
 

  



 
 

 
Photograph by Carim Yanoria 

The latte stone (acho` latte) was once the foundation of Chamoru homes in the Mariana Islands. It was carved out of 

limestone or basalt and varied in size, measuring between three and sixteen feet in height. It contained two parts, the 

tasa (a cup-like 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, and there are also 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.   

Nåna by Kisha Borja-Quichocho-Calvo 

Like the tåsa 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 mañaina 

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                             I have witnessed the persistence 

and endurance of my ancestors    who never failed in constructing a latte. 

I gima` taotao mo`na                                  the house of the ancient people. 

Hågu i acho` latte-ku.                                                You are my latte stone. 
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9ŘƛǘƻǊΩǎ LƴǘǊƻŘǳŎǘƛƻƴ 

 

Dear readers, 

 

Welcome to the 25th volume of the Micronesian Educator.  As 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 co-editors of this volume would like to see is an expansion of topics and voices from 
a more 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 (1) educators, researchers, administrators, and 
scholars both within and outside the 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 

teaching strategies, one which discusses the implications of action research, one which identifies 
ǎǘǳŘŜƴǘǎΩ ŘƛŦŦƛŎǳƭǘƛŜǎ ǿƛǘƘ WŀǇŀƴŜǎŜ ǎƻǳƴŘǎΣ ŀƴŘ ƻƴŜ ǿƘƛŎƘ ŀƴŀƭȅȊŜǎ ǘƘŜ ŜŦŦŜŎǘƛǾŜƴŜǎǎ ƻŦ ŀ ǎǇƻǊǘǎ 
education program. This volume is arranged in four sections. 

 
Section One contains 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 in her study with non-native 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 three-column organizer where students 
ƛŘŜƴǘƛŦȅ ǿƘŀǘ ǘƘŜȅ YƴƻǿΣ ²ŀƴǘ ǘƻ ƪƴƻǿΣ ŀƴŘ ƘŀǾŜ [ŜŀǊƴŜŘ ƛƴ ƻǊŘŜǊ ǘƻ ŘǊŀǿ ƻƴ ǎǘǳŘŜƴǘǎΩ ǇǊƛƻǊ ƪƴƻǿƭŜŘƎŜΦ 
After implementing an abundance of strategies in her teacher 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 
successful among the strategies utilized.  

 
The second research paper by Dr. Evelyn Doman discusses another effective strategy ς 

scaffolding.  As an instructional strategy that helps to enhance content knowledge and language 
development for English Language Learners, Dr. 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 concepts of high challenge and high support (Mariani, 1991) as the underlying 
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 experimental group that received intensive verbal scaffolding at 
all levels of a micro lesson outperformed participants who received minimal amounts of scaffolding.   

 
Section Two ƛǎ ŎƻƳǇƻǎŜŘ ƻŦ ǘƘǊŜŜ ǇŀǇŜǊǎ ǿƘƛŎƘ ŜȄŀƳƛƴŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǇŜǊŎŜǇǘƛƻƴǎ ǘƻǿŀǊŘǎ ŀŎǘion 

research, Japanese sounds, and sports education programs.   
 
Drs. James, Miller, and Sangueza ŘƛǎŎǳǎǎ ǘƘŜ ƛƳǇŀŎǘ ƻŦ ŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘ ƻƴ ǘŜŀŎƘŜǊǎΩ ƛƴǎǘǊǳŎǘƛƻƴŀƭ 

practices in the K-12 classroom by administering an online survey to 20 graduates from the M.Ed. 
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Secondary Education program.  Action research is said to encourage teachers to examine the dynamics of 
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 about the consequences of their action research projects.  Findings point 
to the success of these projects, with teachers saying that they felt empowered by action research.  The 
teachers also frequently described how data from their action research supported their effectiveness as 
teachers. 

 
Dr. Masumi Kai examines the sound perceptions and self-assessments of beginning Japanese 

language learners.  YŀƛΩǎ ǇŀǇŜǊ ƭƻƻƪǎ ǎǇŜŎƛŦƛŎŀƭƭȅ ŀǘ ǘƘŜ type of sounds that beginning learners of Japanese 
find to be the most difficult.  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:  non-perception, insertion, shortening and 
lengthening, and others 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 evaluated to gauge 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 areas the program 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 that is worthy, is 
viewed as flexible and relevant, fills a gap, provides a pathway for coaches and administrators, and is being 
delivered by knowledgeable facilitators. 

 
Section Three consists of two technical reports. Dean Olah provides what is basically an inventory 

ƻŦ ŀǾŀƛƭŀōƭŜ ŜŘǳŎŀǘƛƻƴŀƭ ǘŜŎƘƴƻƭƻƎƛŜǎ ŀƴŘ ǘƘŜƛǊ ŀŘƻǇǘƛƻƴ ƛƴ DǳŀƳΩǎ ǎŎƘƻƻƭǎΦ YǳǎǳƳ tǊŀƪŀǎƘ ǇǊƻǾƛŘŜǎ 
access to the journal entries of students engaged in pre-service teaching in the schools of Fiji. 

 
Section Four contains 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 the world of scholarly publishing, but as 
a critical mode of engagement with cutting-edge issues in education today. While critique operates under 
the gold standard of objectivity in book reviewing, professional expertise obligates one to take a position 
with rŜƎŀǊŘ ǘƻ ǘƘŜ ōƻƻƪ ǳƴŘŜǊ ǊŜǾƛŜǿ ǘƘŀǘ ōƻǘƘ ŜȄǇǊŜǎǎŜǎ ƻƴŜΩǎ ǾƛŜǿǇƻƛƴǘ ŀƴŘ ŎƻƴŦƛǊƳǎ ƛǘǎ ǇǊŀŎǘƛŎŀƭ ƭƛƳƛǘǎΦ  

 
We sincerely hope you will enjoy this volume!  Please look at the Call for Papers for Volume 26 

published in this vol. of Micronesian Educator, and submit your essay or research-article with us. 
 
Best, 
 
Dr. Evelyn Doman 
 
Dr. Christopher Schreiner 
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CALL FOR SUBMISSIONS TO MICRONESIAN EDUCATOR #26 
(FANUCHÅNAN 2019) 

Deadline: October 31, 2018 

 
Under the auspices of the School of Education at the University of Guam, the Micronesian 

Educator has 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 issue, #26, we will extend our horizon of 
engagement to be more inclusive of (1) educators, researchers, administrators, and scholars both within 
and outside the 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. 

 
Starting with Issue #26, Micronesian Educator will seek to include the following, depending of 

course on the availability and merit of submissions: 
 

ҟ RESEARCH ARTICLES IN EDUCATION  

ҟ ACTION RESEARCH ARTICLES BY FACULTY AND GRADUATE STUDENTS 

ҟ ESSAYS IN THEORY AND PHILOSOPHY OF EDUCATION 

ҟ TECHNICAL REPORTS 

ҟ SPECIAL TOPICS COORDINATED BY OUR EDITORS or GUEST EDITOR(S) 

ҟ BOOK REVIEWS AND REVIEW ESSAYS 

ҟ THE TEACHING PROFESSION (TEACHING AND ADVISING OBSERVATIONS, CONTROVERSIES, 

RECENT DEVELOPMENTS, PERSONAL EXPERIENCES IN TEACHING AND MENTORING) 

ҟ INTERVIEWS 

ҟ CREATIVE WRITING (POETRY, FICTION, AND PERSONAL ESSAYS pertaining to education) 

 
NOTE: 
Ҧ All submissions will be double-blind refereed, i.e., In other words, they will be reviewed, ǿƛǘƘ ǘƘŜ ŀǳǘƘƻǊΩǎ 
name removed, by two separate referees. 
Ҧ Research articles and Action research must be formatted in APA Style. 
Ҧ Essays and book reviews must be formatted in either MLA or Chicago Style. 

 
***  

Send submissions in Word files by electronic attachment to the editors as follows: 
 
Dr. Evelyn Doman: domane@triton.uog.edu 
 
Dr. C. S. Schreiner: cschreiner@triton.uog.edu 
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Teaching Strategies 
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Engaging Literacy Strategies for Adult 

English Language Learners in a 

Teacher Preparation Program 

 
Michelle Santos 

 

Keywords: Teacher preparation, Literacy, Adult English language learners 

 

  

Abstract 
When working with students, typically faculty will do whatever it takes to make content 

relevant and accessible. This is even more important when there may be barriers to the accessibility, 
such as gaps in resources, in prior knowledge or even in language. Although many strategies have been 
ǊŜǎŜŀǊŎƘŜŘ ŀƴŘ ŀǊŜ ǎŀƛŘ ǘƻ ōŜ ŜŦŦŜŎǘƛǾŜ ŦƻǊ 9ƴƎƭƛǎƘ [ŀƴƎǳŀƎŜ [ŜŀǊƴŜǊǎΩ ǎǳŎŎŜǎǎ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳΣ ƛǘ ƛǎ 
important that assumptions are not made about specific cultures and their learning styles. This study 
sought to verify if certain strategies were more effective than others in making theoretical content 
more accessible to students. The evidence anecdotally seems to point to more opportunities for 
discussion and visuals provide students with opportunities for deeper understanding or more 
sustained knowledge. 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 Pacific island and 
the attitudinal information can inform teachers on Guam as to what might work best in their classroom 
with students from this island. 

 
Creating background knowledge, tapping into prior knowledge, providing visuals, and working 

in groups are common strategies in the classroom when working with students who speak languages 
other than English. Around the world, teachers conduct classes to teach English and many times to 
teach content through the medium of the English language to non-native speakers. A recent study in 
a teacher preparation program for in-service teachers (adult learners) was conducted on a small island 
in the Pacific where all participants were non-native speakers of the English language.  In this unique 
setting, these teachers are already teaching yet are enrolled in teacher preparation courses with 
ŎǊŜŘƛǘǎ ŎƻǳƴǘƛƴƎ ǘƻǿŀǊŘ ŀ ōŀŎƘŜƭƻǊΩǎ ŘŜƎǊŜŜ ƛƴ ŜƭŜƳŜƴǘŀǊȅ ŜŘǳŎŀǘƛƻƴΦ ¢ƘŜ ǊŜǎŜŀǊŎƘŜǊκƛƴǎǘǊǳŎǘƻǊ ǳǎŜŘ 
evidence-based teaching strategies to meet the student learning outcomes/objectives of the college 
course. The in-service teachers were exposed to these strategies not only for a desire to help them be 
more successful in the course for which they were enrolled, but also for their future use and 
implementation in their own classrooms. A variety of literacy strategies were implemented to measure 
the effect on student learning. Literature continues to describe strategies that assist the English 
language learner in comprehension and success in the classroom. The literacy strategies discussed are 
most often implemented in a K-12 environment.  
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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 
ƛƴ ǘƘŜ ƛƴ ǘƘŜ ƴŀǘƛƻƴΩǎ Y-12 system. More specifically, ǘƘŜ ōǊƛŜŦ ǎǘŀǘŜŘΣ ά9[[ǎ ŀǊŜ ǘƘŜ ŦŀǎǘŜǎǘ ƎǊƻǿƛƴƎ 
ǎŜƎƳŜƴǘ ƻŦ ǘƘŜ ǎǘǳŘŜƴǘ ǇƻǇǳƭŀǘƛƻƴέ όǇΦ нύΦ !ŘŘƛǘƛƻƴŀƭƭȅ ƴƻǘŜŘ ǿŀǎ ǘƘŀǘ ŘƛǾŜǊǎƛǘȅ ŜƳōŜŘŘŜŘ ƛƴ ǘƘŜ ǘŜǊƳ 
9[[Φ Lƴ ǘƘŀǘΣ ǿŜ Ŏŀƴƴƻǘ ǳǎŜ ŀ άƻƴŜ-size-fits-ŀƭƭέ ŀǇǇǊƻŀŎƘ ǿƛǘƘ ƻǳǊ ǎǘǳŘŜƴǘǎΦ /ƻƭŜƳŀƴ ŀƴŘ DƻƭŘŜƴōŜǊƎ 
(200фύ ǎǘŀǘŜŘΣ ά.ȅ нлнр ƻƴŜ ƛƴ ŦƻǳǊ ǎǘǳŘŜƴǘǎ ǿƛƭƭ ŎƻƳŜ ŦǊƻƳ ƘƻƳŜǎ ǿƘŜǊŜ ŀ ƭŀƴƎǳŀƎŜ ƻǘƘŜǊ ǘƘŀƴ 9ƴƎƭƛǎƘ 
ƛǎ ǎǇƻƪŜƴέ όǇΦммύΦ /ǳǊǊŜƴǘƭȅΣ ƘƻǿŜǾŜǊ ǘƘŜ bŀǘƛƻƴŀƭ /ŜƴǘŜǊ ŦƻǊ 9ŘǳŎŀǘƛƻƴ {ǘŀǘƛǎǘƛŎǎ ƴƻǘŜǎ ǘƘŀǘ фΦо ǇŜǊŎŜƴǘ 
of public school students in the United States in 2013-14 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 Ladson-Billings 
ǎǘŀǘƛƴƎΣ άLƴŀŘŜǉǳŀǘŜ ǇǊŜǇŀǊŀǘƛƻƴ Ŏŀƴ ŎǊŜŀǘŜ ŀ ŎǳƭǘǳǊŀƭ ƎŀǇ ōŜǘǿŜŜƴ ǘŜŀŎƘŜǊǎ ŀƴŘ ǎǘǳŘŜƴǘǎ ŀƴŘ Ŏŀƴ ƭƛƳƛǘ 
ŜŘǳŎŀǘƻǊǎΩ ŀōƛƭƛǘƛŜǎ ǘƻ ŎƘƻƻǎŜ ŜŦŦŜŎǘƛǾŜ ƛƴǎǘǊǳŎǘƛƻƴŀƭ ǇǊŀŎǘƛŎŜǎ ƻǊ ƳŀǘŜǊƛŀƭǎέ όǇΦ тύΦ   

 
Culturally Responsive Teaching 

To be more successful with students from culturally and linguistically diverse backgrounds a 
teacher should be culturally and linguistically responsive. Kadhir wŀƧŀƎƻǇŀƭ όнлммύ ǎŀȅǎΣ ά/ǳƭǘǳǊŀƭƭȅ 
ǊŜǎǇƻƴǎƛǾŜ όƻǊ ǊŜƭŜǾŀƴǘύ ǘŜŀŎƘƛƴƎ  ό/w¢ύ Ƙŀǎ ōŜŜƴ ŘŜǎŎǊƛōŜŘ ŀǎ Ψŀ ǇŜŘŀƎƻƎȅ ǘƘŀǘ ŜƳǇƻǿŜǊǎ ǎǘǳŘŜƴǘǎ 
intellectually, socially, emotionally, and politically by using cultural referents to impart knowledge, skills, 
and attituŘŜǎΩέ όǇΦ нлύΦ  !ŎŜǾŜǎ ŀƴŘ hǊƻǎŎƻ όнлмпύΣ άŦƻǳƴŘ ǎƛȄ ƎŜƴŜǊŀƭ /w¢ ǘƘŜƳŜǎ ώǎǳŎƘ ŀǎϐ ƛƴǎǘǊǳŎǘƛƻƴŀƭ 
engagement; culture, language, and racial identity; multicultural awareness; high expectations; critical 
ǘƘƛƴƪƛƴƎΤ ŀƴŘ ǎƻŎƛŀƭ ƧǳǎǘƛŎŜΣέ ƛƴ ǘƘŜƛǊ ǊŜǾƛŜǿ ƻŦ ƭƛǘŜǊature supporting culturally responsive teaching (p. 8). 
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 with ELLs 

±ƛƭƭŜƎŀǎ ŀƴŘ [ǳŎŀǎ όнллтύ ǎǘŀǘŜ ǘƘŜ ǊƻƭŜ ƻŦ ǘƘŜ ǘŜŀŎƘŜǊ ƛǎ άǘƻ ǎǳǇǇƻǊǘ ǎǘǳŘŜƴǘǎ ƭŜŀǊƴƛƴƎ ōȅ ƘŜƭǇƛƴƎ 
ǘƘŜƳ ōǳƛƭŘ ōǊƛŘƎŜǎ ōŜǘǿŜŜƴ ǿƘŀǘ ǘƘŜȅ ŀƭǊŜŀŘȅ ƪƴƻǿ ŀōƻǳǘ ŀ ǘƻǇƛŎ ŀƴŘ ǿƘŀǘ ǘƘŜȅ ƴŜŜŘ ǘƻ ƭŜŀǊƴ ŀōƻǳǘ ƛǘΦέ  
Pereira and de Oliveira (2015) provide a list of instructional 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 
ŎƻƴƴŜŎǘƛƻƴǎ ǘƻ ǎǘǳŘŜƴǘǎΩ ƭŀƴƎǳŀƎŜ ŀƴŘ ŎǳƭǘǳǊŜ όǳǎƛƴƎ ŜȄŀƳǇƭŜǎ ǘƘŀǘ ŀǊŜ ǊŜƭŜǾŀƴǘ  ǘƻ ǎǘǳŘŜƴǘǎΩ ŎǳƭǘǳǊŜύΦ  
Iƛƭƭ ŀƴŘ Cƭȅƴƴ όнллуύ ŎƻƴŎƭǳŘŜ άǘƘŀǘ ǘŜŀŎƘŜǊǎ ƴŜŜŘ ǘƻ ƳŀƪŜ ƭŀƴƎǳŀƎŜ ƭŜŀǊƴƛƴƎ ǇǳǊǇƻǎŜŦǳƭΣ ƛƴǘŜƴǘƛƻƴŀƭΣ ŀƴŘ 
ŜȄǇƭƛŎƛǘέ όǇΦ рмύΦ ¢ƘŜƛǊ ŎƻƴŎƭǳǎƛƻƴ ŎƻƳŜǎ ŀŦǘŜǊ ŘƛǎŎǳǎǎƛƻƴ ƻƴ ǘƘŜ ŜƴƎŀƎŜƳŜƴǘ ƻŦ 9[[ǎ ƛƴ ƭŜŀǊƴƛƴƎ ōȅ ŦƻŎǳǎƛƴg 
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 and Goldenberg (2010) discuss the use of sheltered 
instruction strategies to help ELLs better understand the content. The strategies include using visual cues, 
ŎƭŀǊƛŦƛŎŀǘƛƻƴΣ ŀƴŘ ōǳƛƭŘƛƴƎ ōŀŎƪƎǊƻǳƴŘ ƪƴƻǿƭŜŘƎŜ ǘƘŀǘ ŘǊŀǿǎ ƻƴ ǎǘǳŘŜƴǘǎΩ ŜȄǇŜǊƛŜƴŎŜǎΦ Lƴ ŀ ǎŜǇŀǊŀǘŜ 
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 graphic organizers. 
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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 increasing chances 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 instruction; utilizing cooperative 
learning and group gallery walks; and using KWL, a three column organizer where students identify what 
ǘƘŜȅ YƴƻǿΣ ²ŀƴǘ ǘƻ ƪƴƻǿΣ ŀƴŘ ƘŀǾŜ [ŜŀǊƴŜŘ ƛƴ ƻǊŘŜǊ ǘƻ ŘǊŀǿ ƻƴ ǎǘǳŘŜƴǘǎΩ ǇǊƛƻǊ ƪƴƻǿƭŜŘƎŜΦ ¢ƘǊƻǳƎƘ ǘƘŜ 
use of the instructional methods and strategies, the research gathered responses to the questions:  

 
1) Did the participants find the research-based ELL strategies beneficial? 
2) Will the participants utilize the strategies with their own students?  
3) Were the strategies adaptable to cultuǊŀƭ ƴƻǊƳǎ ǿƛǘƘƛƴ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǎŎƘƻƻƭǎΚ  

 
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 
elementary 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 between 30-38 years of age.  Of the students, 
thirteen were male and three were female.  Most of the students had their first English instruction in high 
ǎŎƘƻƻƭΣ ǿƘƛƭŜ ǎƛȄ ǎǘǳŘŜƴǘǎΩ 9ƴƎƭƛǎƘ ƛƴǎǘǊǳŎǘƛƻƴ ōŜƎŀƴ ƛƴ ŜƭŜƳŜƴǘŀǊȅ ǎŎƘƻƻƭΦ ¢ƘŜ Ŏƭŀǎǎ ƘŀŘ ǘŜƴ ǎǘǳŘŜƴǘǎ ǿƘƻ 
spoke Woleaian, five who spoke Ulithian, and one who spoke Satawalese. Eight of the students had been 
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 vernacular. 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 theorists and 
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 was repeated that the strategies would be useful for their own 
ŎƭŀǎǎǊƻƻƳǎ ŀƴŘ ǘƘŀǘ ōȅ ǇǊŀŎǘƛŎƛƴƎ ǎǳŎƘ ǎǘǊŀǘŜƎƛŜǎ ŀǎ άǎǘǳŘŜƴǘǎέ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳΣ ǘƘŜȅ ǿƻǳƭŘ ōŜ ŀōƭŜ ǘƻ 
implement them with greater ease and success with their own students. 

 
Instrumentation and Data Collection 

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 of the strategies. 

 
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 their thoughts were about it.  

 
vǳŜǎǘƛƻƴ ƴǳƳōŜǊ ƻƴŜ ŀǎƪŜŘ ŦƻǊ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǇŜǊŎŜǇǘƛƻƴ ƻƴ ǘƘŜ ǳǎŜ ƻŦ Ǿƛǎǳŀƭǎ όǇƘƻǘƻǎΣ ŎƭƛǇ ŀǊǘΣ 

graphs) within the presentations. All of the students in the course indicated that using visuals was 
beneficial to their learning. Comments gathered from participant responses related to the use of visuals 
ǿŜǊŜ ǎƛƳƛƭŀǊ ǘƻ ǘƘŜ ŦƻƭƭƻǿƛƴƎΥ άL Řƻ ƭƛƪŜ ǘƘŜ ǇƛŎǘǳǊŜǎ ōŜŎŀǳǎŜ ƛǘ ƘŜƭǇǎ ƳŜ ǳƴŘŜǊǎǘŀƴŘ ōŜǘǘŜǊ ǘƻ ǎŜŜ ǿƘƛƭŜ 
ƻƴŜ ƛǎ ŜȄǇƭŀƛƴƛƴƎ ǇƻƛƴǘǎΦέ  ¢ƘǊŜŜ ƻŦ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎ ƛƴŘƛŎŀǘŜŘ ǘƘŜȅ ǿƛll deliberately use visuals in class if 
they have the items available to do so. 

 
Question number two focused on the use of foldables.  Participants commented that it was a fun 

ŀƴŘ ƛƴǘŜǊŜǎǘƛƴƎ ǿŀȅ ǘƻ ƪŜŜǇ ƴƻǘŜǎΦ  hƴŜ ǇŀǊǘƛŎƛǇŀƴǘ ǎŀƛŘΣ άLǘ ƘŜƭǇŜŘ ƻǊƎŀƴƛȊŜ ƻǳr ideas and I enjoyed using 
ǘƘŜƳΦέ  hƴƭȅ ǘǿƻ ƻŦ ǘƘŜ ǎƛȄǘŜŜƴ ƛƴŘƛŎŀǘŜŘ ǘƘŜ ǎǘǊŀǘŜƎȅ ŘƛŘƴΩǘ ƘŜƭǇ ǘƘŜƳ ƻǊƎŀƴƛȊŜ ǘƘŜƛǊ ƛƴŦƻǊƳŀǘƛƻƴΦ  hƴŜ 
ŜŦŦƻǊǘ ǘƻ ǳǎŜ ŦƻƭŘŀōƭŜǎ ŦƻǊ ŜȄǇƭƛŎƛǘ ǾƻŎŀōǳƭŀǊȅ ƛƴǎǘǊǳŎǘƛƻƴ ŘƛŘƴΩǘ ǎŜŜƳ ǘƻ ƛƴŎǊŜŀǎŜ ǎǘǳŘŜƴǘ ŀŎƘƛŜǾŜƳŜƴǘ ƛƴ 
that area. One sǘǳŘŜƴǘ ƛƴŘƛŎŀǘŜŘ ƛǘ Ƴŀȅ ƘŀǾŜ ƘŜƭǇŜŘΣ ōǳǘ ƘŜ ŘƛŘƴΩǘ ƘŀǾŜ ǘƛƳŜ ǘƻ ǎǘǳŘȅΦ !ƭƭ ŦƻǳǊǘŜŜƴ ǿƘƻ 
ŦƻǳƴŘ ǘƘŜ ǳǎŜ ƻŦ ŦƻƭŘŀōƭŜǎ ōŜƴŜŦƛŎƛŀƭ ƛƴŘƛŎŀǘŜŘ ǘƘŜȅΩŘ ƭƛƪŜ ǘƻ ǳǎŜ ǘƘŜ ǎǘǊŀǘŜƎȅ ǿƛǘƘ ǘƘŜƛǊ ǎǘǳŘŜƴǘǎΦ 

 
All but one of the sixteen participants indicated on question three that 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 
participants 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 learning from 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 used was the KWL, a three-column organizer used to tap into prior knowledge 

and organize new information. Of the sixteen participants, fourteen found the KWL to be beneficial. Most 
of the participants were familiar with it and used it with their students at home. Of the two participants 
ǿƘƻ ŘƛŘƴΩǘ ƭƛƪŜ ƛǘΣ ƻƴŜ ŦŜƭǘ ƛǘ ǿŀǎ ǘƻƻ ŘƛŦŦƛŎǳƭǘ ǘƻ ǳǎŜ ŀƴŘ ǘƘŜǊŜŦƻǊŜ ǿŀǎƴΩǘ ōŜƴŜŦƛŎƛŀƭ ŀƴŘ ŀƴƻǘƘŜǊ ƛƴŘƛŎŀǘŜŘΣ 
άL ŘƻƴΩǘ ƭƛƪŜ ώƛǘϐ ǾŜǊȅ ƳǳŎƘΦ !Ŏǘǳŀƭƭȅ L ƪŜŜǇ ƛǘ ŦƻǊ Ƴȅ ǎǘǳŘȅ ƎǳƛŘŜ ŀƴŘ ƛǘ ƘŜƭǇǎΦ LΩƭƭ ǘǊȅ ƛǘ ǿƛǘƘ Ƴȅ ǎǘǳŘŜƴǘǎΦέ 
So, ŀƭǘƘƻǳƎƘ ƘŜ ŘƛŘƴΩǘ ƭƛƪŜ ƛǘΣ ƘŜ ƛƴŘƛŎŀǘŜŘ ǘƘŀǘ ƛǘ ǿŀǎ ōŜƴŜŦƛŎƛŀƭΦ 

 
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 students.  
 
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 something, they 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 activities and learn at the same time. 
Another indicated that cooperative learning is important because their culture is looking for cooperation. 
¢ŀōƭŜ н ŘƛǎǇƭŀȅǎ ƛƴŦƻǊƳŀǘƛƻƴ ƎŀǘƘŜǊŜŘ ƻƴ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ŦŀǾƻǊƛǘŜ ǎǘǊŀǘŜƎȅ ŀƴŘ ǘƘŜ ǇŜǊŎŜƛǾŜŘ ǊŜƭŀǘƛƻƴǎƘƛǇ 
to their culture. 
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Table 1 Participant perception of benefits 
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 2 Participant favorites 
Strategy Favorite (N=13)* Cultural Relationship 
Visuals 8% 8% 
Foldables   
Shutter Fold ς Vocabulary   
Layered Book ς Erikson   
Three Flap ς 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, presented in 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, 
anecdotally 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 conclusions can be 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 3 Pass rate on tests 
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 that may have developed based on the content discussed were not specifically 
noted.  
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Table 4 Chapters and strategies utilized 
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 pictures 
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 Pacific islands 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 classroom may result in stronger conclusions about effective strategies to use. 
Additionally, a more in-depth study on the culture and observations within the classrooms of the 
participants might give more insight on cultural norms related to strategy effectiveness.  

 
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 Eauripik, Elato, 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 Pre-service Teachers 

Who Speak English as a Second 

Language 
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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 population (U.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 development activities 
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 English-language classroom with little 
to no support outside.    
 

There are a 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 biggest differences 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 information repeatedly, having students apply their knowledge, doing collaborative work, and 

Abstract 
Scaffolding is an effective instructional strategy that helps to enhance content knowledge and 

language development.  Scaffolding can take place in a number of different ways in order to provide a 
supportive environment for English Language Learners (ELLs).  Although it can focus on tasks that 
ǇǊƻƳƻǘŜ ƭƛǘŜǊŀŎȅ ŀƴŘ ǇǊƻƳƻǘŜ ǎǘǳŘŜƴǘǎΩ ƭŀƴƎǳŀƎŜ ǇǊƻŦƛŎƛŜƴŎƛŜǎΣ ǎŎŀŦŦƻƭŘƛƴƎ ƛǎ Ƴƻǎǘ ǎǳŎŎŜǎǎŦǳƭ ǿƘŜƴ 
integrating content with language instruction so that students can keep up with their mainstream 
classmates.  Using the concepts of high challenge and high support (Mariani, 1991) as the underlying 
theory behind the current study, research is provided which shows 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 experimental group that received intensive verbal scaffolding 
at all levels of a micro lesson outperformed participants who received minimal amounts of scaffolding.  
Implications of the study include using verbal scaffolding as a constructive alternative to modifying the 
curriculum for ELLs in teacher certification programs. 
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ōǳƛƭŘƛƴƎ ǎǘǳŘŜƴǘǎΩ ǎŜƭŦ-efficacy (Killian, 2015).  What appears to be missing from this list, though, is the 
need to provide students with a safety net ς a scaffold ς when it comes to instruction.   

 
Lƴ ŜŘǳŎŀǘƛƻƴΣ ǎŎŀŦŦƻƭŘƛƴƎ ƛǎ ōȅ ŘŜŦƛƴƛǘƛƻƴ άŀ ǊŀƴƎŜ ƻŦ ƛƴǎǘǊǳŎǘƛƻƴŀƭ ǘŜŎƘƴƛǉǳŜǎ ǳǎŜŘ ǘƻ ƳƻǾŜ 

students progressively towards stronger understanding, and ultimately, greater independence in the 
ƭŜŀǊƴƛƴƎ ǇǊƻŎŜǎǎέ όDƭƻǎǎŀǊȅΣ нлмрύΦ  {ƛƳǇƭȅ ǇǳǘΣ ǎŎŀŦŦƻƭŘƛƴƎ ƛǎ a support system which helps students to 
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.  As a student-centered practice, scaffolding allows students to participate more fully in the 
classroom as they move towards greater amounts of autonomy and collaboration.   

 
{ŎŀŦŦƻƭŘƛƴƎ Ƙŀǎ ƛǘǎ Ǌƻƻǘǎ ƛƴ {ƻŎƛŀƭ /ƻƴǎǘǊǳŎǘƛǾƛǎƳΣ Ƴƻǎǘ ǇŀǊǘƛŎǳƭŀǊƭȅ ƛƴ ±ƎƻǘǎƪȅΩǎ Ȋƻne of proximal 

ŘŜǾŜƭƻǇƳŜƴǘ ό½t5ύ ό¸ƎƻǘǎƪȅΣ мфтуύΦ  ¢ƘŜ ½t5 ƛǎ ŘŜŦƛƴŜŘ ŀǎΥ ά¢ƘŜ ŘƛǎǘŀƴŎŜ ōŜǘǿŜŜƴ ǘƘŜ ŀŎǘǳŀƭ 
developmental level as determined by independent problem solving and the level of potential 
development as determined through problem solving under adult guidance, or in collaboration with more 
ŎŀǇŀōƭŜ ǇŜŜǊǎέ ό±ƎƻǘǎƪȅΣ мфтуΣ ǇΦ усύΦ 

 
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.  Scaffolding is one of the main techniques 
which lead students into the ZPD.  Although Vgotsky never used the term scaffolding as such, he 
supported the idea that learners learn most productively with the aid in the ZPD, where they can operate 
first with adapted assistance 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 of high challenge and high support in 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, students may 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 support:  designed-in and interactional 
contingent.  Designed-in scaffolding takes place when there is a planned selection and sequencing of tasks 
that are built into the lesson to help students move 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, Volman and Beishuizen (2010) have further contributed to an 

understanding of scaffolding by identifying the type of support that is needed:  contingent, faded, and 
aimed at the transfer of responsibility.  Contingent support represents support that teachers provide for 
ǘƘŜ ǎǘǳŘŜƴǘǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎΦ  CŀŘƛƴƎ ƛƴǾƻƭǾŜǎ ŘŜŎǊŜŀǎŜŘ ǎǳǇǇƻǊǘ ǘƘŀǘ ǘŜŀŎƘŜǊǎ ǇǊƻǾƛŘŜ ǿƘƛƭŜ ǘƘŜ 
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 the lessons, a more positive and constructive 
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alternative is provided (Hammond, 2001).  That is why researchers working in content-based language 
instruction have advocated the use of scaffolding to develop subject content and language development, 
quite often to 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 subject 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, 
ƭŜǎǎƻƴ ƻōƧŜŎǘƛǾŜǎ ǘƘŀǘ ŀǊŜ ǎǇŜŎƛŦƛŎŀƭƭȅ ŘŜǎƛƎƴŜŘ ǘƻ ǇǊƻƳƻǘŜ ǎǘǳŘŜƴǘǎΩ ǊŜŀŘing, writing, listening, and 
speaking skills (Echevarria, Vogt, & Short, 2004).  Implementing 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 proficient 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 grasp for ELLs, 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 
content όƛƴ ǘƘŜƛǊ ŎŀǎŜΣ ǎŎƛŜƴŎŜύ ŀǎ ŀ άŘƛŘŀŎǘƛŎ ǘŜƴǎƛƻƴέΦ  ²ƘŜƴ ǘŜŀŎƘŜǊǎ ŦƻŎǳǎ ǎƻƭŜƭȅ ƻƴ ǎƛƳǇƭƛŦȅƛƴƎ 
vocabulary, then often end up simplifying the application of the content as well, which results in below-
grade learning experiences for ELLs.  Vocabulary-focused academic language instruction may deprive ELLs 
ƻŦ άǘƘŜ ƛƴǇǳǘ ŀƴŘ ƻǳǘǇǳǘ ƻǇǇƻǊǘǳƴƛǘƛŜǎ ǘƘŜȅ ƴŜŜŘ ǘƻ ŘŜǾŜƭƻǇ Ŧǳƭƭ ǇǊƻŦƛŎƛŜƴŎȅ ƛƴ ǘƘŜ ƭŀƴƎǳŀƎŜ ƻŦ ǎŎƛŜƴŎŜ 
ŀƴŘΣ ƳƻǊŜƻǾŜǊΣ ƛǘǎ Ƙŀōƛǘǎ ƻŦ ƳƛƴŘέ ό.ǊǳƴŀΣ ±ŀƴƴ ϧ tŜǊŀƭŜǎ 9ǎŎǳŘŜǊƻΣ нллтΥ рнύΦ  ¢ƘŜǊŜŦƻǊŜΣ ƻǘƘŜǊ ǘȅǇŜǎ ƻŦ 
scaffolding are called for when teaching content to ELLs. 

 
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 well if cognitively 
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 objectives 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 scaffolding, procedural scaffolding, and instructional scaffolding.  Verbal 
scaffolding includes examples like paraphrasing, using think-alouds, reinforcing vocabulary, asking 
ǉǳŜǎǘƛƻƴǎ ŀŘŘǊŜǎǎƛƴƎ .ƭƻƻƳΩǎ ¢ŀȄƻƴƻƳȅ όмфрсύΣ ǳǎƛƴƎ ǎȅƴƻƴȅƳǎκŀƴǘƻƴȅƳǎΣ ŀƴŘ ǇǊƻǾƛŘƛƴƎ corrective 
feedback (Echevarria, Vogt, & Short, 2004). Procedural scaffolding includes the following:  modeling, using 
ƎǊƻǳǇ ƛƴǎǘǊǳŎǘƛƻƴΣ ƻǊƛŜƴǘƛƴƎ ǎǘǳŘŜƴǘǎΩ ǘƻ ǘƘŜ Ŏƭŀǎǎ ǊŜǎƻǳǊŎŜǎΣ ǳǘƛƭƛȊƛƴƎ ǇǊƻŎŜǎǎ ǿǊƛǘƛƴƎΣ ƛƴŎƻǊǇƻǊŀǘƛƴƎ ƧƛƎǎŀǿ 
readings, and using role play 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 become more successful in a mainstream 
teacher education program. 

 
One important form of verbal scaffolding is the use of self-talk and parallel talk.  Self-talk occurs 

when the teacher describes his/her own actions, while parallel talk occurs when the teacher describes the 
ǎǘǳŘŜƴǘǎΩ ŀŎǘƛƻƴǎΦ  .ƻǘƘ ŀǊŜ ŀƛƳŜŘ ŀǘ ƘŀǾƛƴƎ ǎǘǳŘŜƴǘǎ ǘƻ ƴƻǘƛŎŜ ǘƘŜ ƭŀƴƎǳŀƎŜ ǘƘŀǘ ƛǎ ƛƴǾƻƭǾŜŘ ƛƴ ǘƘŜ ŀŎǘƛƻƴǎ 
and to become more aware of language input involved in performing a task.  While self-/parallel talk have 
been described most in first 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 language, self-talk and parallel talk can 
help to increase exposure to specific language concepts and usages.  For pre-service teachers who speak 
English as a second language, self-/parallel talk might include the exposure to teaching jargon so that 
these terms become more familiar to them.  This extended exposure to terms will help the pre-service 
teacher to recognize the gaps between their own language and the proper communicative environment.  
Repetition, along with encouragement, will show the pre-service teachers 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 under-researched, this study is significant in filling the gap in the literature.  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 in mainstream 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 pre-service elementary teachers at a university on Guam.  In particular, 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 different 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 teaching in public 
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 was a 15-minute mini-lesson 
executed in class. 

 
For this study, two classes were used for the control group:  strategies and social studies methods.  

The remaining two classes ς language arts methods and second language teaching methods ς formed the 
experimental groups.  Although there were 16-25 students registered for all four of the 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 pre-service elementary school teachers who spoke English as a second language were chosen 
to participate in this study.  The students were all female and ranged from 21-28 years of age.  All of the 
participants were from the neighboring Micronesian Islands 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 
ǇŀǊǘƛŎƛǇŀƴǘǎΩ 9ƴƎƭƛǎƘ ƭŀƴƎǳŀƎŜ ǇǊƻŦƛŎƛŜƴŎƛŜǎ ŀǘ ǘƘŜ ƘƛƎƘ-intermediate/low advanced levels.  The average 
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 three students 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, science, 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 1 Participants 
Name Gender Nationality Group Class 

Peacelyn Female  Chuukese Experimental Language arts methods 
Keana Female Palaun Experimental 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 school standards 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 
ǎǘǳŘȅΥ  ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǿǊƛǘǘŜƴ ǊŜŦƭŜŎǘƛƻƴǎΣ ƎǊŀŘŜǎ ƻƴ ŀǎǎƛƎƴƳŜƴǘǎΣ ŀƴŘ ǘŜŀŎƘŜǊ ƻōǎŜǊǾŀǘƛƻƴǎΦ  tŀǊǘƛŎƛǇŀƴǘǎ 
wrote written reflections during the course of two semesters in bi-weekly action logs, Moodle forum 
discussions, and in end-of-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 to self-evaluate themselves on a 
scale of 1-5, with five being the highest, in five areas:   

 
1. on time 
2. homework done 
3. ask and answer questions 
4. work with classmates 
5. mobile phone is not used in class 

 
¢ƘŜƴΣ ǘƘŜȅ ǿŜǊŜ ŜȄǇŜŎǘŜŘ ǘƻ ŎƻƳƳŜƴǘ ƻƴ ǿƘŜǘƘŜǊ ƻǊ ƴƻǘ ǘƘŜȅ ŀŎƘƛŜǾŜŘ ǘƘŜ Ǝƻŀƭǎ ƻŦ ǘƘŜ ǿŜŜƪΩǎ 

lesson, providing examples of activities that might have helped or hindered their successes. Each 
participant completed a total of 6-8 action logs for each course in any given semester of the study.  The 
action logs were not graded, but completion of them did help 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 participant completed an end-of-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 they were graded according to a 
pre-determined rubric (See Appendix B). 
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¦ǎƛƴƎ DƭŀǎŜǊ ŀƴŘ {ǘǊŀǳǎǎΩǎ DǊƻǳƴŘŜŘ ¢ƘŜƻǊȅΣ ŀƭƭ ƻŦ ǘƘŜ ǊŜŦƭŜŎǘƛƻƴǎ ς action logs, Moodle forums, 

and reflective essays - were coded for common themes among participants.  Guided by Kelle & KluƎŜΩǎ 
мффф ǇǊƛƴŎƛǇƭŜǎ ŦƻǊ ά²Ƙŀǘ ƛǎ ŀ ƎƻƻŘ ŎƻŘŜΚέΣ ǘƘŜ ŦƻƭƭƻǿƛƴƎ ǘƘǊŜŜ ŎƻƴǎƛŘŜǊŀǘƛƻƴǎ ǿŜǊŜ ƪŜǇǘ ƛƴ ƳƛƴŘΥ  мύ 
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 question.  Beginning 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 to 6-10 codes being identified for each of the participants in the 
experimental group.  There were no counts of verbal 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 experimental group.  The 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, I kept detailed field notes of 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 were 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 then analyzed and evaluated the 
content in those pages through rotating group roles (such as a discussion director, word wizard, artsy 
artist, savvy summarizer, and cool connector).  In the Second Language Methods class, the students often 
worked in groups comparing 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 pre-determined questions about the methods.  However, 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 their classmates, but they were also observed in the planning stages. 

 
Results 
Reflections 

¢ƘǊŜŜ ǎƻǳǊŎŜǎ ƻŦ Řŀǘŀ ǿŜǊŜ ƎŀǘƘŜǊŜŘ ŦƻǊ ŘŜǘŜǊƳƛƴƛƴƎ ǎǘǳŘŜƴǘǎΩ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ǘƘŜ ŜŦŦŜŎǘƛǾŜƴŜǎǎ 
ƻŦ ǾŀǊƛƻǳǎ ǾŜǊōŀƭ ǎŎŀŦŦƻƭŘƛƴƎ ǎǘǊŀǘŜƎƛŜǎΦ  /ƻŘƛƴƎ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǊŜŦƭŜŎǘƛƻƴǎ resulted in the identification of 
the themes presented in Table 2. In 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:  strategies and social studies methods.  
The remaining two classes ς language arts methods and second language teaching methods ς formed the 
experimental groups.   
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Table 2 Types and frequency of verbal scaffolds mentioned in reflections of experimental group 

Scaffold type Example Frequency 

Paraphrasing It helps when the teacher explains difficult concepts into 
easier words. 

= 
 

¦ǎƛƴƎ άǘƘƛƴƪ-ŀƭƻǳŘǎέ I like being able to read and think about my thought 
processes with a partner and in front of the group as I try to 
interpret new information. 

= 

Reinforcing definitions There are a lot of new vocabulary words used in this class, 
and we get ample opportunities to use the new words in 
our assignments. 

- 

Asking HOTS questions LǘΩǎ ƛƳǇƻǊǘŀƴǘ ǘƻ ǘƘƛƴƪ ŎǊƛǘƛŎŀƭƭȅΣ ŀƴŘ L like it when the 
teacher asks us to evaluate or critique various teaching 
methods. 

X 

Use of synonyms/antonyms L ŘƻƴΩǘ ƘŀǾŜ ǘƻ ǳǎŜ ŀ ŘƛŎǘƛƻƴŀǊȅ ōŜŎŀǳǎŜ ǘƘŜ ǘŜŀŎƘŜǊ ƻŦǘŜƴ 
tells us words that have the same meaning or the opposite 
meaning. 

- 

Self-talk/Parallel-talk The teacher explains in details what she is doing, and she 
asks me to explain what I am doing. For  example, in our 
literature circles, I tell her that I am the artsy artist and I am 
showing my drawing to my groupmates and explaining the 
reasons why I drew this. 

X 

X = 10ς20 instances; = four to nine instances; -  fewer than four instances. 
 
Table 3 Grades of participants 

Participant Group Key Assignment Grade (percentage) 

Peacelyn Experimental Group Big Book/Video/Lesson 100 

Keana Experimental Group Lesson 90 

Sirena Experimental Group Lesson 95 

Tasi Control Group Presentation on Unit 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 groups, with the 

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 developing a lesson 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 created herself.  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. 
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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. 

 
! ǎŜŎƻƴŘ ŜȄŀƳǇƭŜ Ŏŀƴ ōŜ ǎŜŜƴ ƛƴ {ƛǊŜƴŀΩǎ ǳǎŜ ƻŦ ǎŜƭŦ-talk/parallel talk when she was interacting 

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 plan, and she is 
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 partners more involved in 
the process as well. 
 
Through self-talk/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 
RQ1. Do ELLs in mainstream teacher preparation 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 teacher observations 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 score on 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 experimental and 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 control group 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.  Although the 
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 did not perform 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 class saw as most beneficial 
included asking higher order thinking skills (HOTS) questions and using self-talk/parallel talk as a teaching 
method.  As Mariani (1997) said that levels of high challenge and high support in scaffolding are necessary 
in order to induce student 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 preparation 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 on difficult discipline-specific 
vocabulary may make content easier to grasp for ELLs, it may compromise cognitive development.  In the 
case of pre-service teachers in an elementary education on Guam, the use of simplified definitions or 
synonyms and antonyms did not seem 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 actions explicit through self-talk/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. 

 
¢ƘŜ ǊŜǎǳƭǘǎ ǎƘƻǿƛƴƎ ǘƘŀǘ ǇŀǊŀǇƘǊŀǎƛƴƎ ŀƴŘ ǳǎƛƴƎ άǘƘƛƴƪ ŀƭƻǳŘǎέ Ŏŀƴ ōŜ ǳǎŜŦǳƭ ŦƻǊ 9[[ǎΣ ŀƭǘƘƻǳƎƘ 

not as useful as HOTS questioning and self-talk/parallel talk, are also consistent with those of Hammond 
and Gibbons (2005) who found that teachers offering assistance 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 scaffolding instruction, a more knowledgeable person ς this case, the teacher - provides 
ǎŎŀŦŦƻƭŘǎ ƻǊ ǎǳǇǇƻǊǘǎ ǘƻ ŦŀŎƛƭƛǘŀǘŜ ǘƘŜ ƭŜŀǊƴŜǊΩǎ ŘŜǾŜƭƻǇƳŜƴǘΦ  ¢ƘŜ ǎŎŀŦŦƻƭŘǎ ŦŀŎƛƭƛǘŀǘŜ ŀ ǎǘǳŘŜƴǘΩǎ ŀōƛƭƛǘȅ ǘƻ 
build on prior knowledge and internalize new information. The activities 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 complete, 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 are worth 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 scaffolds.  Verbal scaffolds can range from simplifying concepts and 
ǾƻŎŀōǳƭŀǊȅ ǿƻǊŘΣ ǘƻ ǇŀǊŀǇƘǊŀǎƛƴƎ ŎƻƴǘŜƴǘΣ ǘƻ ŀŘŘǊŜǎǎƛƴƎ ǘƘŜ ƘƛƎƘŜǊ ƻǊŘŜǊ ǘƘƛƴƪƛƴƎ ǎƪƛƭƭǎ ƻŦ .ƭƻƻƳΩǎ 
Taxonomy (1956).   

 
The current study investigated the effects of verbal scaffolds on English Language 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 as first 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 self-talk/parallel talk protocols.  It is hoped that these two teaching techniques be utilized more often 
in education courses that include ELLs. 
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Appendix A:  Action log template          
Date: 
Partner: 
 

Participation: (Target)                  % 
                          (Actual)                  % 
 

Self-evaluation  (1-5, with 5 being the best) 
 

1. on time 
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 End-of-the-Semester Reflective Essays 

Criteria Superior 4 Sufficient 3 Minimal 2 Beginning 1 

Depth of 
Reflection 
 

Response 
demonstrates an in-
depth reflection on, 
and personalization 
of, the theories, 
concepts, and/or 
strategies presented 
in the course 
materials to date. 
Viewpoints and 
interpretations are 
insightful and well 
supported. Clear, 
detailed examples 
are provided, as 
applicable.  

Response 
demonstrates a 
general reflection on, 
and personalization 
of, the theories, 
concepts, and/or 
strategies presented 
in the course 
materials to date. 
Viewpoints and 
interpretations are 
supported.  
Appropriate 
examples are 
provided, as 
applicable. 
 

Response 
demonstrates a 
minimal 
reflection on, 
and 
personalization 
of, the theories, 
concepts, and/or 
strategies 
presented in the 
course materials 
to date. 
Viewpoints and 
interpretations 
are unsupported 
or supported 
with flawed 
arguments. 
Examples, when 
applicable, are 
not provided or 
are irrelevant to 
the assignment. 

Response 
demonstrates a 
lack of reflection 
on, or 
personalization 
of, the theories, 
concepts, and/or 
strategies 
presented in the 
course materials 
to date. 
Viewpoints and 
interpretations 
are missing, 
inappropriate, 
and/or 
unsupported. 
Examples, when 
applicable, are 
not provided. 

Required 
Components:  
 
 

Response includes all 
components and 
meets or exceeds all 
requirements 
indicated in the 
instructions. Each 
question or part of 

Response includes all 
components and 
meets all 
requirements 
indicated in the 
instructions. Each 
question or part of 

Response is 
missing some 
components 
and/or does not 
fully meet the 
requirements 
indicated in the 

Response 
excludes 
essential 
components 
and/or does not 
address the 
requirements 
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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, or 
syntax errors per 
page of writing. 

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

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

Evidence and 
Practice 
 

Response shows 
strong evidence of 
synthesis of ideas 
presented and 
insights gained 
throughout the 
entire course. The 
implications of these 
insights for the 
respondent's overall 
teaching practice are 
thoroughly detailed, 
as applicable.  

Response shows 
evidence of synthesis 
of ideas presented 
and insights gained 
throughout the entire 
course. The 
implications of these 
insights for the 
respondent's overall 
teaching practice are 
presented, as 
applicable. 

Response shows 
little evidence of 
synthesis of 
ideas presented 
and insights 
gained 
throughout the 
entire course. 
Few implications 
of these insights 
for the 
respondent's 
overall teaching 
practice are 
presented, as 
applicable.  

Response shows 
no evidence of 
synthesis of 
ideas presented 
and insights 
gained 
throughout the 
entire course. No 
implications for 
the respondent's 
overall teaching 
practice are 
presented, as 
applicable.  

 
Total:  _______________/16 
This assignment is 10% of your final grade.  
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Student Perceptions 
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The Impact of Action Research on 

Teachersô Instructional Practices and 

their Studentsô Learning Experiences 

in the K-12 Classroom 
 

Geraldine Sablan James 
Mary Jane Miller 
Cheryl Sangueza 

 

Keywords: K-12, Action research, Instructional practice 

 

Introduction 

As professionals, teachers are continually trying to find ways to improve, learn, and assume 
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 inquiry allows 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 practices (Mills, 2011).   

 
¢Ƙƛǎ ǎǘǳŘȅ ŜȄǇƭƻǊŜŘ Ƙƻǿ ŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘ ƛƳǇŀŎǘǎ ǘŜŀŎƘŜǊǎΩ ƛƴǎǘǊǳŎǘƛƻƴŀƭ ǇǊŀŎǘƛŎŜǎ ŀƴŘ ŎƘŀƴƎŜǎ ƛƴ 

their teaching.  It examined the teaching experiences of 20 graduates in a Master of Education Secondary 
Education program who engaged in action research as a capstone special project for program completion.  
The 20 participants are graduates who are K-12 classroom teachers and who conducted the action 
research with their respective students.  Their action research involved some type of intervention 
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 

Abstract 
¢ƘŜ ¦ƴƛǾŜǊǎƛǘȅ ƻŦ DǳŀƳΩǎ {ŎƘƻƻƭ ƻŦ 9ŘǳŎŀǘƛƻƴ ό{h9ύ ƛǎ ŀ ǎŎƘƻƻƭ ǘƘŀǘ ǇǊƻƳƻǘŜǎ ǘŜŀŎƘŜǊǎ ŀǎ 

researchers. Consequently, graduate students in the Master of Education Secondary Education 
program engage in action research as a capstone special project.  Graduate students in this program 
are current K-12 teachers.  In order to determine the impact that the action research experience has 
had on the teachers and their students, this study was conducted with 20 of the graduates from the 
three M.Ed. Secondary Education cohorts who completed the degree program from 2013 to 2017.  The 
graduates completed an online survey.  The study reports their responses regarding their perceptions 
of the value of their action research experience and how participation in action research impacts their 
classroom instructional practices.  The teachers in the study also describe how the action research 
experience has empowered them and their teaching. 
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research setting, action research requires some type of intervention (Herr & Anderson, 2005).  The 
ǘŜŀŎƘŜǊǎΩ ƛƴǘŜǊǾŜƴǘƛƻƴ ŜȄǇŜǊƛƳŜƴǘǎ άǘŜǎǘŜŘέ ŀ ǿƛŘŜ ŀǊǊŀȅ ƻŦ ŎƭŀǎǎǊƻƻƳ ǇǊŀŎǘƛŎŜǎ ŀŦŦŜŎǘƛƴƎ ǎǘǳŘŜƴǘ 
academic achievement, student motivation, and classroom management.  For example, their studies 
examined the use of cooperative learning, homework, differentiated instruction, technology, note-taking, 
graphic organizers, extrinsic motivators, seating arrangement, assessment types, and social media in 
classroom instruction.  Some of the action research studies also expƭƻǊŜŘ ǎǘǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎ ŜȄǇŜǊƛŜƴŎŜǎ 
ƻǳǘǎƛŘŜ ƻŦ ǘƘŜ ŎƭŀǎǎǊƻƻƳΦ  CƻǊ ŜȄŀƳǇƭŜΣ ƻƴŜ ǎǘǳŘȅ ŦƻŎǳǎŜŘ ƻƴ ǎǘǳŘŜƴǘǎΩ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ƛƴ ǎŜǊǾƛŎŜ-learning 
projects and the effect on their sense of civic responsibility.   

 
For the action researcher, such interventions involve an action cycle of planning, acting, 

observing, monitoring, evaluating, and reflecting.  Consequently, the purpose of this study was to 
determine the impact that the action research experience has had on the teachers and their students.  
Thus, the research question guiding this study was:  How does participation in action research impact 
ǘŜŀŎƘŜǊǎΩ ŎǳǊǊŜƴǘ ŀƴŘ ŦǳǘǳǊŜ ƛƴǎǘǊǳŎǘƛƻƴŀƭ ǇǊŀŎǘƛŎŜǎΚ 

 
Literature Review 

!Ŏǘƛƻƴ ǊŜǎŜŀǊŎƘ ŦƻǊ ǘŜŀŎƘŜǊǎ ƛǎ ŀ ǿŀȅ ǘƻ ǎǘǳŘȅ ǘƘŜƛǊ ƻǿƴ ǎƛǘǳŀǘƛƻƴ ƛƴ ŀ άǊŜŀƭ ǿƻǊƭŘέ ǎŜǘǘƛƴƎΣ ǘƻ ǘǊȅ 
new practices with an eye toward improvement and then assess the new outcomes in comparison to the 
old.  It is a cyclical process whereby the new outcomes are evaluated, 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 
ǿƘŜƴ ƴŜŜŘŜŘ ǊŀǘƘŜǊ ǘƘŀƴ ŀŘƘŜǊƛƴƎ ǘƻ ǎǘŀōƛƭƛǘȅ ŀƴŘ ƳŜŘƛƻŎǊƛǘȅ όaƛƭƭǎΣ нлммύΦ  ά¢ƘŜ ŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘ ǇǊƻŎŜǎǎ 
fosters a democratic approach to decision making while, at the same time, empowering individual 
teachers through participation in a collaborative, socƛŀƭƭȅ ǊŜǎǇƻƴǎƛǾŜ ǊŜǎŜŀǊŎƘ ŀŎǘƛǾƛǘȅέ όaƛƭƭǎΣ нлммΣ ǇΦȄƛƛύΦ 

 
The focus of action research in education is on day-to-day problems in a classroom, campus, or 

district and can be conducted by a teacher, administrator, or other education professional.  Its purpose is 
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 educational 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 classroom (Mertler, 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 others, much 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 are both 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 teacher learning both 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 them to ŀƭǎƻ ōŜ ƭŜŀǊƴŜǊǎ ŀƭƻƴƎ ǘƘŜ ǿŀȅ όhΩŎƻƴƴƻǊΣ DǊŜŜƴŜ ϧ !ƴŘŜǊǎƻƴΣ нллсύΦ  ²ƘŜƴ ǘŜŀŎƘŜǊǎ 
engage in action research projects they gain a deeper appreciation of self-assessment and reflection and 
greater understanding of the link between theory and practice (Eggen & Kauchak, 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 valid 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 actually write up and report 
ǘƘŜ ǊŜǎǳƭǘǎΦ  ¢ƘŜȅ ŀƭǎƻ ƳŜƴǘƛƻƴ ǘƘŀǘ ŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘ ƻŦǘŜƴ ǇǊŜǎŜƴǘǎ ŀ άǎƴŀǇǎƘƻǘέ ǾƛŜǿ ƻŦ ŀ ǇǊƻōƭŜƳ ǘƘŀǘ 
may not be sufficient to present rigorous findings.  Mills (2011) adds that the very cyclical and ongoing 
nature of action research 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, which may call into 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 finding some of the 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 also said they 
had to guard against over-involvement and bias and noted that the write up of findings was difficult.  

 
However, in their final report on the impact of action research, Caro-Bruce and Zeichne (1998) 

listed several interesting and beneficial outcomes reported 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 
investment 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 synthesize their research (Caro-Bruce & 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 completed; (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 standards, action research 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 and in confidence, 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 results that 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 
teachers as 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 research (Creswell, 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 qualitative 
component of this study involved comment sections and open-ended questions in the survey and content 
analysis.  The meaning that participants ascribe to a phenomenon or issue is a main characteristic of 
qualitative research.  Consequently, multiple perspectives 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 program who:  όŀύ ŎƻƳǇƭŜǘŜŘ ǘƘŜ ŎƻǳǊǎŜ ά95смтΥ !Ŏǘƛƻƴ wŜǎŜŀǊŎƘέ ƛƴ ǘƘŜ {ŎƘƻƻƭ ƻŦ 
Education and (b) engaged in an action research project in a K-12 classroom.  The number of potential 
participants for this study was 28 graduates from the three M.Ed. Secondary Education cohorts 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 

¢Ƙƛǎ ǎǘǳŘȅ ǳǘƛƭƛȊŜŘ ŀ ǎǳǊǾŜȅ ό!ǇǇŜƴŘƛȄ !ύ ōȅ hΩ/ƻƴƴƻǊΣ DǊŜŜƴŜΣ ŀƴŘ !ƴŘŜǊǎƻƴ όнллс).  Permission 
to use the survey was obtained from the authors.  The survey was administered online using Qualtrics.  A 
ŘŜƳƻƎǊŀǇƘƛŎ ǎŜŎǘƛƻƴ ŀǘ ǘƘŜ ōŜƎƛƴƴƛƴƎ ƻŦ ǘƘŜ ǎǳǊǾŜȅ ŀǎƪŜŘ ŦƻǊ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩΥ  όŀύ ȅŜŀǊǎ ƻŦ ǘŜŀŎƘƛƴƎ 
experience, (b) grade level taught (elementary, 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 value of ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘ 
experience.  Respondents ranked their agreement using a three-point 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 section of the survey had four open-ended 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 respondent encountered 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 University of 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 Likert scale rated items were analyzed using descriptive statistics.  Data from the 
written statements sections and open-ended questions were analyzed using content analysis.  In content 
analysis, the researcher develops a category coding procedure, identifies the categories, and then counts 
the frequency of instances those categories occur (Silverman, 2001).  
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Results 
Demographics 

Of the 20 teachers who participated 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 teaching experience.  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 
(ESL), 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 practices. Respondents ranked their agreement 
using a three-point Likert scale from 1 = disagree to 3 = agree.  Table 1 shows the mean scores for the 
action research value and impact statements.   
 
Table 1 Mean Scores for Action Research Value and Impact Questions (N = 20) 

Survey Item Mean SD 
Action research is valuable to the teaching and learning process for me 

as a teacher. 
3.00 .00 

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

2.95 .22 

This action research project positively ƛƳǇŀŎǘŜŘ Ƴȅ ǎǘǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎΦ 2.70 .58 
This action research project positively impacted my teaching.  2.95 .22 
I view myself as a teacher-researcher.  
 

2.70 .57 

Action research 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 praŎǘƛŎŜǎΦ  hƴŜ ǘŜŀŎƘŜǊ ƴƻǘŜŘ Ƙƻǿ άŀŎǘƛƻƴ 
ǊŜǎŜŀǊŎƘ ƛǎ ŀ ƳƻǊŜ ǇŜǊǎƻƴŀƭƛȊŜŘ ǿŀȅ ƻŦ ƛƳǇǊƻǾƛƴƎ ǇǊŀŎǘƛŎŜΦέ  !ƴƻǘƘŜǊ ǘŜŀŎƘŜǊ ŜȄǇǊŜǎǎŜŘΣ ά¢ƘŜ ŀŎǘƛƻƴ 
research process has helped me with my teaching practices by identifying what needs to be worked on so 
this can benefƛǘ Ƴȅ ǎǘǳŘŜƴǘǎΦέ  ¢ŜŀŎƘŜǊǎ ŜƳǇƘŀǎƛȊŜŘ ǘƘŜ ǾŀƭǳŜ ƻŦ ǎŜƭŦ-reflection in the action research 
ǇǊƻŎŜǎǎΤ ŀǎ ƻƴŜ ǘŜŀŎƘŜǊ ŜȄǇƭŀƛƴŜŘΣ ά9ǾŜǊȅ ǘŜŀŎƘŜǊ ƴŜŜŘǎ ǘƻ ƭƻƻƪ ŦƻǊ ƛƳǇǊƻǾŜƳŜƴǘ ŜǾŜǊȅ ȅŜŀǊ ŀƴŘ ƴƻǘ ōŜ 
ŎƻƳǇƭŀŎŜƴǘΦέ !ƴƻǘƘŜǊ ǘŜŀŎƘŜǊ ǊŜƛǘŜǊŀǘŜŘΣ ά!Ŏǘƛƻƴ ǊŜǎŜŀǊŎƘ ƘŜƭǇǎ me address questions about my 
ǘŜŀŎƘƛƴƎΣ ŦƛƴŘƛƴƎ Řŀǘŀ ǘƻ ǎǳǇǇƻǊǘ ŀŘƧǳǎǘƳŜƴǘǎ ŀƴŘ ŎƘŀƴƎŜǎ ǘƘŀǘ L ƴŜŜŘ ǘƻ ƳŀƪŜ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳΦέ 

 
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 
ǘŜŀŎƘŜǊ ǎǘŀǘŜŘΣ ά5ŀǘŀ ƘŜƭǇŜŘ ƎǳƛŘŜ ŀƴŘ ŎƻƴŦƛǊƳ ǘŜŀŎƘƛƴƎ ǎǘǊŀǘŜƎƛŜǎ L ǳǎŜΦέ  !ƴƻǘƘŜǊ ǘŜŀŎƘŜǊ ŎƻƳƳŜƴǘŜŘΣ 
άL ǿŀǎ ŀōƭŜ ǘƻ ŦƛƴŘ ƻǳǘ ǿƘŀǘ ƻǘƘŜǊ ǊŜǎŜŀǊŎƘŜǊǎ ŦƻǳƴŘ ŀƴŘ ŀƭǎƻ ǿƘŀǘ ǿƻǊƪŜŘ ƻǊ ŘƛŘƴϥǘ ǿƻǊƪ ŦƻǊ ƳŜ ŀǎ ŀ 
ǘŜŀŎƘŜǊΦέ  {ŜǾŜǊŀƭ ǘŜŀŎƘŜǊǎ ŀŎƪƴƻǿƭŜŘƎŜŘ ǘƘŜ ƛƳǇƻǊǘŀƴŎŜ ƻŦ ƪŜŜǇƛƴƎ ǳǇ ǿƛǘƘ ŎǳǊǊŜƴǘ ǇǊŀŎǘƛŎŜǎΦ  hƴŜ 
teachŜǊ ŜȄǇƭŀƛƴŜŘΣ ά!ǎ ŀ ǘŜŀŎƘŜǊΣ L ŀƭǿŀȅǎ ǿŀƴǘ ǘƻ ǳǎŜ ǘƘŜ Ƴƻǎǘ ǊŜƭŜǾŀƴǘ ŀƴŘ ōŜǎǘ ǿƻǊƪƛƴƎ ǎǘǊŀǘŜƎƛŜǎ ŦƻǊ 
ǎǘǳŘŜƴǘ ƭŜŀǊƴƛƴƎΣ ŀƴŘ ŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘ ƘŜƭǇǎ ƳŜ ǘƻ ŘŜǘŜǊƳƛƴŜ ǘƘŜƳΦέ  [ƛƪŜǿƛǎŜΣ ŀƴƻǘƘŜǊ ǘŜŀŎƘŜǊ 
ŀŎƪƴƻǿƭŜŘƎŜŘΣ ά9ŘǳŎŀǘƛƻƴ ƛǎ ŀƴ ŜǾŜǊ ŎƘŀƴƎƛƴƎ ŀƴŘ ŜǾƻƭǾƛƴƎ ŦƛŜƭd and discipline. Action research provides 
ŎǳǊǊŜƴǘ Řŀǘŀ ŦǊƻƳ ǊŜŀƭ ǘƛƳŜ ǇǊŀŎǘƛŎŜǎΦέ 

 
Action research is valuable to the teaching and learning process for my students 
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Respondents had a high level of agreement, with the statement receiving a mean rating of 2.95. 
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 
ǇǊƻŎŜǎǎ ŦƻǊ ǎǘǳŘŜƴǘǎ ŜȄǇƭŀƛƴŜŘΣ άMaybe not to your study participants directly, but to future students 
ŀŦǘŜǊǿŀǊŘǎΦέ  The remaining respondents chose a three and expressed that, ultimately, action research 
ǿŀǎ ǾŀƭǳŀōƭŜ ŦƻǊ ǘƘŜƛǊ ǎǘǳŘŜƴǘǎ ŀǎ ǘƘŜ άŎƭƛŜƴǘǎέ ƻŦ ǘƘŜ ǘŜŀŎƘƛƴƎ ŀƴŘ ƭŜŀǊƴƛƴƎ ǇǊƻŎŜǎǎΦ  !s one teacher 
ƴƻǘŜŘΣ άMy students are my clients whose lives I impact. They are the reason I wanted to better myself as 
ŀ ǘŜŀŎƘŜǊΦέ  ¢ƘŜ ǘŜŀŎƘŜǊǎΩ ŎƻƳƳŜƴǘǎ ǊŜƛǘŜǊŀǘŜŘ ǘƘƛǎ ŦƻŎǳǎ ƻƴ ǎǘǳŘŜƴǘ ƭŜŀǊƴƛƴƎΣ ŀǎ ƻƴŜ ǘŜŀŎƘŜǊ Ǉǳǘ ƛǘΣ 
ά!Ŏǘƛƻƴ ǊŜǎŜŀǊŎƘ ǇǊƻƳƻǘŜǎ ŀƴ ƛƳǇǊƻvement in teaching practice; therefore, a better teacher = improved 
ǎǘǳŘŜƴǘ ƭŜŀǊƴƛƴƎΦέ  !ƴƻǘƘŜǊ ǘŜŀŎƘŜǊ ƴƻǘŜŘ Ƙƻǿ ŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘ ŜƳǇƻǿŜǊŜŘ ǎǘǳŘŜƴǘǎ ƛƴ ǘƘŜ ƭŜŀǊƴƛƴƎ 
ǇǊƻŎŜǎǎΥ ά{ǘǳŘŜƴǘǎ ōŜŎŀƳŜ ƳƻǊŜ ŀŎǘƛǾŜ ŀƴŘ ǘƻƻƪ ŎƻƴǘǊƻƭ ƻŦ ǘƘŜƛǊ ƭŜŀǊƴƛƴƎ ƛƴ Ƴȅ ŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘΦέ 
!ŘŘƛǘƛƻƴŀƭƭȅΣ ƻƴŜ ǘŜŀŎƘŜǊ ŜȄǇƭŀƛƴŜŘ Ƙƻǿ ŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘ ŜȄǇƻǎŜŘ ǎǘǳŘŜƴǘǎ ǘƻ άŎǳǊǊŜƴǘ ǘǊŜƴŘǎ ƛƴ ŜŘǳŎŀǘƛƻƴ 
ǘƘŀǘ ŜǾŜƴǘǳŀƭƭȅ ƘŜƭǇŜŘ ǘƻ ǎƘŀǇŜ ŦǳǘǳǊŜ ƭŜǎǎƻƴǎΦέ  hƴŜ ǘŜŀŎƘŜǊΩǎ ŎƻƳƳŜƴǘ ǎǳƳǎ ǳǇ ǘƘŜ ƳŀƧƻǊƛǘȅ ƻŦ ǘƘŜ 
ǊŜǎǇƻƴǎŜǎΣ ά{ǘǳŘŜƴǘǎ ōŜƴŜŦƛǘ ŦǊƻƳ research-based strategies and methods 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 my stǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎ 
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 indicating they agreed with the statement.  The teacher who chose a one 
ŜȄǇƭŀƛƴŜŘΣ άMy topic was fairly new, so the students were somewhat frustrated with the teaching 
ŎƘŀƴƎŜΦέ  !ǎ ŦƻǊ ǘŜŀŎƘŜǊǎ ǿƘƻ ƛƴŘƛŎŀǘŜŘ ƴŜǳǘǊŀƭƛǘȅΣ ƻƴŜ ŎƻƳƳŜƴǘ ǎǳƳǎ ǳǇ ǘƘŜƛǊ ŎƘƻƛŎŜΣ ά{ƻƳŜ ǎǘǳŘŜƴǘǎ 
ƛƳǇǊƻǾŜŘΣ ǿƘƛƭŜ ƻǘƘŜǊǎ ŘƛŘ ƴƻǘΦέ  !ǎ ŦƻǊ ǘƘŜ мр ǘŜŀŎƘŜǊǎ ǿƘƻ ƛƴŘƛŎŀǘŜŘ ŀƎǊŜŜƳŜƴǘΣ ǘƘŜȅ ŘŜǎŎǊƛōŜŘ ŀ ǾŀǊƛŜǘȅ 
ƻŦ ǿŀȅǎ ǘƘŜƛǊ ǎǘǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎ ǿŀǎ ǇƻǎƛǘƛǾŜƭȅ ƛƳǇŀŎǘŜŘ ōȅ ǘƘŜ ŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘ ǇǊƻƧŜŎǘΦ  hƴŜ ǘŜŀŎƘŜǊ 
ŘŜǎŎǊƛōŜŘ ǘƘŜ ǇƻǎƛǘƛǾŜ ŎƘŀƴƎŜǎ ŦƻǊ ǎǘǳŘŜƴǘǎΣ ά!fter the action research project and my intervention, the 
ƳŀƧƻǊƛǘȅ ƻŦ Ƴȅ ǎǘǳŘŜƴǘǎ ŎƘŀƴƎŜŘ ŦƻǊ ǘƘŜ ōŜǘǘŜǊ ŀŎŀŘŜƳƛŎŀƭƭȅ ŀƴŘ ōŜƘŀǾƛƻǊŀƭƭȅΦέ {ŜǾŜǊŀƭ ǘŜŀŎƘŜǊǎ ǊŜŦŜǊǊŜŘ 
ǘƻ ǿŀȅǎ ŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘ ŜƴƭƛƎƘǘŜƴŜŘ ǎǘǳŘŜƴǘǎΦ  !ǎ ǘǿƻ ǘŜŀŎƘŜǊǎ ŜȄǇƭŀƛƴŜŘΣ ά{ǘǳŘŜƴǘǎ ƭŜŀǊƴŜŘ ŀbout 
ǘƘŜƳǎŜƭǾŜǎ ŀƴŘ ƛǘ ƻǇŜƴŜŘ ǳǇ ǘƘŜƛǊ ŜȅŜǎ ǘƻ ŦǳǊǘƘŜǊ ƎƻŀƭǎΣέ ŀƴŘ ά¢ƘŜȅ ώǎǘǳŘŜƴǘǎϐ ǿŜǊŜ ŀōƭŜ ǘƻ ǘƘƛƴƪ 
ŘƛŦŦŜǊŜƴǘƭȅ ŦǊƻƳ ǿƘŀǘ ǘƘŜȅ ǿŜǊŜ ŀŎŎǳǎǘƻƳŜŘ ǘƻΦέ  ¢ŜŀŎƘŜǊǎ ƴƻǘŜŘ ƻǘƘŜǊ ŀǊŜŀǎ ƻŦ ǇƻǎƛǘƛǾŜ ƛƳǇŀŎǘ ǎǳŎƘ ŀǎ 
άƛƳǇǊƻǾŜŘ ŎƻƳƳǳƴƛŎŀǘƛƻƴ ƻǳǘ ƻŦ ǘƘŜ ŎƭŀǎǎǊƻƻƳ ǘƘŀǘ ǘǊŀƴǎƭŀǘŜŘ ƛƴǘƻ ōŜǘǘŜǊ ǊŀǇǇƻǊǘ ŀƴŘ ōŜǘǘŜǊ ƎǊŀŘŜǎΣέ 
ŀƴŘ Ƙƻǿ ŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘ άǎƘƻǿǎ Ƙƻǿ ǎǘǳŘŜƴǘǎ Ŏŀƴ ƭŜŀǊƴ ǘƘǊƻǳƎƘ ŘƛŦŦŜǊŜƴǘ ŀǇǇƭƛŜŘ ǎǘǊŀǘŜƎƛŜǎ ŀƴŘ 
ǘŜŎƘƴƛǉǳŜǎΦέ 

 
This action research project positively impacted my teaching 
Respondents had a high level of agreement, 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 majority of the teachers 
believed their teaching was positively impacted, and that they were able to immediately make 
ƛƳǇǊƻǾŜƳŜƴǘǎ ǘƻ ǘƘŜƛǊ ǘŜŀŎƘƛƴƎ ǇǊŀŎǘƛŎŜǎΦ  hƴŜ ǘŜŀŎƘŜǊ ŎƭŀƛƳŜŘΣ άL ǿŀǎ ŀōƭŜ ǘƻ ǊŜŦƭŜŎǘ ƻƴ ǘƘŜ ǘȅǇŜ ƻŦ 
teacher I was and the type of teacher I should be.έ !ƴƻǘƘŜǊ ǘŜŀŎƘŜǊ ŜȄǇǊŜǎǎŜŘΣ άAfter my action research, 
L ōŜŎŀƳŜ ǘƘŜ ǘŜŀŎƘŜǊ L ǎƘƻǳƭŘ ōŜ ŀƴŘ ƴŜǾŜǊ ƭƻƻƪŜŘ ōŀŎƪΦέ  aŀƴȅ ǘŜŀŎƘŜǊǎ ŘŜǎŎǊƛōŜŘ ƛƳƳŜŘƛŀǘŜ ǇƻǎƛǘƛǾŜ 
ǊŜǎǳƭǘǎΦ  !ǎ ƻƴŜ ǘŜŀŎƘŜǊ ŜȄǇƭŀƛƴŜŘΣ άL ǳǎŜŘ ǿƘŀǘ L ƘŀŘ ƭŜŀǊƴŜŘ ŀƴŘ ŀŘƧǳǎǘŜŘ Ƴȅ ǘŜŀŎƘƛƴƎΦ  L ǎŀǿ some 
ƛƳǇǊƻǾŜƳŜƴǘǎ ƛƴ ǎǘǳŘŜƴǘǎΣ ŀƴŘ ƛƳǇǊƻǾŜƳŜƴǘ ƛǎ ŀ ƎƻƻŘ ǘƘƛƴƎΦέ  ¢ŜŀŎƘŜǊǎ ǿŜǊŜ ŀƭǎƻ ƎŀƛƴŜŘ ƛƴǎƛƎƘǘǎ ŀōƻǳǘ 
ǘƘŜƛǊ ǘŜŀŎƘƛƴƎ ǎƪƛƭƭǎΦ  CƻǊ ŜȄŀƳǇƭŜΣ ƻƴŜ ǘŜŀŎƘŜǊ ǎǘŀǘŜŘΣ άLǘ ŀƭƭƻǿŜŘ ƳŜ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ǎƻƳŜ ǿŜŀƪƴŜǎǎŜǎ 
ŀƴŘ ǎǘǊŜƴƎǘƘǎ ƛƴ Ƴȅ ǘŜŀŎƘƛƴƎ ŀōƛƭƛǘȅΦέ 
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I view myself as a teacher-researcher 
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, indicating they agreed with the statement.  The teacher who chose a one 
ŜȄǇƭŀƛƴŜŘΣ άL ƻƴƭȅ ŘƛŘ ŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘ ƻƴŎŜΦ  ²ƘŜƴ L ŎƻƴǘƛƴǳŜ ǿƛǘƘ ƳƻǊŜ ŎƻƴǘǊƛōǳǘƛƻƴǎ ƛƴ ǊŜǎŜŀǊŎƘΣ L ƳƛƎƘǘ 
consider myself as a teacher-ǊŜǎŜŀǊŎƘŜǊΦέ  ¢ǿƻ ƻŦ ǘƘŜ ǘŜŀŎƘŜǊǎ ǿƘƻ ŜȄǇǊŜǎsed neutrality with the 
ǎǘŀǘŜƳŜƴǘ ŀŎƪƴƻǿƭŜŘƎŜŘΣ ά{ƻƳŜǘƛƳŜǎ L ŦŜŜƭ ƭƛƪŜ L ŀƳ ŀ ǘŜŀŎƘŜǊ-ǊŜǎŜŀǊŎƘŜǊ ŀƴŘ ǎƻƳŜǘƛƳŜǎ LϥƳ ƴƻǘ ǎǳǊŜΣέ 
ŀƴŘ άL ƘŀǾŜ ǘƻ ƪŜŜǇ ǳǇ ǘƻ ŘŀǘŜ ǿƛǘƘ ŀǊǘƛŎƭŜǎ ŀƴŘ ǇƭŀǘŦƻǊƳǎ ƻŦ ƴŜǘǿƻǊƪƛƴƎ ǘƻ ǇǊƻǾƛŘŜ ōŜǘǘŜǊ ƭŜŀǊƴƛƴƎ ŀǊŜŀǎ 
ŦƻǊ Ƴȅ ǎǘǳŘŜƴǘǎΦέ  {ŜǾŜǊal of the 15 teachers who agreed that they view themselves as a teacher-
ǊŜǎŜŀǊŎƘŜǊ ƛƴŘƛŎŀǘŜŘ ǘƘŜȅ ƘŀǾŜ ŀ ŎƘŀƴƎŜŘ ƳƛƴŘǎŜǘΦ  hƴŜ ǘŜŀŎƘŜǊ ŜȄǇƭŀƛƴŜŘΣ ά!ŦǘŜǊ Ƴȅ ŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘΣ L 
ŦŜŜƭ ƭƛƪŜ L ǉǳŜǎǘƛƻƴ ŜǾŜǊȅǘƘƛƴƎ ŀƴŘ ǘŜƴŘ ǘƻ ǊŜǎŜŀǊŎƘ ŦƻǊ ǊŜƭƛŀōƭŜ ŘŀǘŀΦέ  !ƴƻǘƘŜǊ teacher echoed these 
ǎŜƴǘƛƳŜƴǘǎΣ άbƻǿΣ L ŦƛƴŘ ƳȅǎŜƭŦ Ŏƻƴǎǘŀƴǘƭȅ ǊŜŦƭŜŎǘƛƴƎ ƻƴ ŀƴŘ ǉǳŜǎǘƛƻƴƛƴƎ ǿƘŀǘ L ŘƛŘ ǘƘŀǘ ŘŀȅΣ ŀǎƪƛƴƎ ƳȅǎŜƭŦ 
if there was a better way to do it, what worked, what needed to change, and how I should go about 
ŀŦŦŜŎǘƛƴƎ ǘƘƻǎŜ ŎƘŀƴƎŜǎΦέ !Řditionally, for most of the teachers who agreed with the statement, they 
equated being a teacher-researcher with a being a lifelong learner and being proactive in looking for ways 
ǘƻ ōŜŎƻƳŜ ŀ ōŜǘǘŜǊ ǘŜŀŎƘŜǊΦ  hƴŜ ŎƻƳƳŜƴǘ ǎǳƳǎ ǳǇ ǘƘŜƛǊ ǊŜǎǇƻƴǎŜǎΣ άL ƴƻǿ Ŏƻƴstantly look to improve 
my teaching practices and also encourage my colleagues to self-ǊŜŦƭŜŎǘ ǘƻǿŀǊŘǎ ƛƳǇǊƻǾŜƳŜƴǘΦέ 

 
Impact on Teaching Practices 

In the second section of the survey, respondents addressed four open-ended 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 during the implementation of the action research 
project and how they solved them.   

 
Long lasting career impact 
When asked to describe the long-lasting effects that the action research experience would have 

ƻƴ ǘƘŜƛǊ ǇǊƻŦŜǎǎƛƻƴŀƭ ŎŀǊŜŜǊΣ ǘǿƻ ǘƘŜƳŜǎ ŜƳŜǊƎŜŘ ŦǊƻƳ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ǊŜǎǇƻƴǎŜǎΥ ƛƳǇǊƻǾŜƳŜƴǘ ŀƴŘ ŦǳǘǳǊŜ 
research.  The theme of improvement appeared most often.  The teachers emphasized how they will 
continue to reflect on their teaching practices with the intent of improving and enhancing the quality of 
ǘƘŜƛǊ ǘŜŀŎƘƛƴƎΦ  CƻǊ ŜȄŀƳǇƭŜΣ ƻƴŜ ǘŜŀŎƘŜǊ ŜȄǇǊŜǎǎŜŘΣ άbƻ ǘŜŀŎƘŜǊ ƛǎ ǇŜǊŦŜŎǘΣ ŀƴŘ ǘƘŜǊŜ ƛǎ ŀƭǿŀȅǎ ǊƻƻƳ ŦƻǊ 
improveƳŜƴǘΦέ  !ƴƻǘƘŜǊ ǘŜŀŎƘŜǊ ƴƻǘŜŘΣ άL ǿƛƭƭ ŎƻƴǘƛƴǳŜ ǘƻ ƛƳǇǊƻǾŜ ŘƛŦŦŜǊŜƴǘ ŀǎǇŜŎǘǎ ƻŦ Ƴȅ ǘŜŀŎƘƛƴƎ 
ǘŜŎƘƴƛǉǳŜΦέ  ¢ƘŜ ǘŜŀŎƘŜǊǎ ƻǾŜǊǿƘŜƭƳƛƴƎƭȅ ǊŜǎƻƭǾŜŘ ǘƻ ƛƴƛǘƛŀǘŜ ǘƘŜǎŜ ƛƳǇǊƻǾŜƳŜƴǘ ŜŦŦƻǊǘǎΦ  !ǎ ǘǿƻ 
ǘŜŀŎƘŜǊǎ ŜȄǇƭŀƛƴŜŘΣ άL ŀƳ ƴƻǿ ǇǊƻŀŎǘƛǾŜ ǘƻ ǘǊȅ ƴŜǿ ǎǘȅƭŜǎ ƻŦ ǘŜŀŎƘƛƴƎ ŀƴŘ ǘǊŜƴŘǎέ ŀƴŘ άbƻǿ L Ŏŀƴ ǘǊȅ ŀƴŘ 
Řƻ ǎƻƳŜǘƘƛƴƎ ŀōƻǳǘ ƛǘ ǘƻ ƳŀƪŜ ŀƴ ŜŦŦŜŎǘƛǾŜ ŎƘŀƴƎŜΦέ  

 
¢ƘŜ ǎŜŎƻƴŘ ǘƘŜƳŜ ǘƘŀǘ ŜƳŜǊƎŜŘ ǿŀǎ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǊŜǎŜŀǊŎƘ ŀƴŘ ŘŜǎƛǊŜ ǘƻ 

ŎƻƴǘƛƴǳŜ ŎƻƴŘǳŎǘƛƴƎ ƛǘΦ  hƴŜ ǘŜŀŎƘŜǊ ŜȄǇǊŜǎǎŜŘΣ ά[ƻƴƎ ƭŀǎǘƛƴƎ ŜŦŦŜŎǘǎ ǿƻǳƭŘ be constant questioning and 
ǊŜǎŜŀǊŎƘƛƴƎΦέ  !ƴƻǘƘŜǊ ǘŜŀŎƘŜǊ ŎƭŀƛƳŜŘΣ άaȅ ŘƛǎŎƻǾŜǊƛŜǎ ƘŀǾŜ ŀƭƭƻǿŜŘ ƳŜ ǘƻ ƛƴǎǘǊǳŎǘ Ƴȅ ǇŜŜǊǎ ǘƻ 
ǳƴŘŜǊǎǘŀƴŘ ǊŜǎŜŀǊŎƘ ǘƻǇƛŎǎ ŀƴŘ ǇǊƻƧŜŎǘ ǊŜǎǳƭǘǎΦέ  CƛƴŀƭƭȅΣ ƻƴŜ ǘŜŀŎƘŜǊ ŜƳǇƘŀǎƛȊŜŘ Ƙƻǿ ŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘ 
Ƙŀǎ άƘŜƭǇŜŘ ƳŜ ƭŜŀǊƴ Ƙƻǿ ǘƻ Řƻ research and to carry out the experimental process in my classroom to 
ŎƻƴǘƛƴǳŜ ǘƻ ǘŜǎǘ ǎǘǊŀǘŜƎƛŜǎΦέ  

 
Teacher empowerment 
In response to the question about how the action research experience empowered them and/or 

their teaching, the overwhelming theme was the confidence the teachers felt about their ability to teach 
and the methods they use.  This confidence included a better understanding of their capabilities and 
ǇƻǘŜƴǘƛŀƭΦ  hƴŜ ǘŜŀŎƘŜǊ ŜȄǇǊŜǎǎŜŘΣ ά!Ŏǘƛƻƴ ǊŜǎŜŀǊŎƘ Ƙŀǎ ƎƛǾŜƴ ƳŜ ŀ ōŜǘǘŜǊ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǿƘŀǘ LΩƳ 
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ŎŀǇŀōƭŜ ƻŦ ŀŎŎƻƳǇƭƛǎƘƛƴƎΦέ [ƛƪŜǿƛǎŜΣ ŀƴƻǘƘŜǊ ǘŜŀŎƘŜǊ ǊŜƛǘŜǊŀǘŜŘΣ άL ŀƳ ƳƻǊŜ ƪƴƻǿƭŜŘƎŜŀōƭŜΣ ŀƴŘ L ƘŀǾŜ ŀ 
better understanding of my students that will enable me to have a good rapport with them to positively 
ƛƳǇŀŎǘ ǘƘŜƛǊ ƭŜŀǊƴƛƴƎΦέ  hƴŜ ǘŜŀŎƘŜǊ ŦǳǊǘƘŜǊ ŘŜǎŎǊƛōŜŘ ŎƻƴŦƛŘŜƴŎŜ ŀǎ ŀ ŎƘŀƴƎŜ ŀƎŜƴǘΣ άLŦ L ǿŀƴǘ ŎƘŀƴƎŜ ǘƻ 
ƘŀǇǇŜƴΣ ƛǘΩǎ ƻƴ ƳŜΦ  L ŀƳ ǘƘŜ ƛƴǘŜǊǾŜƴǘƛƻƴΦέ  CƻǊ ǎŜǾŜǊŀƭ ǘŜŀŎƘŜǊǎΣ ǘƘƛǎ ŎƻƴŦƛŘŜƴŎŜ ŜƴŜǊƎƛȊŜŘ ǘƘŜƳΦ  !ǎ ƻƴŜ 
ǘŜŀŎƘŜǊ ŎƭŀƛƳŜŘΣ άLǘ ƘŜƭǇŜŘ ƳŜ ǊŜŀƭƛȊŜ ǘƘŀǘ ŜǾŜǊȅ Ŏƭŀǎǎ ƛǎ ŘƛŦŦŜǊŜƴǘ ŀƴŘ ǘƘŀǘ L ƴŜŜd to constantly evolve 
with my teaching practices to keep up with the ever-changing ǎǘǳŘŜƴǘ ŜƴǾƛǊƻƴƳŜƴǘΦέ   

 
Informing instructional practices 
The third open-ended question asked the teachers to describe how their research has informed 

their teaching practices.  The emerging theme was enlightenment and greater awareness of the benefits 
ƻŦ ŎƘŀƴƎŜ ŦƻǊ ƛƳǇǊƻǾŜƳŜƴǘΦ  !ǎ ƻƴŜ ǘŜŀŎƘŜǊ ŜƳǇƘŀǎƛȊŜŘΣ ά[ŜŀǊƴƛƴƎ ƴŜǾŜǊ ǎǘƻǇǎ ŦƻǊ ǘŜŀŎƘŜǊǎΗέ  !ƴƻǘƘŜǊ 
ǘŜŀŎƘŜǊ ƴƻǘŜŘΣ άL ƴŜŜŘŜŘ ǘƻ ƳŀƪŜ ŎƘŀƴƎŜǎ ŀǎ ŀ ǘŜŀŎƘŜǊ ǘƻ ǇƻǎƛǘƛǾŜƭȅ ƛƳǇŀŎǘ Ƴȅ ǎǘǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎΦέ  
Change was welcomed, not resistedτŀǎ ƻƴŜ ǘŜŀŎƘŜǊ ŎƭŀƛƳŜŘΣ άwŜǎŜŀǊŎƘ Ƙŀǎ ŎŀǳǎŜŘ ƳŜ ǘƻ ŀƭǘŜǊ ǎƻƳŜ ƻŦ 
Ƴȅ ǘŜŀŎƘƛƴƎ ǇǊŀŎǘƛŎŜǎΦ Φ Φ ǘƻ ǘǊȅ ƻǳǘ ƴŜǿ ŀƴŘ ŘƛŦŦŜǊŜƴǘ ǎǘǊŀǘŜƎƛŜǎΦέ  {ŜǾŜǊŀƭ ƻŦ ǘƘŜ ǘŜŀŎƘŜǊǎ ŀƭǎƻ ƴƻǘŜŘ Ƙƻǿ 
research supported their 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 resolved them.  They described a variety of issues they encounteredτsome 
anticipated and some unexpected.  The most frequent challenge was gathering enough students for their 
ǊŜǎŜŀǊŎƘΦ  ¢Ƙƛǎ ƛƴǾƻƭǾŜŘ ƻōǘŀƛƴƛƴƎ ǎƛƎƴŜŘ ŎƻƴǎŜƴǘ ŦƻǊƳǎ ŦǊƻƳ ǘƘŜƛǊ ǎǘǳŘŜƴǘǎΩ ǇŀǊŜƴǘǎΦ  hƴƭȅ students who 
returned the signed consent forms could participate in the research, which meant not all of the students 
ƛƴ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ŎƭŀǎǎŜǎ ǇŀǊǘƛŎƛǇŀǘŜŘΦ  hǘƘŜǊ ƛǎǎǳŜǎ ƛƴŎƭǳŘŜŘ ǘƛƳŜ ƳŀƴŀƎŜƳŜƴǘ ƛƴ ōŀƭŀƴŎƛƴƎ ǘƘŜƛǊ ǘŜŀŎƘƛƴƎ 
workload duties with their research 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 narrowing and refining their action 
research topic as a challenge since there were so many directions they could have taken with a topic.  
{ƻƳŜ ƛǎǎǳŜǎ ǿŜǊŜ ƻǳǘ ƻŦ ǘƘŜ ǘŜŀŎƘŜǊǎΩ ŎƻƴǘǊƻƭ ǘƻ ǊŜǎƻƭǾŜΣ ǿƘƛƭŜ ǘƘŜ ǘŜŀŎƘŜǊǎ ǎǘŀǘŜŘ ǘƘŜȅ ǿŜǊŜ ŀōƭŜ ǘƻ 
resolve most issues with the 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 action research 
process is a valued personal and professional journey that transforms teachers, and there needs to be a 
ŎƻƴǘƛƴǳŜŘ ŜŦŦƻǊǘ ƛƴ ŘŜǾŜƭƻǇƛƴƎ ƎǊŀŘǳŀǘŜ ǎǘǳŘŜƴǘǎΩ ǎŜƭŦ-image as not only excellent teachers, but as 
excellent teacher-researchers.   

 
Although the review 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 these factors.  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. 

 
/ƻƴǎƛǎǘŜƴǘ ǊŜƳŀǊƪǎ ƛƴŘƛŎŀǘƛƴƎ ǘŜŀŎƘŜǊ ǘǊŀƴǎŦƻǊƳŀǘƛƻƴ ƛƴŎƭǳŘŜΥ άƘŜƭǇŜŘ ƳŜ ƛŘŜƴǘƛŦȅ ŀƴŘ ƛƳǇǊƻǾŜΣέ 

άL ǊŜŀƭƛȊŜ ǿƘŜǊŜ L ƴŜŜŘ ǘƻ ōŜ ŀƴŘ Ƙƻǿ ǘƻ ƎŜǘ ǘƘŜǊŜΣέ άŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘ ƘŜƭǇǎ ƳŜ ŀddress questions about 
Ƴȅ ǘŜŀŎƘƛƴƎΣ ŦƛƴŘƛƴƎ Řŀǘŀ ǘƻ ǎǳǇǇƻǊǘ ŀŘƧǳǎǘƳŜƴǘǎ ŀƴŘ ŎƘŀƴƎŜǎ ǘƘŀǘ L ƴŜŜŘ ǘƻ ƳŀƪŜ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳΣέ ŀƴŘ 
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άƘŜƭǇŜŘ ƳŜ ǿƛǘƘ Ƴȅ ǘŜŀŎƘƛƴƎ ǇǊŀŎǘƛŎŜǎ ōȅ ƛŘŜƴǘƛŦȅƛƴƎ ǿƘŀǘ ƴŜŜŘǎ ǘƻ ōŜ ǿƻǊƪŜŘ ƻƴ ǎƻ ǘƘƛǎ Ŏŀƴ ōŜƴŜŦƛǘ Ƴȅ 
students.έ  This awareness ƻŦ ǘŜŀŎƘƛƴƎ ǇǊŀŎǘƛŎŜ ŀƴŘ ǎǘǳŘŜƴǘ ƴŜŜŘǎ όhΩ/ƻƴƴƻǊ Ŝǘ ŀƭΦΣ нллсύ ƛǎ ŦǳƴŘŀƳŜƴǘŀƭ 
to consequential change.   

 
Systematic process of reflection and action was an undertone, but significant presence in 

ǇŀǊǘƛŎƛǇŀƴǘ ǊŜǎǇƻƴǎŜǎΦ  {ƛƳƛƭŀǊ ǘƻ ǘƘŜ ǎǘǳŘȅ ōȅ hΩ/ƻƴƴƻǊ Ŝǘ ŀƭΦ όнллсύΣ άL ǾƛŜǿ ƳȅǎŜƭŦ ŀǎ ŀ ǘŜŀŎƘŜǊ-
ǊŜǎŜŀǊŎƘŜǊέ ȅƛŜƭŘŜŘ ǘƘŜ ƭƻǿŜǎǘ άŀƎǊŜŜέ ǎŎƻǊŜΦ  tŀǊǘƛŎƛǇŀƴǘǎ ǿŀƛǾŜǊŜŘ ƻƴ ǘƘŜ ƭŜǾŜƭ ƻŦ άŀƎǊŜŜέ ōŀǎŜŘ ƻƴ ǘƘŜƛǊ 
definition of a teacher-ǊŜǎŜŀǊŎƘŜǊΦ  Lƴ ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ŜȄǇƭŀƴŀǘƛƻƴ ƻŦ ǘƘŜƛǊ ǎŎƻǊŜΣ Ƴŀƴȅ ǎƘŀǊŜŘ ŀ ƭŜǾŜƭ ƻf 
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 a systematic 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 future research 
consideration is to follow recent Masters program graduates to explore post-graduate studies change in 
teacher attitude and practice.  Second, future research could also investigate Masters graduates roles as 
leaders and change agents in their schools and 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 post-graduation.  This examination of the 
role as teacher-ǊŜǎŜŀǊŎƘŜǊ Ŏŀƴ ƘŜƭǇ aŀǎǘŜǊΩǎ ǇǊƻƎǊŀƳǎ ǊŜŦƛƴŜ ǘheir design to maximize the long-term 
impact of graduate programs on empowering teachers. 
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Appendix A 
 
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 indicates you disagree with the statement 

¶ 2 indicates you do not feel strongly either way 

¶ 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 teaching and learning process for my students. 

 
 (disagree) 1  2  3 (agree) 
 
     Explain your choice. 
 
 
оΦ  ¢Ƙƛǎ ŀŎǘƛƻƴ ǊŜǎŜŀǊŎƘ ǇǊƻƧŜŎǘ ǇƻǎƛǘƛǾŜƭȅ ƛƳǇŀŎǘŜŘ Ƴȅ ǎǘǳŘŜƴǘǎΩ ƭŜŀǊƴƛƴƎΦ 
 
 (disagree) 1  2  3 (agree) 
 
     Explain your choice. 
 
 
4.  This action research project positively impacted my teaching. 
 
 (disagree) 1  2  3 (agree) 
 
     Explain your choice. 
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5.  I view myself as a teacher-researcher.   
 
 (disagree) 1  2  3 (agree) 
 
     Explain your choice. 
 
B.  Please respond to the following questions.  
 
6.  Describe the long-lasting 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 research informed 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 
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Introduction 

Acquisition of sounds is essential when learning a foreign language.  Without knowing how to 
pronounce words, it is impossible to learn any language.  One of the reasons why learners have difficulties 
in perceiving sounds of a language is due 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 mora-timed language1).  A mora is a unit of timing. The most common type of 

Japanese mora is formed by a consonant followed by a vowel (CV).  A vowel (V) itself also can be a 
mora.  For example, kimono consists of three morae [ki.mo.no] 2 ), and ii (good) consists of two 
morae [i.i].  There are some special morae in Japanese.  Special morae include syllabic nasals, long 
consonants (or geminates), long vowels, and Y-sounds (palatalized consonants).  The nasal sound /⇔/  can 

                                                 
1 Morae and syllables are not the same.  Simply speaking, a syllable is a unit of sound composed of a central peak of sonority 
and the consonants that cluster around this central peak.  Morae is a unit of timing.  For example, oto san (father) has three 
ǎȅƭƭŀōƭŜǎ ώƻκǘƻ κǎŀ⇔ϐΣ ƘƻǿŜǾŜǊΣ ƛǘ Ƙŀǎ ŦƛǾŜ ƳƻǊŀŜ ώƻΦǘƻΦƻΦǎŀΦ⇔ϐΦ  9ƴƎƭƛǎƘ ƛǎ ŀ ǎǘǊŜǎǎ-timed language. 
2 The symbols in [  ] indicates IPA (International Phonetic Alphabet), and letters in (  ) indicates Japanese romanized letters 
which are commonly used to spell out Japanese sounds. 

Abstract 
Phonetics differs by language.  Sound perception is one of the challenges when we learn a new 

language. This paper investigates what type of sounds are difficult to perceive for language learners at 
the beginner ƭŜǾŜƭΦ  ¢ƘŜ ǇŀǇŜǊ ǿƛƭƭ ŀƭǎƻ ŜȄŀƳƛƴŜ ǘƘŜ ƭŜŀǊƴŜǊΩs progress on sound perception during the 
course and the correlation between the ƭŜŀǊƴŜǊǎΩ ǎƻǳƴŘ perceptions and their self-assessments. The 
subjects are college students who were taking the ōŜƎƛƴƴŜǊΩǎ Japanese language course at the 
University of Guam.  Our data shows that learners have four types of sound misperceptions: non-
perception, insertion, shortening and lengthening, and others.  The results reveal ǘƘŀǘ ƭŜŀǊƴŜǊǎΩ ǎƻǳƴŘ 
perception becomes better throughout the course, especially after they learn the Japanese 
characters.  However, the learning period does not correlate with better sound perception.  Learners 
who estimated their own language ability lower than actual, demonstrated a low motivation for 
learning. Our data shows the importance of introducing characters at an early stage of 
learning and of ƳƻƴƛǘƻǊƛƴƎ ƭŜŀǊƴŜǊǎΩ ǎŜƭŦ-assessment periodically. We believe that this research result 
can be applied to any language learning.  
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function as a mora like san ΨǘƘǊŜŜΩ [sa.⇔].  The long consonant has a phonetically voiceless stop.  The word 
nippon ΨWŀǇŀƴΩΣ ŦƻǊ ŜȄŀƳǇƭŜΣ Ƙŀǎ ŦƻǳǊ ƳƻǊŀŜ ώƴƛΦǇΦǇƻΦƺ].  There is a stoppage of airflow between [ni] and 
[po].  ¢ƘŜ ŎƻƴǘǊŀǎǘ ōŜǘǿŜŜƴ ƭƻƴƎ ǾƻǿŜƭǎ ŀƴŘ ǎƘƻǊǘ ǾƻǿŜƭǎ ŘƛǎǘƛƴƎǳƛǎƘŜǎ ǘƘŜ ǿƻǊŘΩǎ ƳŜŀƴƛƴƎΦ  For example, 
obasan, which has four morae [o.ba.sa.nϐΣ ƳŜŀƴǎ ΨŀǳƴǘΩΣ ǿƘŜǊŜŀǎ oba san 3), which has five morae 
[o.ba.a.sa.n], ƳŜŀƴǎ ΨƎǊŀƴŘƳƻǘƘŜǊΩΦ  There are also what is called Y-sounds. Y-sounds consist of 
a consonant, a semivowel [j], and a vowel like kya [ a], shu [₯→], or cho [t₯o].  Most languages do not 
have morae, and thus the Japanese language learners have difficulties in perceiving and producing morae, 
especially these special morae.   

 
Numerous studies have been done discussing which particular phonetic environment makes 

these special morae difficult to perceive.  Muroi (1995), Minagawa (1995), Oguma (2000, 2001, 2002) 
claim that the final long vowel is more difficult to perceive than the initial long vowel in a word. Muraki 
and Nakaoka (1990) pointed out that a syllabic nasal followed by the acoustically same type of nasal 
sound is hard to perceive for the learners.  Uchida (1993) states that Chinese learners at the 
beginning level find it especially difficult to identify a long vowel and a long consonant. First, we will 
reexamine these previous findings. We also analyze if students show any progress in perceiving Japanese 
sounds during the course, and if there is any correlation between sound perceptions and the 
ƭŜŀǊƴŜǊǎΩ self-assessment.  

 
Methodology 
tŀǊǘƛŎƛǇŀƴǘǎΩ .ŀŎƪƎrounds 

The ōŜƎƛƴƴŜǊΩǎ Japanese language course (JA101) at the University of Guam starts by introducing 
Japanese characters and teaching basic structures in a 50-minute class.  The classes take place four days 
a week for the sixteen weeks that make up a semester.  A single instructor teaches for the entire 
semester.  The Japanese language has three types of characters: 46 hiragana, 46 katakana, and kanji 
(Chinese characters). Hiragana is taught first, followed by katakana. Students learn about 60 kanji in 
JA101.  Hiragana is basically used for function words and Japanese origin words. Katakana is used for 
foreign words.  Kanji is used for content words.  

  
Subjects are all college students who were taking JA 101 at the University of Guam.  We 

conducted the test on two groups at different times.  The first group had eight subjects, and the second 
group had thirteen subjects.  Ethnicities of subjects include Chamorro, Filipino, Korean, and Japanese 
heritage.  Their first language is English and they use English in daily life except for the one 
Korean subject.   

 
Data Collection 

We used a dictation test ǘƻ ŀƴŀƭȅȊŜ ǎǘǳŘŜƴǘǎΩ ǎƻǳƴŘ ǇŜǊŎŜǇǘƛƻƴǎΦ  The dictation test includes 24 
Japanese content words as shown in Table 1.  We chose words that are not taught at the begiƴƴŜǊΩǎ 
level (except for two words, kagi ΨƪŜȅΩ ŀƴŘ kuni ΨŎƻǳƴǘǊȅΩύ ƛƴ ƻǊŘŜǊ ǘƻ ŜȄŎƭǳŘŜ the influence of the 
ƭŜŀǊƴŜǊǎΩ ǇǊŜǾƛƻǳǎ ƪƴƻǿƭŜŘƎŜΦ  Kagi and kuni were intentionally included to see the 
difference in perception between familiar words and unfamiliar words.  The words used in the test vary 
in the number of morae.  All words except for three examples contain special morae. The first 
group took a test at the beginning and end of the semester. The second group took the same 
test three times (at the beginning of the semester, just after introducing hiragana, and at the end of the 
semester) to see the impact of learning Japanese characters.   

 

                                                 
3 ¢ƘŜ ǎȅƳōƻƭ Ψ Ω ǎƛƎƴƛŦƛŜǎ ŀ ƭƻƴƎ ǾƻǿŜƭΦ 
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The instructor read each word three times and the subjects wrote down what they 

heard using the alphabet and two special ǎȅƳōƻƭǎΥ ΨΩ֙ ŀƴŘ ΨΩΦ   ¢ƘŜ ǎȅƳōƻƭ ΨΩ֙ ƛƴŘƛŎŀǘŜǎ a long 

ŎƻƴǎƻƴŀƴǘΣ ŀƴŘ ǘƘŜ ǎȅƳōƻƭ ΨΩ ƛƴŘƛŎŀǘŜǎ a long vowel.  For example, the instructor says the 

word oto san ΨŦŀǘƘŜǊΩΦ If the subjects think that there is a long sound after [to], they would ǿǊƛǘŜ Ψoto
ǎŀƴΩΦ  The instructor says hakkiri ΨŎƭŜŀǊƭȅΩ for example. The subject would ǿǊƛǘŜ ΨƘŀƪ֙ƛǊƛΩΣ if they perceive a 
long consonant after [ha].  Previous research has revealed that a long consonant and a long vowel do not 
have exactly the same duration as other morae in a normal conversation (Han 1962, Fukui 1978, Beckman 
1982, Hoequist 1983, Campbell & Sagisaka 1991, Sato 1993, Uchida 1993, 1998, Minakawa, Maekawa & 
Kiritani 2002).  In this test, instructor pronounced words deliberately to give the long consonant and the 
long vowel the same duration of time as other morae.  

  
Table 1. Dictation test words 
 

1. kagi (key) 7. shuppan (publish) моΦ ǎƘƻ ōƻ ǎƘŀ όŦƛǊŜ 
engine) 

19. gainen (concept) 

2. ƪŀƛŎƘƻ  
(chairman) 

8. kuni (country) 14. haishakusuru (to 
borrow) 

20. kagakusha 
(scientist) 

оΦ ƪƛƎȅƻ  
(corporation) 

9. nikkanshi (daily 
newspaper) 

15. yokin (saving) нмΦ ǎƘƛŎƘƛƳŜƴŎƘƻ  
(turkey) 

пΦ ǳŎƘǳ  όǘƘŜ 
universe) 

10. kitsuenseki (smoking 
seat) 

мсΦ ƴƛƴƎȅƻ  όŘƻƭƭύ ннΦ ƪŜ ǘŀƛ όŎŜƭƭǇƘƻƴŜύ 

5. ichijiteki 
(temporary) 

11. kinmujika (working 
hour) 

17. untenshu (driver) ноΦ ǘǎǳ ŎƘƻ  όōŀƴƪ 
book) 

6. unga (canal) 12. ketsuekigata (blood 
type) 

муΦ ƻ ǎŀǘǎǳƳŀ όƭƛǾƛƴƎ 
room) 

нпΦ Ǝȅƻ ǊŜǘǎǳ 
(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.   

 
Table 2 ¢ƘŜ ŦƛǊǎǘ ƎǊƻǳǇǎΩ ŘƛŎǘŀǘƛƻƴ ǘŜǎǘ ǊŜǎǳƭǘǎ 

Subject 
Beginning of the semester End of the semester 

Number of Correct Answers 
(%) 

Number of Correct Answers (%) 
Increased 

Rate 

#1 5 (20.83) 14 (58.33) ƶ180.00% 

#2 10 (41.67) 17 (70.83) ƶ70.00% 

#3 4 (16.67) 16 (66.67) ƶ300.00% 

#4 1 (4.17) 6 (25.00) ƶ500.00% 

#5 14 (58.33) 20 (83.33) ƶ42.86% 

#6 5 (20.83) 9 (37.50) ƶ80.00% 

#7 6 (66.67) 17 (70.83) ƶ6.25% 

#8 1 (4.17) 8 (33.33) ƶ700.00% 

Average 7 (29.2%) 13.4 (55.7%) ƶ91.43% 

  
The Japanese heritage student is subject number 3, and the Korean student is subject number 

6.  The result of the first group shows that the average number of correct answers at the beginning of the 
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semester is 29.2%.  It increased to 55.7% by the end of the semester.  This is a 91.43% increase. The 
highest rate of increase for an individual subject is 700%.  The lowest is 6%.  The highest score at the 
beginning of the semester is 66.67%, and the lowest score is 4.17%.  The highest score at the end 
of the semester is 83.33%, and the lowest score is 25%.  These numbers show that sound perception 
increases through learning.   

 
The table below shows the results from the second group. 
 

Table 3 ¢ƘŜ ǎŜŎƻƴŘ ƎǊƻǳǇǎΩ ŘƛŎǘŀǘƛƻƴ ǘŜǎǘ ǊŜǎǳƭǘǎ 

 
Beginning of 
the semester 

After Introducing hiragana End of the semester 

S
u
b
je

c
t Number of 

Correct 
Answers (%) 

Number of 
Correct 

Answers (%) 

Increased 
Rate 

(Beginning 
of the 

semester 
to After 

hiragana) 

Number of 
Correct 

Answers (%) 

Increased 
Rate (After 
hiragana to 
the End of 

the 
semester) 

Increased 
Rate 

(Beginning of 
the semester 
to End of the 

semester) 

#1 8 (33.33) 14 (58.33) ƶ75.00% 16 (66.67) ƶ14.29% ƶ100.00% 

#2 1 (4.17) 1 (4.17) 0.00% 3 (12.5) ƶ200.00% ƶ200.00% 

#3 14 (58.3) 11 (45.83) Ƹ-21.43% 13 (54.17) ƶ18.18% Ƹ-7.14 

#4 7 (29.17) 7 (29.17) 0.00% 10 (41.67) ƶ42.86% ƶ42.86% 

#6 1 (4.17) 5 (20.83) ƶ400.00% 4 (16.67) Ƹ-20.00% ƶ300.00% 

#7 11 (45.83) 7 (29.17) Ƹ-36.36% 10 (41.67) ƶ42.86% Ƹ-9.09 

#8 2 (8.33) 3 (12.50) ƶ50.00% 5 (20.83) ƶ66.67% ƶ150.00% 

#9 5 (20.83) 16 (66.67) ƶ220.00% 13 (54.17) Ƹ-18.75% ƶ160.00% 

#10 4 (16.67) 5 (20.83) ƶ25.00% 17 (70.83) ƶ240.00% ƶ325.00% 

#11 11 (45.83) 20 (83.33) ƶ81.82% 22 (91.67) ƶ10.00% ƶ100.00% 

#12 4 (16.67) 10 (41.67) ƶ150.00% 17 (70.83) ƶ70.00% ƶ325.00% 

#13 10 (41.67) 12 (50.00) ƶ20.00% 16 (66.67) ƶ33.33% ƶ60.00% 

#15 4 (16.67) 6 (25.00) ƶ50.00% 9 (37.5) ƶ50.00% ƶ125.00% 

A
ve

ra
g

e 

6.31 (26.28) 9.0 (37.50) ƶ42.63% 11.9 (49.68) ƶ32.22% ƶ88.59% 

  
The result of the second group shows that the average number of correct answers at the 

beginning of the semester is 26.28%.  It increased to 37.5% after the introduction of hiragana. It became 
49.68% at the end of the semester. The increased rate between the beginning of the semester and after 
introducing hiragana is 32.22%.  The increased rate through the entire course is 88.59%. The highest rate 
of increase for an individual subject through the course is 325.00%.  The lowest is -9.09%.  Although this 
is a negative rate, the score of this subject was relatively high from the beginning. The highest score at 
the beginning of the semester is 45.83%, and the lowest score is 4.17%.  The highest score after 
introducing hiragana is 83.33%, and the lowest score is 4.17%.  The highest score at the end 
of the semester is 91.67%, and the lowest score is 12.5%.   
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These results show that learners are more capable of perceiving Japanese sounds, even those 
new to them, as they progress in their learning.  Sound perceptions become better in a short period 
by learning the hiragana.  Hiragana characters are taught from the third day of the course.  All 
of the hiragana, special morae, and palatalized consonants are learned in eight days.  

 
Discussion 
Tendencies of correct answers 

Since most learners have difficulties in perceiving Japanese sounds at first, we may simply predict 
that short-mora words should be easier to perceive for learners.  Our data shows that this is not always 
the case.  As Table 4 shows, the word kagi for example has short morae and the percentage of correct 
answers is high.  The subjects learn this word by the end of the semester, so the good result is 
understandable and expected.  However, kigyo  has a low percentage of correct answer in spite of having 
only three morae. This word contains a palatalized consonant and a long vowel.  There are certain words 
that subjects have difficulty in perceiving. The words are kigyo, kagakusha, uchu, tsucho, kinmujikan. 
These, except for kinmujikan, contain palatalized consonants. The word kin mujikan contains a syllabic 
nasal followed by same type of nasal /mu/. This follows the finding of Muraki and Nakaoka (1990).  They 
claim that a syllabic nasal followed by an acoustically equal type of nasal sound is one of the hardest 
sounds for Japanese language learners to perceive. The result suggests that the number of morae is not 
the most crucial factor in determining which words learners have difficulties in perceiving. It is the type of 
sound that causes the problems.  

 
Table 4 indicates the number of morae, phonetic special feature, and the rate of correct answers 

for each word. 
 

Table 4 Dictation test results change  

 

words 
(English) 

number 
of 

morae 
special feature group 

% subjects could answer correctly 

At the 
beginning 

of the 
semester 

After 
introducing 

hiragana 

At the end 
of the 

semester 

1 
kagi  
(a key) 

2 
 1 50% - ƶ100% 

2 46.2% ƶ53.8% ƶ69.2% 

2 
ƪŀƛŎƘƻ 
(the president) 

4 
palatalized 
consonant [╢o] 
+ long vowel 

1 37.5% - ƶ62.5% 

2 23.1% ƶ38.5% ƶ76.9% 

3 
ƪƛƎȅƻ 
(an enterprise) 

3 
palatalized 
consonant [ℓao] 
+ long vowel 

1 12.5% - ƶ25% 

2 38.5% 38.5% Ƹ23.1% 

4 
ǳŎƘǳ   
(the universe) 

3 
palatalized 
consonant [╢u] 
+ long vowel 

1 12.5% - ƶ25% 

2 23.1% ƶ38.5% ƶ46.2% 

5 
ichijiteki 
(temporally) 

5 
affricates sound 
[╟i] 

1 50% - ƶ62.5% 

2 15.4% ƶ38.5% ƶ61.5% 

6 
unga  
(a canal) 

3 syllabic nasal 
1 37.5% - ƶ75% 

2 23.1% ƶ30.8% ƶ46.2% 

7 shuppan 4 1 25% - ƶ87.5% 
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(publishing) palatalized 
consonant [₯→] 
, long 
consonants 

2 84.6% 84.6% ƶ92.3% 

8 
kuni (a 
country) 

2  
1 37.5% - ƶ75% 

2 30.8% ƶ46.2% ƶ76.9% 

9 
nikkanshi  
(a daily paper) 

5 

long 
consonants, 
syllabic nasal, 
fricative sound 
[₯i] 

1 25% - ƶ62.5% 

2 23.1% ƶ53.8% Ƹ46.2% 

10 
kitsuenseki  
(a smoking 
seat) 

6 
affricates sound 
[tǐ→], syllabic 
nasal 

1 37.5% - ƶ62.5% 

2 15.4% ƶ23.1% ƶ61.5% 

11 
kinmujikan 
(working hour) 

6 syllabic nasal 
1 0% - ƶ25% 

2 7.7% Ƹ0% ƶ15.4% 

12 
ketsuekigata 
(a blood type) 

6 
affricates sound 
[tǐ→] 

1 50% - Ƹ37.5% 

2 38.5% ƶ46.2% ƶ53.8% 

13 
ǎƘƻ ōƻ ǎƘŀ 
(a fire truck) 

5 

palatalized 
consonant 
[₯o][₯a]+ long 
vowel 

1 37.5% - 50% 

2 23.1% ƶ69.2% Ƹ38.5% 

14 
haishakusuru 
(to borrow) 

6 
palatalized 
consonant [₯a] 

1 37.5% - ƶ75% 

2 0% ƶ7.7% ƶ53.8% 

15 
yokin  
(savings) 

3 syllabic nasal 
1 25% - ƶ75% 

2 15.4% ƶ38.5% ƶ53.8% 

16 
ƴƛƴƎȅƻ  
(a doll) 

4 

syllabic nasal, 
palatalized 
consonant [ℓo] + 
long vowel 

1 25% - ƶ50% 

2 23.1% ƶ53.8% Ƹ46.2% 

17 
untenshu  
(a driver) 

5 
syllabic nasal, 
palatalized 
consonant [₯→] 

1 25% - ƶ87.5% 

2 7.7% ƶ23.1% ƶ30.8% 

18 
ƻ ǎŜǘǎǳƳŀ  
(a drawing 
room) 

5 
long vowel, 
affricates sound 
[tǐ→] 

1 50% - ƶ62.5% 

2 53.8% ƶ92.3% Ƹ53.8% 

19 
gainen   
(a concept) 

4 syllabic nasal 
1 50% - ƶ62.5% 

2 23.1% ƶ46.2% ƶ61.5% 

20 
kagakusha  
(a scientist) 

4 
palatalized 
consonant [₯a ] 

1 0% - ƶ37.5% 

2 0% ƶ23.1% ƶ38.5% 

21 
ǎƘƛŎƘƛƳŜƴŎƘƻ 
(a turkey)  

6 

affricates sound 
[╟i], syllabic 
nasal, 
palatalized 
consonant [╢o] 
+ long vowel 

1 0% - ƶ37.5% 

2 7.7% ƶ46.2% ƶ61.5% 

22 ƪŜ ǘŀƛ  4 long vowel 1 25% - 50% 
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(a cell phone) 2 69.2% Ƹ53.8% Ƹ23.1% 

23 
ǘǎǳ ŎƘƻ  
(a bankbook) 

4 

affricates sound 
[tǐ→], 
palatalized 
consonant [╢o] 
+ long vowel 

1 12.5% - Ƹ0% 

2 15.4% Ƹ7.7% 15.4% 

24 
Ǝȅƻ ǊŜǘǎǳ  
(a procession) 

4 

palatalized 
consonant [ℓo] + 
long vowel, 
affricates sound 
[tǐ→] 

1 50% - ƶ62.5% 

2 46.2% 46.2% 46.2% 

 
Table 4 shows that there are two words for which the correct rate went down in the first group 

of subjects: ketsuekigata, tsu cho Φ  There are six words for the second group of subjects: kigyo, 
nikkanshi, shobo sha, ningyo, o setsuma, ke tai. The results from the first group and the second 
group do not match exactly; however, there is a general tendency of perception.  We will discuss this 
tendency in the next section.  

 
Analysis of wrong perception 

The results indicate that there are no specific perception patterns at the beginning of the 
semester. Incorrect perceptions occurred simply because the subjects could not catch the sounds; 
however, some perception patterns developed by the end of the semester. The patterns can be divided 
into four types: non-perception, insertion, shortening & lengthening, and others. 

 
Type A. Non-perception 
  A1. non-perception of a long consonant   
 (1) could not perceive the long consonant inside the word (Note that the long consonant never 

occurs in the initial or final position in Japanese). (ex) shuppan 
  A2. non-perception of a long vowel   
 (2) could not perceive the long vowel inside the word. (ex) sho bo sha 

(3) could not perceive the long vowel at the end of the word. (ex) shichimencho  
  A3. non-perception of a syllabic nasal   
 (4) could not perceive the syllabic nasal inside the word, and heard it as a long vowel with the 

previous sound. (ex) nikkanshi 
(5) could not perceive the syllabic nasal inside the word, and heard it as if there was an air stop  
     (ex) kinmujikan 
(6) could not perceive the syllabic nasal inside the word. (ex) untenshu 

 
Type B. Insertion 
  B1. Insertion of a long consonant   
 (7) heard an air stop at the end of the word. (ex) kagi 

(8) heard an air stop before a plosive, affricate, trill, or fricative sound. (ex) kaicho  
(9) heard an air stop after the syllabic nasal at the end of the word. (ex) yokin 
(10) heard an air stop during the transition from the back vowel [→] to the front vowel [e].  
   (ex.) kitsu enseki 

  B2. Insertion of a long vowel   
 (11) heard a long vowel before a plosive, affricate, trill, or fricative sound. (ex) kagi 
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(12) heard the short vowel at the end of the word as a long vowel. (ex) ichijiteki 
(13) heard the short vowel before another vowel as a long vowel. (ex) ga inen 
(14) heard the syllabic nasal at the end of the word as a long sound. (ex) yokin 
(15) heard the syllabic nasal inside the word as a long sound. (ex) unga 

 
Type C. Shortening and Lengthening 
 (16) heard the long vowel as a long consonant (ex) sho bo sha 

(17) could not perceive the long consonant inside the word, but heard it as a long vowel.  
    (ex) shu ppan 

 
Type D. Others 
  D1. palatalized consonant   
 (18) could not perceive the palatalized consonant. (ex) kaicho  

(19) could not perceive the difference between a voiced and a voiceless palatalized consonant.  
    (ex) kigyo  

  D2. Voiced and Voiceless   
 (20) heard the voiceless sound as a voiced sound. (ex) ichijiteki 
  D3. Consonant   
 (21) could not perceive the unvoiced vowel. (ex) haishakusuru 

 
Type A, the non-perception, includes non-perceptions of a long consonant, a long vowel and a 

syllabic nasal. The subjects could not perceive the long vowel except gyoretsu and tsu cho .  Non-
perception of the long vowel happened more often at the end of the word than inside the word. This 
matches the analysis of Muroi (1995), Minakawa (1995), Oguma (2000, 2001).  All subjects could perceive 
the syllabic nasal at the end of the word; however, not all could perceive a syllabic nasal inside the word 
except unga.  This indicates that the syllabic nasal inside the word is difficult to perceive for learners. 

 
In Type B1, the inserting type, the subjects often inserted a long vowel or a long consonant in 

front of a plosive, affricate, trill, or fricative sound (inserting a long consonant: 179 cases, inserting a long 
vowel: 91 cases). There needs to be a complete closure of air inside the oral cavity to produce a plosive, 
affricate, trill, fricative sound. The subjects might have heard this close of air as a long consonant.  Asano 
(2007) states that learners make errors inserting a long consonant before a /k/ consonant: hikkoki as 
hikooki, however, however our data shows that subjects heard a long consonant not only before /k/ 
sounds but also before plosive, affricate, trill, and fricative sounds. The words into which the subjects did 
not insert a long consonant are ichijiteki, shuppan, nikkanshi, kitsuenseki, kinmujikan, ningyo, untenshu, 
gainen, shichimencho .  These are mainly syllabic nasals.  Syllabic nasals are more likely to have other 
types of incorrect perceptions: subjects do not perceive a syllabic nasal or perceive it as a long sound. 

 
The B2, insertion type of misperception, happens when the subjects perceive the syllabic nasal to 

be inside the word as a long sound of κ⇔κ ƻǊ κƺκΦ  Subjects inserted a long vowel in front of plosive, 
affricate, trill, and fricative sounds.  

  
Type C, shortening and lengthening, are instances where subjects heard the long consonant as a 

long vowel ƭƛƪŜ ΨshuppanΩ ǘƻ Ψshu~panΩΦ  This happened in front of the long consonant. It could be caused 
by stopping airflow to produce the long consonants. Subjects would hear the air stop as long vowel.  
There are also cases where the subjects heard the short vowel as a long vowel.   
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Type D, other types of misperception, are cases where the subjects could not perceive a 
palatalized consonant. There were also difficulties in distinguishing between a voiced and a voiceless 
sound. One example is perceiving the voiceless palatalized consonant /ch / as a voiced palatalized 
consonant /j /.  Another example is perceiving the voiceless /t/  as a voiced /d/. 

 
Correct answers and self-assessment 

We conducted a self-assessment on the second group of subjects at the time of the second test 
(after introducing hiragana) and at the time of the third test (at the end of the semester).  The subjects 
assessed themselves using a scale from 0 to 5: ά{ǘǊƻƴƎƭȅ ŘƛǎŀƎǊŜŜέ to the question ranks a 1.  ά5ƛǎŀƎǊŜŜέ 
is a 2, άL Řƻ ƴƻǘ ƪƴƻǿέ ƛǎ a 3.  ά!ƎǊŜŜέ ƛǎ a 4, and ά{ǘǊƻƴƎƭȅ ŀƎǊŜŜέ ƛǎ a 5.  The questions are as follows. 

  
Questions: (After introducing hiragana): 
(a) Overall do you think you catch Japanese sounds better after learning hiragana letters 
in this class? 
(b) Do you think you catch Japanese long sounds, stopped sounds, and Y-
sounds better after learning hiragana letters in 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 Y-
sounds) better after learning Japanese in this class? 
  
Table 5 shows number of correct answers and the self-assessment score from each subject. 
 
The average self-assessment score is 4.0 on question (a) (overall is better) and 3.7 on question 

(b) (special sounds are better) after introducing hiragana. It became 4.0 on question (a) and 3.8 on 
question (b) at the end of the semester. The score does not represent a big difference. As for the 
correlation between self-assessment and hearing ability, there is a tendency for subjects who 
could correctly catch sounds more than 40% of the time to think they perceive Japanese sounds better at 
the end of semester (self-assessment is more than 4).  The subjects who ranked themselves a 3 did 
not perceive Japanese sounds well.  There is a positive relationship between self-assessment and hearing 
ability.  There was one subject who gave herself a 2. This subject withdrew from the course at the end of 
the semester in spite of doing better than some subjects who rated themselves high. This suggests that 
if learners give themselves a lower number than they deserve, it affects the ƭŜŀǊƴŜǊΩǎ commitment 
to learning. 

 
Correlation between perception of Japanese sounds and the learning period 

Min (1993) reports that there was no correlation between the results of a hearing test by 
Japanese language learners and their learning period. To test this claim, we conducted the same test on 
JA102 learners who had finished one semester of Japanese. The ethnic background of these subjects is 
Chamorro and Filipino.  Their first language is English.  The result of the JA102 learners does not show a 
significant improvement in the perception of sounds. The results are shown in Table 6.  The average 
number of correct answers at the beginning of the semester is 35.9%, which is higher than JA101.  It 
became 42.27% at the end of the semester, which is lower than JA101.  The highest increase for an 
individual subject is 100.00%, and the lowest is -66.67%, both of which are lower than the JA101 subjects.  
The highest individual subject score at the beginning of the semester is 62.5%, which is lower 
than the JA101 subjects. The lowest score is 12.5%.  The highest score at the end of the semester is 
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66.67%, and the lowest score is 8.33%, both of which are lower than the JA101 subjects.  The increase 
rate through the semester is just 17.39%. Our data shows that hearing ability is more easily influenced at 
the very beginning stage of learning.   

 
Table 5 Self-assessment results by subject 

 
Beginning of 

semester 
After Introducing hiragana End of semester 

Subject 
Number of 

Correct 
Answers (%) 

Number of 
Correct 

Answers (%) 

Self-Assessment 
Number of 

Correct 
Answers (%) 

Self-Assessment 

(a) 
overall 
better 

(b) 
special 
sound 
better 

(a) 
overall 
better 

(b) 
special 
sound 
better 

#1 8 (33.33) 14 (58.33) 5 4 16 (66.67) 5 5 

#2 1 (4.17) 1 (4.17) 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 

 
Table 6 W!млн ǎǘǳŘŜƴǘǎΩ ŘƛŎǘŀǘƛƻƴ ǘŜǎǘ ǊŜǎǳƭǘǎ 

Subject 
 

Beginning of the semester End of the semester 

Number of correct answers 
(%) 

Number of correct answers 
(%) 

Increased Rate 

#1 5 (20.83) 6 (25.00) ƶ20.00% 

#2 6 (25.00) 2 (8.33) Ƹ-66.67% 

#3 7 (29.17) 11 (45.83) ƶ57.14% 

#4 15 (62.50) 14 (58.33) Ƹ-6.67% 

#5 7 (29.17) 12 (50.00) ƶ71.43% 

#6 3 (12.50) 2 (8.33) Ƹ-33.33% 

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

#8 5 (20.83) 10 (41.67) ƶ100.00% 

#9 13 (54.17) 16 (66.67) ƶ23.08% 

Average 8.625 (35.9) 10.125 (42.2) ƶ17.39% 

 
Our results suggest the importance of ƛƴǎǘǊǳŎǘƻǊΩǎ ŀǘǘŜƳǇǘǎ to improve the ƭŜŀǊƴŜǊΩǎ sound 

perceptions at the early stages of learning.  Knowing the effect of learning characters is also important.  
Some instructors do not attach much importance to writing Japanese characters, and even some 
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textbooks do not use Japanese characters at all, but use romanized alphabets.  However, as our results 
suggest, learning characters can improve the ƭŜŀǊƴŜǊǎΩ sound perceptions.  Instructors should take 
advantage of the benefit from learning characters and teach them at the earliest stages of learning.  This 
method applies to other languages too.  Characters help learners to effectively recognize the sound 
system of a language. 

  
Conclusions and Implications 

Our results show that learners make four types of errors in perceiving Japanese sounds: non-
perception, insertion, shortening & lengthening, and others.  As many researchers have discussed, 
special morae are difficult to perceive for Japanese language learners.  Our data also show that the 
syllabic nasal inside a word like untenshu is difficult to perceive.  Muraki and Nakaoka (ibidem) state that 
the syllabic nasal in front of the same type of nasal sound is difficult to perceive.  However, their claim 
cannot explain our results.  Subjects are sensitive to even a slight stoppage of airflow and sonority, and 
they could mistakenly perceive them as a long consonant or a long vowel.  In our data, there are 
many incorrect answers made by inserting a long consonant or a long vowel. Many of these occurred at 
the ends of words, in front of a syllabic nasal, plosive, affricate, trill, or fricative sound. There 
are also cases where subjects heard the syllabic nasal as a long sound. 

  
Our results imply that it is hard for learners to acquire Japanese sounds from just listening. In 

addition, sound perception does not necessarily improve along with learning time.  However, our data 
show that introducing hiragana characters can improve a ƭŜŀǊƴŜǊΩǎ sound perceptions.  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 along with learning characters is an effective 
method at early stages of learning.  
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Evaluation of a Sport Education 

Program in the Pacific Islands 
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Literature Review 
Large scale coach education programs that attempt to train a large number of coaches in different 

sports, using many course 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 through the 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, Samoa, Tuvalu, 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 on sports 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 delivery is important that takes into 
account short, medium and long-term 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 relationships among 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 and find ways to cascade training 
to other individuals (Jenkins & France, 2013). 

Abstract 
A Nominal Group Technique (NGT) was implemented with the Oceania Sport Education 

Program (OSEP) Educators via email. An email was sent to 31 OSEP Educators in Pacific Island Countries 
(PICs), of which 6 replied initial responses, and 3 completed the NGT process. OSEP is a program of the 
Oceania National Olympic Committees (ONOC), and the study intended to solicit the strengths of OSEP 
and investigate areas the program could be improved. It was found that OSEP develops the coaching 
and administration knowledge and skills of participants, is viewed as flexible and relevant, fills a gap, 
provides a pathway for coaches and administrators, and is being delivered by knowledgeable 
facilitators. Participants suggested areas of improvement to OSEP in the continual review of the course 
contents, such as facilitating funding of OSEP activities at National Olympic Committees (NOC), making 
it a pre-requisite to Oceania Sports Federation courses, and issuing certificates in a timely manner for 
those completing the course. Delivery of structured sport education at community level is foundational 
to building Olympic sports in the PICs and of small and various island contexts, it is important to 
evaluate OSEP programs in the region. 
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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 longer period of 
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) reach ς which gauges whom the program reached, b) 
effectiveness ς effectiveness in reaching goals, c) adoption ς refers to the acquisition of relevant benefits 
and intended impact, d) implementation ς entails how the program is delivered and managed, funded 
and resourced, and e) monitoring ς is 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 

ƭƛŦŜ ƻŦ ŎƻŀŎƘƛƴƎΦ /ƻŀŎƘŜǎΩ ŜȄǇŜǊƛŜƴŎŜǎ then are vital to shaping coaching programs. Therefore, it is not 
ƻƴƭȅ ƎŀƛƴƛƴƎ ŀ ǉǳŀƭƛŦƛŎŀǘƛƻƴ ōǳǘ ŜȄǇŜǊƛŜƴŎŜ ƳŀǎǎƛǾŜƭȅ ƘŜƭǇǎ ŎƻŀŎƘŜǎΩ ǇǊŀŎǘƛŎŜΦ /ƻŀŎƘƛƴƎ ǎƘƻǳƭŘ ƛƴǾƻƭǾŜ ŀ 
lifelong process that allows continuous learning and development which has a combination of continued 
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 as 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 coach education 
ǇǊƻƎǊŀƳǎ ŀƴŘ ǘƘŜ ƛƴŎƭǳǎƛƻƴ ƻŦ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǾƛŜǿǎ ƛƴ ǘƘŜ ŘŜǎƛƎƴ ŀƴŘ ǊŜ-design of the coaching curriculum. 
A difference Nash found between US and Scottish coaching was that in the American system coaches tend 
to work in a highly structured environment where they also generally have long-term 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 Sport Education 
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 problem solving. It consists of 
ƛƴŘƛǾƛŘǳŀƭ ƎŜƴŜǊŀǘƛƻƴ ƻŦ ƛŘŜŀǎΣ ƘŀǾƛƴƎ ŜŀŎƘ ƎǊƻǳǇ ƳŜƳōŜǊΩǎ ƛŘŜŀǎ ǎƘŀǊŜŘ ōȅ ǳǎƛƴƎ ǊƻǳƴŘ Ǌƻōƛƴ ǊŜǇƻǊǘƛƴƎΣ 
and ranking and polling of items to condense responses to specific solutions (Davis, Rhodes, & Baker, 
1998). The NGT is advantageous 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). The NGT had been 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 
and parental inŦƭǳŜƴŎŜǎ ƻƴ ŎƘƛƭŘǊŜƴΩǎ ǇƘȅǎƛŎŀƭ ŀŎǘƛǾƛǘȅ ƭŜǾŜƭǎ όhΩ/ƻƴƴƻǊΣ /ŜǊƛƴΣ IǳƎƘŜǎΣ wƻōƭŜǎΣ ¢ƘƻƳǇǎƻƴΣ 
.ŀǊŀƴƻǿǎƪƛΣ Ŝǘ ŀƭΦΣ нлмоύΣ ŜƭƛŎƛǘƛƴƎ ǎǇƻǊǘǎ ƭŜŀŘŜǊǎΩ ǾƛŜǿǎ ƻƴ ŦŀŎƛƭƛǘŀǘƛƴƎ ǎǇƻǊǘ ǇŀǊǘƛŎƛǇŀǘƛƻƴ όaŀŎtŀƛƭΣ YƛǊƪΣ ϧ 
Elery, 2003) or evaluating solution-focused coaching (Roeden, Maaskant, & Curfs, 2012). The NGT is a 
useful tool in the formal evaluation of programs or performance in organizations (Bailey, 2013; Lee-Han, 
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 
ƴǳƳōŜǊ ƻŦ ƎǊƻǳǇ ƳŜƳōŜǊǎ ƛǎ ǊŜƧŜŎǘŜŘΣ ŀƴŘ ǇǊƻǾƛŘƛƴƎ ΨǇŀǳǎŜΩ ƛƴ ōŜǘǿŜŜƴ ǇǊƻŎŜǎǎŜǎ ǘƻ ǇǊƻǾƛŘŜ ǇŀǊǘƛŎƛǇŀƴǘǎ 
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 to utilize the 



 

 
47 

 

MICRONESIAN EDUCATOR, VOLUME 25, 2018 

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, and Federated States of Micronesia responded, out of the 31 
invitations sent out. The study incorporated NGT steps as suggested by Bailey (2013, p. 262-263) in the 
ƛƴŘƛǾƛŘǳŀƭ ƎŜƴŜǊŀǘƛƻƴ ƻŦ ƛŘŜŀǎΣ ǊŜŎƻǊŘƛƴƎ ƻŦ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ƛŘŜŀǎΣ ŘƛǎŎǳǎǎƛƻƴǎ ƻŦ ƎŜƴŜǊŀǘŜŘ ƛŘŜŀǎΣ and voting 
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 provide 
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. Please 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.  
 
Six of the 31 invitees responded to the first stage. There were 13 strengths and 17 areas of 

improvement recorded, making a total of 30 items. An email was sent with this list of suggestions for 
ǇŀǊǘƛŎƛǇŀƴǘǎΩ ǘƻ ŎƻƳƳŜƴǘ ŦǳǊǘƘŜǊ ƻǊ ǎŜŜƪ ŎƭŀǊƛŦƛŎŀǘƛƻƴ ƻƴ ŀƴȅ ƻŦ ǘƘŜ ƛǘŜƳǎ ƻƴ ǘƘŜ ƭƛǎǘΦ !ǎ ŜȄŀƳǇƭŜΣ ƻƴŜ ƻŦ 
the participants commented that: 

 
There needs to be funding available 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. Marketing will follow suit and consistency in certification and follow ups 
to participants will flow. I 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 beginning of OSEP 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 work in ____.  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 Partnerships - Australian 
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 then made rankings 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 3-2-1 method of ranking and prioritization in a NGT (Hall, 2014), assigning 3 points 
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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.  

 
Table 1 wŀƴƪƛƴƎǎ ƻŦ h{9tΩǎ ǎǘǊŜƴƎǘƘǎ ǳǎƛƴƎ ǘƘŜ о-2-1 method 

Items and rank Votes Points 

1. It helps to equip, strengthen and increase coaching and 
administration knowledge and skills of youths and sports leaders 
(administrators and managers). Most of which are athletes turned 
leaders (coaches or administrators). 

1, 1 6 

2. Provides a structured learning and career pathway for the coaches 
to improve their practical skills. It fills the empty gap that coaches 
needed to better themselves so they can in return help better develop 
athletes. 

2, 2 4 

2.  The program is very beneficial mostly because of the way it is 
taught/facilitated. The program has some very knowledgeable 
educators and mentors. They are able to understand/know the 
participants so they are able to address their learning needs 
individually and as a group. 

1, 3 4 

3. It increases professionalism in administration and coaching in the 
sporting leagues, associations or federations. Better management and 
delivering of activities. 

3 1 

3. Teaching and presenting in front of many people brings confidence. 3 1 

Below are unranked items: 

The program is flexible and relevant to the development of sports in 
our island communities. 

0 0 

It enables Trainers and Assessors to be able to gain Cert IV Trainer and 
assessor qualifications from recognized institutions. 

0 0 

 
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.  
 

Table 2 wŀƴƪƛƴƎǎ ƻŦ h{9tΩǎ ŀǊŜŀǎ ƻŦ ǎǳƎƎŜǎǘŜŘ ƛƳǇǊƻǾŜƳŜƴǘǎ ǳǎƛƴƎ ǘƘŜ о-2-1 method 

Items and rank Votes Points 

1.  The Training package of the Basic Sports coaching program needs 
to be improved as well as the lack of games resources provided in the 
training or link to resources from NOCs.  

1, 2 5 

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

1 3 

2. Find ways to assist NOCs to secure funding to organize OSEP.  1 3 

3. Encourage Oceania Federations to use OSEP courses as prerequisite 
criteria for their specific courses.  

2 2 

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

3, 3 2 

3. The process of those trained by the trainers and assessors in-
country being accredited and recognized as being trained is not 
succinct.  

2 2 
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4.  Support in-country for those who are trained to continue on 
pathways of improving and up-skilling. 

3 1 

Below are unranked items: 

The course must be conducted for more than a week. Conducting a 
course for a week is not enough for so many information. 

0 0 

  Better system of reporting. Need to set up the on-line data base for 
easy reporting and access to information. 

0 0 

There is a need to conduct more courses.  0 0 

We need to do more hands on doing the activities, than sitting and 
listening to the instructor. 

0 0 

 
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 face-to-face tool, may have lowered the response rate, however, the NGT 
process via email may have induced some consensus on certain ideas 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 participants supported 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, there is 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. Jenkins and France (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, learning 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 greater impact 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 associations, 
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 the essence 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 order to complete core tasks. Volunteers are integral to the 
ǎǳŎŎŜǎǎ ƻŦ ǎǇƻǊǘǎΣ ōǳǘ ƛǘ ƛǎ Ǿƛǘŀƭ ǘƻ ŜƴǎǳǊŜ ǘƘŀǘ ǘƘŜȅ ƘŀǾŜ άƛƳǇŀŎǘŦǳƭ ŜȄǇŜǊƛŜƴŎŜǎέ ό¸ƻǳƴƎ ϧ aŎ/ƘŜǎƴŜȅΣ 
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2013, p. 26), in which volunteers feel they are making a difference. They also need to understand that 
they are making a difference. Misener, Doherty, and Hamm-Kerwin (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 difference to 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 coordination within the sport organization (Misener, 
Doherty, & Hamm-Kerwin, 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 has educators 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 in front 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 advised providing long-
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 champion or change agent who manages a steering committee in-country 
ǿƘƻ Ŏŀƴ ƘŜƭǇ ǿƛǘƘ ǘƘŜ ǇǊƻƎǊŀƳΩǎ ǎǳǎǘŀƛƴŀōƛƭƛǘȅΦ Lƴ ǘƘŜ ŘŜƭƛǾŜǊȅ ƻŦ ŀ ǎǇƻǊǘǎ ǇǊƻƎǊŀƳ ƛƴ ƳǳƭǘƛǇƭŜ ŎƻǳƴǘǊƛŜǎΣ 
there needs to be flexibility and tailoring the approach to each. There also is need to influence 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 improve 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 contents of course 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 veteran and novice coaches, opportunity to discuss what works with 
other coaches and the availability of resources on a website (Wiersma & Sherman, 2005). Wiersma and 
{ƘŜǊƳŀƴ όнллрύ ŀǎǎŜǊǘ ǘƘŀǘ ŎƻŀŎƘŜǎΩ ŦŜŜŘōŀŎƪ ŀǊŜ ƛƳǇƻǊǘŀƴǘ ǘƻ ǘƘŜ ǎǘǊǳŎǘǳǊŀƭ ŎƘŀƴƎŜǎ ǘƻ ǘƘŜ format and 
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 the improvement of OSEP related to National 

Olympic Committees (NOCs). 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 OSEP programs. In terms of helping NOCs fund OSEP-related 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 administrators, coaches and physical educators; to establishing 
effective reporting; assisting community clubs; performing self-assessment; 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, Couture, and 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, funding and human 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 priorities and 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 what is relevant, 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 

perceived deficiencies 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 attempts to minimize 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 demand different 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 capacity of sport 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 opportunities available 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 Oceania Sports Federations to use OSEP coaching 

courses as a prerequisite to their sport-specific ones. To date, OSEP forged partnerships with Oceania 
basketball, table tennis, hockey, volleyball and badminton, to implement OSEP courses in conjunction 
with their sport-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. Participants 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 support in-country for pathways to 
continued up-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 are critical 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 at Kiribati and 
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tŀƭŀǳΦ /ƻƴǘƛƴǳƻǳǎ ŎƻŀŎƘ ŘŜǾŜƭƻǇƳŜƴǘ ƴŜŜŘǎ ŀǘǘŜƴǘƛƻƴ ǘƻ ŜƴǎǳǊŜ ŀǘƘƭŜǘŜǎΩ ŜȄǇŜǊƛŜƴŎŜǎ ŀǊŜ ǇƻǎƛǘƛǾŜΦ ¢ƘŜ 
adequate preparation of coaches should continue to be priority in PICs, as so many individuals and 
children go through sporting activities each year. In 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 
ǘƘŜ ŀǘƘƭŜǘŜǎΩ ŜȄǇŜǊƛŜƴŎŜǎ ƛƴ ǘƘŜ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ƛƴ ǎǇƻǊǘǎΣ ǿƘŜǘƘŜǊ ǇƻǎƛǘƛǾŜ ƻǊ ƴŜƎŀǘƛǾŜΣ ŀǊŜ ŀƭƭ ƴot necessarily 
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 OS9t 9ŘǳŎŀǘƻǊǎΩ ǇŜǊŎŜƛǾŜŘ ǎǘǊŜƴƎǘƘǎ ŀƴŘ ŀǊŜŀǎ ƴŜŜŘƛƴƎ ƛƳǇǊƻǾŜƳŜƴǘ ǿŀǎ ŀ ǾŀƭǳŀōƭŜ 
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 continually 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 environment that is educative, secure and supportive. By developing structured resource 
packages, however, OSEP provided consistency, even though it 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 therefore important 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 and such evaluation will help guide 
reforms and changes to the way sport education is delivered in PICs.  
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