
for each word.

Table 4Dictation test results change

% subjects could answer correctly
number At the
words of special fature | group | beginning| . After_ At the end
(English) morae of the introducing of the
hiragana semester
semester
1 kagi 5 1 50% - z 100%
(a key) 2 46.2% | z 53.8% z 69.2%
1FAOK2Y palatalized 1 37.5% - Zz 62.5%
2 | (the president)| 4 iolgf]‘;”va(;‘vtvﬂlo] 2 23.1% |z 385% |z 76.9%
BELER palatalized 1 12.5% - z 25%
3 |(@nenterprise)| 3 iolgf]‘;”va(;‘vtv{ealo] 2 38.5% | 38.5% s 23.1%
420 K dzV palatalized 1 12.5% - z 25%
4 | (the universe) | 3 iﬂgi‘;”\f‘:vtvﬂlu] 2 23.1% |z 385% |z 46.2%
5 ichijiteki 5 affricates sound 1 50% - z 62.5%
(temporally) [|Fi] 2 15.4% |z 385% |z 61.5%
6 |Unga 3 syllabic nasal L 37.5% : 2 15%
(a canal) y 2 23.1% | z 30.8% z 46.2%
7 | shuppan 4 1 25% - z 87.5%
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(publishing) palatalized
f:l‘?;]sgo”a”tp”}’ 2 84.6% | 84.6% |z 92.3%
consonants
8 kuni (a 1 37.5% - Zz 75%
country) 2 30.8% | z 46.2% Zz 76.9%
long 1 25% - Zz 62.5%
g |nikkansh cylabic nasa
(a daily paper) fricative sound 2 23.1% | z 53.8% ¢ 46.2%
[0
kitsuenseki affricates sound 1 37.5% - Zz 62.5%
10 (Saézg‘)k'”g E;;;’I syllabic 2 15.4% |z 23.1% |z 61.5%
11 kinmujikan syllabic nasal 1 0% - z 25%
(working hour) 2 7.7% ¢ 0% z 15.4%
12 ketsuekigata affricates sound 1 50% - ¢ 37.5%
(a blood type) [tT -] 2 38.5% | z 46.2% z 53.8%
palatalized 1 37.5% - 50%
13 akKz2zMoz\M consonant
(a fire truck) [p][ Za]+ long 2 23.1% | z 69.2% ¢ 38.5%
vowel
14 haishakusuru palatalized 1 37.5% - z 75%
(to borrow) consonant [] 2 0% z2 7.7% z 53.8%
15 | YoKin syllabic nasal 1 25% - z 15%
(savings) 2 15.4% | z 38.5% z 53.8%
syllabic nasal, 1 25% - z 50%
16 yAy3ez2M palatalized
(a doll) consonant {o] + 2 23.1% | z 53.8% & 46.2%
long vowel
untenshu syIIabig nasal, 1 25% - z 87.5%
17 : palatalized
(a driver) consonant [ J 2 7.7% z 23.1% z 30.8%
2MasSiad long vowel, 1 50% - z 62.5%
18 (ri:r;"’;"‘"”g ﬁ‘;frl‘]:ates sound 53.8% |z 92.3% | & 53.8%
19 gainen syllabic nasal 1 50% - Zz 62.5%
(a concept) 2 23.1% | z 46.2% z 61.5%
20 kagakusha palatalized 1 0% - z 37.5%
(a scientist) consonant [ ] 2 0% z 23.1% z 38.5%
affricates sound 1 0% - z 37.5%
[|Fi], syllabic
21 aAaKAOKAY] nasal,
(a turkey) palatalized 2 7.7% z 46.2% z 61.5%
consonant{| o]
+ long vowel
2211 SMal A long vowel 1 25% - 50%
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(a cell phone) 2 69.2% | ¢ 53.8% ¢ 23.1%
affricates sound 1 12.5% - ¢ 0%
g3|U@d21OK2 [t;I;]t’alized
(a bankbook) P 2 15.4% | & 7.7% 15.4%
consonant{| o]
+ long vowel
palatalized 1 50% - z 62.5%
“ A consonanffo] +
24 de2 N5 4 long vowel,

(a procession) 2 46.2% 46.2% 46.2%

affricates sound
[t -]

Table 4 shows that there are tweords forwhichthe correctrate went down irthe first group
of subjects: ketsuekigatatsuttho1 drhere aresixwordsfor the second group of subjectskigyot
nikkanshi, shtotsha, ningyd o%setsumakeMai. The resultdrom the first group and the second
groupdo not match exactly; however, there is a general tendency of percepiidawill discus this
tendency inthe next section.

Analysis of wrong perception

The results indicatéhat there are no specificperceptionpatterns at the beginning of the
semester. Incorregberceptionsoccurredsimply because theubjectscould not catch the sounds;
however, someerceptionpatternsdevelopedbythe end of the semesteiThe patternsan bedivided
into four types: norperception, insertion, shortening lengthening, and others.

TypeA. Nonperception
Al.non-perceptionof along consonant
(1) could notperceivethe long consonaninside the wordNote thatthe long consonant neve
in theinitial or final positionn Japanese)ex)shyppan
A2. nonperceptionof alongvowel
(2) could notperceivethe longvowelinside the word(ex)shobo%ha
(3) could notperceivethe longvowelat the end of the word. (exghichimench'
A3.non-perceptionof a syllabicnasal
(4) could nofperceivethe syllabicnasalinside the wordandheardit asalongvowelwith the
Js sound(ex)nikkanshi
(5) could notperceivethe syllabicnasalinside the wordand heardit asif there was anair stop
(ex)kinmujikan
(6) could notperceivethe syllabicnasalinside the word. (exyintenshu

TypeB.Insertion

B1l.Insertion ofalong consonant
(7)heardanair stopat the end of the word. (eXagi
(8) heardanair stopbeforeaplosive, affricate, trillpr fricative sound. (exaichov
(9) heardanair stopafter the syllabicnasalat the end of the word(ex)yokin
(10)heardanair stopduringthe transition fromthe back vowel [] to the front vowel f].

(ex.)kitsu enseki

B2.Insertion ofalongvowel

(11)hearda longvowelbefore a plosive, affricate, trillpr fricative sound. (exjagi
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(12)heardthe short vowel at the end of the word as a longwel. (ex)chijitek
(13)heardthe shortvowelbefore anothervowel as a longowel. (ex)ga inen
(14)heardthe syllabicnasalat the end of the word as a long sound. (g&kin
(15)heardthe syllabicnasalinside the word as a long sound. (expa

TypeC.Shortening and.engthening
(16)heardthe longvowel as a long consonafex)shobosha
(17)could notperceivethe long consonaninside the word, buheardit asalongvowel.
(ex)shu ppan

TypeD.Others

D1.palatalized consonant
(18) could noperceivethe palatalized consonant. (ekaicho1
(19) could noperceivethe difference betweeravoiced anda voicelesgalatalized consonant.

(ex)kigyov

D2.Voiced and Voiceless
(20)heardthe voiceless sound asvoiced sound. (exghijiteki

D3.Consonant
(21) could noperceivethe unvoiced vowel. (eX)aish&usuru

Type A, the noiperception,includesnon-perceptionsof along consonanta long vowehnda
syllabic nasallThe subjectgould notperceivethe longvowelexceptgyotetsuandtsudhol Non
perceptionof the longvowelhappened more ofterat the end of the word thaimside the wordThis
matchesthe analysis oMuroi (1995), Minakawa (1995), Oguma (2000, 20&1)subjectscould perceive
the syllabic nasat the end of theword; however,not all could perceive a syllabic nasal inside the word
exceptunga Thisindicates thatthe syllabicnasalinside the words difficult to perceive for learners.

In Type Bilthe inserting typethe subjects often inserted langvowelor along consonanin
front of a plosive, affricate, trillor fricative sound (inserting long consonanti79cases, inserting a long
vowel 91cases)Thereneedsto beacomplete closuref air insidethe oral cavityto producea plosive,
affricate, trill, fricative soundThesubjectsmight haveheardthis close of ailas a long consonantAsano
(2007) states thakearners make errormsertingalong consonanbeforea/k/ consonant: hikkoki as
hikooki however, however our data shows thaibjectsheardalong consonanhot onlybefore/k/
sounds but alstefore plosive, affricate, triland fricativesounds.Thewords into whichthe sibjects did
not insertalong consonanareichijiteki, shuppa, nikkaashi, kitsu@seki, kinmujika, ningyo, wtenshu,
gainen, shichimacho® These aranainlysyllabicnasals. Syllabicmasals are more likely to have other
typesof incorrect perceptions:ubjects do not perceive a syllabic nasal or perceive itlasgsound.

TheB2,insertiontype of misperceptionhappensvhenthe subjectsperceivethe syllabimasalto
be inside the word asalong soundof Kk =k 2 ISlibjecg Kngerted longvowelin front of plosive,
affricate, trill,andfricative sounds.

Type Cshortening andengtheningareinstances wherasubjectsheardthe longconsonantasa
long vowelf A §hGppa  sha@~pad Thishappened in front othe long consonantlt could becaused
by stoppingairflowto produce thelong consonantsSubjectsvould hearthe air stop as long vowel.
There are also casegherethe subjects heard the short vowel as a long vowel.
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Type D, other typesf misperceptionarecasesvherethe subjecs could not perceive a
palatalized consonant. There were also difficultiesn distinguishingoetweenavoiced andavoiceless
sound. One examplisperceivingthe voicelespalatalized consonarich / as a voiced palatalized
consonantj/. Another examples perceivinghe voicelesst/ as a voicedd/.

Correct answers and sel§sessment
We conducted selfassessmenbnthe second group of subjects #ite time of thesecondtest
(after introducinghiragana) andtthe time of thethird test (at the endof the semester). Thesubjects
assessed themselves using a scale from 0 60 5:0 NP y 3 f & thR duaskioBrahiks8d® a 5 A & INB S ¢
isa2,6 L R2 y 2aB. d]! yI2NGES, ahdih 3G N2 y 3 f &5. Thau&tdés ark as follows.

Questins: (After introducinghiragana):

(a)Overall do you think you catch Japanese sounds better after leahnmaganaletters
in this class?

(b)Do you think you catch Japanese long sousttyped sounds, anw
soundsbetter after learning hiragana letteris this class?

Questions(At the end of semester):

(a)Overall do you think you catch Japanese sounds better after learning Japanese in
this class?

(b) Do you think you catch special Japanese sounds (long sounds, stopped sounds, and
sounds) better aftelearning Japanese in this class?

Table 5showsnumber of correct answerand theselfassessmenscorefrom each subject.

The averagselfassessmenscoreis4.0o0n question (a)overall is betterand 3.70on question
(b) (special sounds are bettedfter introducinghiraganalt became4.0 onquestion (aand3.8on
guestion (b)at the end of the semesteilhe score doesot represent &ig differenceAs for the
correlation betweerselfassessmenand hearing abilitythere is a tendencfor subjecs who
couldcorrectlycatch soundsnore than40% of the timeo think theyperceiveJapanese sounds better at
the end of semester (sedssessment is more than 4)hesubjects whaankedthemselves & did
not perceiveJapanese sounds wellhere is a psitive relationship betweeseltassessmenand hearing
ability. There was one subject who gave herself @his subjecwithdrew from the courseat the end of
the semesteiin spiteof doing better than someubjectswho rated themselves higihis suggsts that
if learnersgivethemselves  dowernumber  thanthey deserveijt affectsthef S I NgorSmitdent
to learning.

Correlation between perception of Japanese sounds and the learning period

Min (1993)reports that there wasio correlation between the resulisfahearing test by
Japanese language learners and their learpieigod. To test this claim, weonducted the same test on
JA102 learners whioad finished one semester of Japanefbe ethnicbackgroundf these subjects is
Chamorro and FilipinoTheir first language is Englisiiheresult ofthe JA102Jearnersdoes not show a
significant improvemenin the perception of soundsThe resultare shownn Table6. The average
number of correct answerat the beginning othe semesteris 35.9%, which is higher than JA104.
became 42.27% at the end thfe semester, which is lower than JA10The highest increase for an
individual subjects 100.00%, and the lowesti86.67%, both of Wwich are lower than the JA101 subjects.
The highest individualubjectscoreat the beginning of the semester is 62.5%, which is lower
thanthe JA10lsubjects.The lowest score is 12.5%.he highest score at the end thie semester is
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66.67%, and the loest score is 8.33%, both of which are lower than the JALbjects. The increase
rate through the semester is jud.39% Ourdata shows that hearing ability is moeasily influencedct
the very beginning stage of learning.

Table 5Seltassessmentesults by subject

Beginning of After Introducing hiragana End of semester
semester

SelfAssessment SelfAssessment
Number of Number of (b) Number of (b)

Subject Correct Correct (@) special Correct (@) special

Answers (%) | Answers (%) Overall | oo | Answers (%) | overall oo g

better better

better better
#1 8 (33.33)| 14 (58.33) 5 4 16 (66.67) 5 5
#2 1 417 1 @417 3 3 3 (12.5) 3 3
#3 14  (58.3) || 11 (45.83) 4 4 13 (54.17) 4 4
#4 7 (29.17)| 7 (29.17) 4 4 10 (41.67) 5 5
#6 1 4.17)| 5 (20.83) 4 4 4 (16.67) 3 3
#7 11 (45.83)| 7 (29.17) 4 4 10 (41.67) 5 3
#8 2 (8.33)| 3 (12.50) 4 3 5 (20.83) 4 3
#9 5 (20.83)| 16 (66.67) 3 3 13 (54.17) 4 4
#10 4 (16.67)] 5 (20.83) 4 4 17  (70.83) 4 4
#11 11  (45.83)] 20 (83.33) 5 5 22  (91.67) 5 5
#12 4 (16.67)| 10 (41.67) 4 4 17  (70.83) 4 4
#13 10 (41.67)] 12 (50.00) 4 3 16 (66.67) 4 4
#15 4 (16.67)] 6 (25.00)] 3.5 3.5 9 (37.5) 2 2
Average| 6.31 (26.28 | 9.0 (37.50 4.0 3.7 11.9 (49.68 4.0 3.8
Table6W! mnu addzRSyidaQ RAOGFGAZ2Y (G(Sad NBadzZ (a

: Beginning of the semester End of the semester
Subject
Number of correct answers| Number of correct answers
Increased Rate
(%) (%)

#1 5 (20.83) 6 (25.00) z 20.00%

#2 6 (25.00) 2 (8.33) ¢ -66.67%

#3 7 (29.17) 11 (45.83) z 57.14%

#4 15 (62.50) 14 (58.33) ¢ -6.67%

#5 7 (29.17) 12 (50.00) z 71.43%

#6 3 (12.50) 2 (8.33) ¢ -33.33%

#7 8 (33.33) 8 (33.33) 0.00%

#8 5 (20.83) 10 (41.67) z 100.00%

#9 13 (54.17) 16 (66.67) z 23.08%

Average 8.625 (35.9 10.125 (42.2 z 17.39%

Ourresultssuggesthe importanceof A y' & (0 NHzO (i 2 MaQignprove (the § YSLIINSSEINID &
perceptionsat the early stages of learning<nowing the effect of learningharacterds alsoimportant.
Someinstructors do not attach much importance to writidgpanese characters, and even some
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textbooksdo not uselapanese characteas all, but use romanized alphabetslowever, as our results
suggest, learningharacters caimmprove thef S| N§od8kr@ptions. Instructors should take
advantage of the benefit from learnirgharactersand teachthem at the earliest stages of learninghis
method applies tather languagesoo. Characterdielp learners to effectively recognitiee sound
system of a laguage.

Conclusions and Implications

Ourresultsshowthat learners makdour types oferrors in perceivingdapanessounds:non-
perception, insertion, shortening & lengthening, and othefs many researchers have discussed,
speciaimorae are difficultto perceive fordJapanese language learner@ur dataalsoshow that the
syllabic nasal inside a wolite untenshuis difficult to perceive.Muraki andNakaokgibidem)state that
the syllabic nasal in front of the same type of nasal sound is difficyderceive. However, their claim
cannot explain our resultsSubjectsare sensitive to even a slight stoppagfenirflow and sonority, and
they could mistakenly perceibem asalong consonanbralongvowel. In our data, there are
manyincorrect arswers made bynsertingalong consonanbr alongvowel. Many of theseoccurredat
the endsofwords, in front of asyllabic nasablosive, affricate, trill, ofricativesound. There
are alsocasesvheresubjects heardhe syllabic nasal as a long sound

Ourresults implythat it is hard for learners to acquire Japanese sounds from just listening.
addition, soundperceptiondoesnot necessarilymprovealong withlearning time.However,our data
showthat introducinghiraganacharacterscan improveat S| N3godhdlXpérceptions. This paper
examined the case of the Japanese language learner. But this can be generalized to include any other
language instruction. We suggest that learning sounds algtiglearningcharacters isan effective
method at early stages of learning.
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Evaluationof a Sport Education
Program in the Pacific Islands

Jeremy Dorovolomo

Abstract

A Nominal Group Technigue (NGT) was implemented with the Oceania Sport Edu
Program (OSEP) Educators via email. An email was sent to 31 OSEP Educators in PaCifigrisiasc
(PICs), of which 6 replied initial responses, and 3 completed the NGT process. OSEP is a progr
Oceania National Olympic Committees (ONOC), and the study intended to solicit the strengths ¢
and investigate areas the program coulel improved. It was found that OSEP develops the coac
and administration knowledge and skills of participants, is viewed as flexible and relevant, fills
provides a pathway for coaches and administrators, and is being delivered by knowledc
facilitators. Participants suggested areas of improvement to OSEP in the continual review of the
contents, such as facilitating funding of OSEP activities at National Olympic Committees (NOC),
it a prerequisite to Oceania Sports Federation tsms, and issuing certificates in a timely manner
those completing the course. Delivery of structured sport education at community level is founda
to building Olympic sports in the PICs and of small and various island contexts, it is impori
evaluate OSEP programs in the region.

Keywords:Oceania Sports Education Progrdacific Islandlympic sports

Literature Review

Large scale coach education programs that attempt to train a large number of coaches in different
sports, using many cose conductors, need to be evaluated to gauge its effectiveness. The way the coach
education program is delivered may vary widely among instructors (Gilbert & Trudel, 1999). This paper
intends to highlight consensus from sport educators who have gone giftrthe Oceania Sport Education
Program (OSEP) of the Oceania National Olympic Committees (ONOC). It involves sports education
delivery in many PICs such as Fiji, the Federated States of Micronesia, Kiribati, Palau, Papua New Guinea,
Marshall Islands, Sampduvalu, and Vanuatu. It is a large operation, involving multiple educators,
countries, NOCs, and sporting organizations.

Jenkins and France (2013) purported, in an evaluation of a sports programme over 19 countries,
that it can have positive impact @ports participation, improved attitude towards women and those with
disabilities, cultural awareness, and application of skills in other areas of life. Jenkins and France stressed
that for multi-country sports programmes, a clear framework for deliverymiportant that takes into
account short, medium and lortgrm outcomes. This framework should also focus on various levels of
society, not only at policy, but people and practitioner levels as well. Moreover, regular communication
and strong relationshipamong stakeholders are vital. Throughout the programme implementation, there
needs to be embedded monitoring and evaluation, and external evaluators who give feedback on
robustness of the delivery. For longevity, change agents can be identified andifyisdmcascade training
to other individuals (Jenkins & France, 2013).
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Dugdill and Stratton (2007) posited the importance of evaluating sports and recreational
programs more than once. In any sporting programs that are being implemented over a loniger gfer
time, the evaluation framework should allow more than one evaluations in between. The purpose is to
instigate program effectiveness and helps in program sustainability. Dugdill and Stratton suggested
including the following in the evaluation: a) @a¢ which gauges whom the program reached, b)
effectivenesg; effectiveness in reaching goals, ¢) adoptiaefers to the acquisition of relevant benefits
and intended impact, d) implementation entails how the program is delivered and managed, funded
and resourced, and e) monitoringis the monitoring and evaluation strategies put in place (Dugdill &
Stratton, 2007).

Field (2014) emphasized that coaching programs must ensure that it prepares coaches for the real
fATS 2F 02 OKA y Jtiken Are \itad % Shapihg Sachilf) pdodgsayh® Fherefore, it is not
2yte JALAYAYy3I |+ ljdz t ATAOIGA2Y o0dzi SELISNASYOS Yl &aaa
lifelong process that allows continuous learning and development which has a combinatontinued
certification as well as experience. The combination of a coaching program and experience can improve
problem solving abilities and are important in a practical context (Field, 2014). Nash (2003) identified
coaching program effectiveness key to the development of coaches. In her study of Scottish and US
coaches, Nash noted that skills coaches feel are necessary are normally not included in the coach
education courses they attended. This points to the need for regular evaluation of eshdation
LIN2EINF Y&d FYR (GKS AyOfdzairzy 2 Fdesigh didieicGathidy ohriiculom. OA S ¢ &
A difference Nash found between US and Scottish coaching was that in the American system coaches tend
to work in a highly structured envinmnent where they also generally have letggm commitment, have
wider skills and into team coaching, while Scottish coaches appeared to emphasize an episodic and a
single coach approach (Nash, 2003). Thus, this study sought to evaluate the Oceania &iroriEd
Program that was delivered in several countries in the Pacific Islands.

Methodology

The Nominal Group Technique (NGT) was used to gather information and consensus from
participants. The NGT was developed in the late 1960s to enhance group pratildny. It consists of
AYRAGARIzZEf 3ISYSNIraGA2Yy 2F ARSFaszx KIFI@Ay3 Sk OK 3INEPdzLJ
and ranking and polling of items to condense responses to specific solutions (Davis, Rhodes, & Baker,
1998). The NGT is advaneagis in that participants work alone in the generation of ideas, avoiding the
domination of extroverts and people of different hierarchy in the organization. It is a useful tool for
decision making and arriving at consensus on ideas (Boddy, 2012). Thedt&en used in the areas of
sports, physical education, and physical activity such as in identifying the environmental facilitators and
barriers of physical activity among children (He, Cerin, Huang, & Wong, 2014), assessing environmental
andparental i f dzZSy OSa 2y OKAft RNByQa LIKeaAOlft | OGA@GAGeE S
. ENry2a1AZ SG FEdY wanmo0X SEAOAGAY3I aLRNILa t€SIFERS
Elery, 2003) or evaluating solutidocused coachigp (Roeden, Maaskant, & Curfs, 2012). The NGT is a
useful tool in the formal evaluation of programs or performance in organizations (Bailey, 2013ahge
Dwyer, & Johnson, 1996).

There have been modifications to the original NGT to suit circumstances. One is the use of cards
to input ideas rather than verbal inputting (Bailey, 2013), an alternative that is rejected by a specified
YdzYo SN 2F 3INRdzZL) YSY0 SNEF dzd@iS NBRY OalSRES § W RLINND B3 RS &/ -
time to reflect on whether proposed solutions are adequate (Bartunek & Murninghan, 1984). Another
modification utilizes an online NGT (Tseng, Lou, Diez, & Yang, 2006), while an alternative is theutilize t
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email system to conduct an NGT (Russell, 2007). This study utilizes the NGT via emails due to having
participants being scattered at different countries throughout the Pacific Islands. An OSEP Educator each
from Vanuatu, Fiji, Samoa, Tonga, Palau, asdkfated States of Micronesia responded, out of the 31
invitations sent out. The study incorporated NGT steps as suggested by Bailey (20132@3)2B2the
AYRAGARdZ £ 3ISYSNIGA2Yy 2F ARSIFaz NBO2NRAanIotiyT LI NI
to rank the most important ideas.

Results

An initial email was sent to participants, explaining who the researchers are, explaining the NGT
process, telling that their participation will be kept anonymous and that by participating they provid
consent, and asking for the generation of ideas in the first step instructing the following:

For the first stage, please provide answers to these two questions by replying just to me on this
email, not to the rest of those on the email listing:

1. Pleae provide what you see as the 3 strengths of the Oceania Education Program (OSEP).
2. Please provide 3 suggestions for the improvement of the OSEP.

Sixof the 31 invitees responded to the first stage. There were 13 strengths and 17 areas of
improvementrecorded, making a total of 30 items. An email was sent with this list of suggestions for
LI NOAOALI yiaQ G2 O02YYSyid FdzNIKSNI 2NJ aSS1T Of I NARFAO
the participants commented that:

There needs to be fundjravailable for the program. This should be the job of NOCs
[National Olympic Committees] to solicit possible funding avenues. Liaison with NFs
[National Federations] on the program to be reviewed so that the program is accepted
across the board. Marketingill follow suit and consistency in certification and follow ups

to participants will flow. | strongly believe that the system and procedures needs to be in
place first with the availability of funding (to have a full time officer to coordinate the
program).

This participant was commenting on the funding, certification, and systems development and
coordination aspects of the OSEP that were on the list of suggestions. Another participant commented:

Having lived in __ and being there since the beginpfi@SEP it was hard for us to be

seen as 'Qualified trainers and assessors' as we were not recognized by the NOC body yet.
We trained people in the villages/schools in the sports administration program out of our
own desire and knowledge that it could wark___ . Our NOC was not supportive of

what we were doing, nor did they care to support many of the NFs which have gained
most of their support through Australian Aid: Pacific Sports Partnershipstralian

Sports Outreach Programs.

This comment points to the need for greater recognition and ownership of the OSEP program by
NOCs, rather than seeing it as peripheral to their operations under ONOC. Only 3 of the 6 respondents
participated in the final rankings. These participants theadmrankings to the suggestions, as to which
ones were their first, second and third rankings for both the strengths and areas of improvement listings.
The study applied the-3-1 method of ranking and prioritization in a NGT (Hall, 2014), assigningt3 poin
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for the most important, 2 points for the item each individual regards second in importance and 1 point
for the one considered third in their ranking of strength or areas of improvement.

Tabledwl y{Ay3a 2F h{9t QAalmethodBy 3 Ka dzaAy3a (GKS o
ltemsand rank Votes Points

1. It helps to equip, strengthen and increase coaching 1,1 6
administration knowledge and skills of youths and sports leac

(administrators and managers). Most of which are athletes tur

leaders (coaches or administrators).

2. Provides a structured learning and career pathway for the coa 2,2 4
to improve their practical skills. It fills the empty gap that coac

needed to better themselves so they can in return help better deve

athletes.

2. The program is very beficial mostly because of the way it 1,3 4
taught/facilitated. The program has some very knowledgee

educators and mentors. They are able to understand/know

participants so they are able to address their learning ne

individually and as a group.

3. It increases professionalism in administration and coaching ir 3 1
sporting leagues, associations or federations. Better managemen

delivering of activities.

3. Teaching and presenting in front of many people brings confide 3 1
Beloware unranked items:

The program is flexible and relevant to the development of sport 0 0
our island communities.

It enables Trainers and Assessors to be able to gain Cert IV Train 0 0

assessor qualifications from recognized institutions.

Table 1 shows that 5 items were ranked, as a result, will be considered in the discussions. 2 items
were unranked and are eliminated from the NGT process.

Table2wl y{ Ay 3a 2F h{9tQa FINBlIa 2¥FlaetmaSaG§SR AYLINROSY
Items and rank Votes Points
1. The Training package of the Basic Sports coaching program 1,2 5
to be improved as well as the lack of games resources provided i
training or link to resources from NOCs.

2. Encourage NOCs to ensure that NF board members or 1 3
complete OSEP admin courses (SiC, MiSO or MOSO).

2. Find ways to assist NOCs to secure funding to organize OSEP 1 3
3. Encourage Oceania Federations to use OSEP courses as prere¢ 2 2
criteria for their specific courses.

3. Systematic and up to date issuance of certificate to those that 3,3 2
completed the course.

3. The process of those trained by the trainers and assesset 2 2
country being accredited and recognized as being trained is

succinct.
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4. Support ircountry for those who are trained to continue ¢ 3 1
pathways of improving and ugkilling.
Below are unranked items:

The course must be conducted for more than a week. Conducti 0 0
course for a week is not enough for so many information.
Better system of reporting. Need to set up the-lame data base for 0 0

easy reporting and access to information.
There is a need to conduct more courses.
We need to do more hands on doing the activities, than sitting 0 0
listening to the instrutor.

o
o

Table 2 shows the ranked items on the suggestions made by participants on areas that OSEP can
be improved. The 4 unranked items are eliminated.

A limitation of the study is the 19% response rate and half this saw the NGT process through to
the end. The NGT, being a more fdodace tool, may have lowered the response rate, however, the NGT
process via email may have induced some consensus azirce@teas that the OSEP may consider.

Discussion

This study aimed to investigate the strengths and perceived areas needing improving of the OSEP
using a NGT to gain consensus. This study found that participants agreed strongly that OSEP helped equip
and strengthen coaching and administration knowledge and skills of youths and sports leaders. These
coaches and administrators are often athletes or former athletes themselves. Wiersma and Sherman
(2005) studied 25 youth coaches and found that participantgpstipd continuing volunteer coaching
education. They argued the importance of continuous coach education as there are inevitable recruitment
and retention issues with volunteer coaches and thus the need for ongoing coaching development. In
addition, thereis recognition too that carefully designed coach education can also improve retention.
Participants to this study agreed that the OSEP provided structured learning and career pathways for
coaches and fills an important gap in coach education. Jenkinsrande<2013) support the notion of
structured and clear delivery frameworks in the design of international sports program, which they advise
should focus on different levels of society at policy, practitioner and people levels. They advised taking
risks, €arning lessons and supporting continuous improvement. Jenkins and France went on to reinforce
the salience of integrating the program with the broader Olympic and Paralympic strategies. It is
important to also work with lead delivery partners for greaitepact and for the unique contribution they
can have on the program.

As a consequence of structured OSEP delivery, participants in the study acknowledged that it
helped increase the professionalism in the administration and management of sporting sisssi
leagues and their activities. These are mostly conducted by volunteers, as it would throughout the Pacific
Islands. In the New Zealand context, Ryan and Martin (2012) stated that the traditional values of
volunteerism and amateurism have been thesence of organized sport in the country. Few Olympic
athletes derive a livable income from elite participation. Most elite athletes and coaches come from
amateur systems who extol the mere gain from the cultural experiences of the sport itself rather than
extrinsic rewards. Young and McChesney (2013) argued further that capitalizing on volunteerism is
critically important, as a highly valued human resource, especially in situations where there are fewer
human and financial resources to manage in orderdmplete core tasks. Volunteers are integral to the

adz00Saa 2F aLRNLaszs o6dzi AG A& QAadrf G2 SyadiNB (KL
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2013, p. 26), in which volunteers feel they are making a difference. They also need to understand tha
they are making a difference. Misener, Doherty, and HaKerwin (2010), interviewed 20 volunteers
who are older and in their 60s, and found that there were three positive volunteering experiences. The
first relates to making a contribution and differente the sport organization. The second pertains to
being a sport volunteer enabled active living and the accrued health benefits. The third positive
experience is the social aspect of friendship, social contact and relationships. It was also noted that the
benefits to volunteering override the shortcomings such as inevitable tensions, anxiety and
disappointment at times. In order that the volunteering experience is enhanced, it was stressed that there
is a volunteering policy, better communication and cdoadion within the sport organization (Misener,
Doherty, & HamnKerwin, 2010). In the PICs, volunteerism and amateurism abound, making continual
and ongoing coach education imperative.

This study found that participants agreed that the OSEP program thasatrs that are
knowledgeable, are able to understand individuals and the needs of the group, and proficient in
facilitating sessions. In addition, the study found that participants themselves were able to gain
confidence by teaching and presenting iorft of others. Ware and Meredith (2013), in their study of a
sports program with Aboriginal Australians, emphasized the importance of quality delivery of programs
in order to maximize engagement in sports and recreational activity. They also advisedngy deity
term sustained, regular contact between experienced sportspersons and participants to consolidate
learning and continued involvement in the program. Jenkins and France (2013) reinforced this by saying
that there is need to establish a championobiange agent who manages a steering committeeauantry
gK2 OFly KSfLI gA0K (GKS LINPINIYQa adadlAyloAtAled L
there needs to be flexibility and tailoring the approach to each. There also is needunicel policy in
order that program concepts and activities have a chance of being embedded and sustained (Jenkins &
France, 2013).

In the suggested areas that OSEP could look into in improving its programs, the most agreed upon
recommendation was to imwve the training package of the basic sports coaching course by including
games resources or to have link to resources on the NOC or ONOC website for access. Wiersma and
Sherman (2005) see the importance of asking recipients of courses on the conteotgsd materials.

In their study Wiersma and Sherman found that the contents participants see as of greatest concern were
pedagogical, psychological and managerial aspects of coaching. Coaches in their study recommended the
inclusion of mentoring between weran and novice coaches, opportunity to discuss what works with

other coaches and the availability of resources on a website (Wiersma & Sherman, 2005). Wiersma and

{ KSNXYIY O6Hnnp0O Fa&aSNIL GKIG O2F O0OKSaQ FSfemahnd] | NS
content of coaching manuals, even if they challenge current standardized contents. Feedback such as
these, provide OSEP opportunity to continually revise and tailor its program to varying contexts.

The second most agreed recommendation to tihgprovement of OSEP related to National
Olympic Committees (NOCSs). Participants suggested that NOCs encourage NF board members and staff
to do OSEP administration courses. The other suggestion requests OSEP to assist NOCs to secure funding
to deliver OSEprograms. In terms of helping NOCs fund O&#Red activities, OSEP had started in 2015
a development grant that they can apply for, depending on their needs. The needs NOCs that applied for
the grant were varied, from training sports administratorsacioes and physical educators; to establishing
effective reporting; assisting community clubs; performing-asfessment; to awareness of community
health issues. The OSEP delivers its administration and coaching courses year round at several locations
in the Pacific Islands region but there is more to do. The grant will assist in the further development of
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sports in the countries. It also rests on the NOCs to encompass OSEP and not to see it as peripheral to
their activities and plans.

Macintosh, Coutureand Spence (2015), in their study of challenges in an international sport and
development program, found that funding and human resources constraints were major impediment to
maintaining the program and curtailed achieving desired outcomes. Thus, fusgiinguman resourcing
issues are not unique to PICs. Robinson and Minikin (2011), however, cautioned that in the Pacific Islands,
NOCs and NFs can be influenced quite heavily by external expectations of the Olympic movement in
formulating their prioritiesand organizational structure. PICs are often reliant on Olympic Solidarity funds
to finance their sporting plans which may be guided by various criteria set by the external agency. When
programs are delivered in a manner without actually finding out wisatrélevant, among other
implications, can lead to running coach education programs without an established competition structure
(Robinson & Minikin, 2011).

As such, OSEP utilizes the Readiness Assessment Tool (RAT), a web application, to gather
perceiveddeficiencies and strengths of NFs in PICs. It measures the level of development of NFs. It is a
gap analysis tool with 8 pillars: governance, management, sport activity, communication, finance, physical
resources, human resources, and values. OSEP atsetopininimize wasteful use of limited funds.
According to Robinson and Minikin (2011) this is crucial as spending resources effectively is important for
sport managers in a milieu of scarce financial resources. Robinson and Minikin went further to explain
that in the bid to achieve at the elite level, PICs and NOCs may often spend most of their resources on
high performance and this puts pressure on managing sport development priorities, or vice versa.
Pursuing both elite and sport development goals demaiifferent delivery systems and rigor and
stretched resources will be a disadvantage to adequately cover both (Robinson & Minikin, 2011). NFs need
to be involved in programs and activities that meet their objectives and that they are capable of delivering.
In Pacific Island NOCs, funding for coach education, for instance, could be sourced from the Olympic
Solidarity scheme, but if provision for infrastructural development and a competition structure are not in
place, there could be difficulty in the capaaitfysport organizations to implement relevant programs. In
other words, in order for sporting organizations to have an effective development and implementation
strategy, they need to match capabilities of the internal environment with the opportunitieade in
the external environment. This is why sporting organizations need to conduct a thorough internal review
to establish strengths, weaknesses and their capacities (Robinson & Minikin, 2011).

Participants to this study also want to see OceaniartSpBederations to use OSEP coaching
courses as a prerequisite to their spapecific ones. To date, OSEP forged partnerships with Oceania
basketball, table tennis, hockey, volleyball and badminton, to implement OSEP courses in conjunction
with their spot-specific activities. OSEP is planning to form further alliances with other Oceania Sports
Federations. The final areas that participants suggested for the improvement OSEP surround issues of
certification, accreditation and professional development. Rgyants suggested the systematic and up
to-date issuance of certificate to those that had completed the course. They also wanted clarity of
accreditation and recognition of their certification and that there is suppoxtdantry for pathways to
continuedup-skilling.

When a coaching program is being implemented, Vickers and Schoenstedt (2011) noted that
participants would want to know the adequacy and recognition of a particular certification. Thus, clear
standards, competencies and certification arédtical to producing coaches that can provide quality
experience for athletes. OSEP has a framework that guides its delivery of programs and works towards
having the program awarded in existing educational institution such as have been achieved atafidibati
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t I fhdzd /2yGAydz2dza O21 OK RS@St2LIVSyid ySSRa |GdSyda
adequate preparation of coaches should continue to be priority in PICs, as so many individuals and
children go through sporting activities each yelr.the US context in 2006, for instance, 57.3 million

children under the age of 18 participated in organized sports (Vickers & Schoenstedt, 2011). Even though
0KS FGKfSGSaQ SELISNASYyOSa Ay (KS LI NI otddcessaiip 2y Ay
from coaches, as there are parents, administrators and other officials involved, but coaches and
continuous coach education are important to productive outcomes for participants to sporting activities

in the PICs.

Conclusions

Evaluating O3t 9 RdzOlF G2 NBRQ LISNOSAGSR aidNBy3adkKa FyR N
exercise to guide revision and input into programs that OSEP delivers in the Pacific Islands region. Due to
myriad of situations, contexts and needs, it is of importance to icomlly gauge views of those who
implement programs in the PICs. The manner in which the OSEP was delivered was positively received,
providing opportunity for growth rather than being prescribed and simplistic. Facilitators were seen to
provide an environrant that is educative, secure and supportive. @veloping structured resource
packageshowever, OSEprovided consistencygventhoughit is no guarantee that any two groups of
coaches graduating from the same course will have been coaching similarly due to individual differences
and context It is thereforeimportant to contextualize the objectives and assessment of the coach
education course The OSEP may offer the only opportunity for many to attend coaching and
administrative courses and can provide a pathway for continuous development for coaches. Professional
development intends to bring about positive change and improvement andeweduation will help guide
reforms and changes to the way sport education is delivered in PICs.
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