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Message from the Editor-in-Chief

Dear Colleagues,

The Online Journal of New Horizon in Education (TOJNED) welcomes you. TOJNED also
thanks all researchers, practitioners, administrators, educators, teachers, parents, and students
from all around the world for visiting this voliime.

TOJNED has diffused successfully innovation on new development in education science
around the World.

TOJNED is a quarterly journal (January, April, July and October). This online periodical is
devoted to the issues and applications of education. Reviewed by leaders in the field, this
publication is designed to provide a multi-disciplinary forum to present and discuss all aspects
of education.

TOJNED provides new development in education forum and focal point for readers to share
and exchange their experiences and knowledge each other to create better research experiences
on education. The main purpose of this sharing and exchange should result in the growth of
ideas and practical solutions that can contribute toward the improvement of education.

TOJNED records its appreciation of the voluntary work by the following persons, who have
acted as reviewers for one or more submissions to TOJNED. The reviewers of this issue are
drawn quite widely from education field. Reviewers’ interests and experiences match with the
reviewed articles.

I am always honored to be the editor-in-chief of TOJNED. Many persons gave their valuable
contributions for this issue. I would like to thank the editorial board of this issue.

TOJNED invites article contributions. Submitted articles should be about all aspects of
education science. The articles should also discuss the perspectives of students, teachers,
school administrators and communities. The articles should be original, unpublished, and not
in consideration for publication elsewhere at the time of submission to TOJNED.

For any suggestions and comments on the international online journal TOJNED, please do not
hesitate to contact with us.

October 01, 2016
Prof. Dr. Aytekin ISMAN
Editor in chief
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AN ASSESSMENT ON THE EXTENT OF EMPLEMENTATION OF
THE DIOCESAN CATECHETICAL PROGRAM IN DISTRICT I AND
DISTRICT III OF THE DIOCESE OF IMUS

Domingo Q. Reblora Jr.
Religious Education Department
De La Salle University — Dasmarinas
City of Dasmarinas, Cavite, Philippines
dgreblora@dlsud.edu.ph

Abstract: This research was an attempt to look into the extent of implementation of the
Diocesan Catechetical Program in 24 parishes under Districts I and III of the Diocese of
Imus. The research was carried out by gathering the following data through a survey
form questionnaire: Profile of the respondents in terms of age, gender, and length of
service in the parish Extent of the implementation of the Diocesan Catechetical Program
in terms of: goals/objectives resources: human, physical and financial. Results on
profile of the respondents revealed that District I and III have a middle aged manpower.
Majority of those involved in parish catechetical activities and organizations are female
(304), and only 19 males. One hundred eighty of the respondents served the parish
from 1-10 years but others served for almost 35 years. Results on goals/objectives and
resources (human, physical and financial) revealed that Districts I and III, in general are
able to implement the programs.With this, the researcher was led to a conclusion that
Districts 1 and III in general were able to implement the diocesan catechetical
program.Moreover, the researcher highlights that among the three resources, it is the
financial resources which obtained the lowest mean score. The generosity of the
catechists to shoulder personally some of the expenses necessary to accomplish their
catechetical tasks is remarkable. But still the Diocese of Imus must create a well-
defined program in generating funds for its catechetical program.

INTRODUCTION

The role of catechesis in the Church’s mission of evangelization had been clearly spelled out by Jesus himself in
the gospel of Matthew when he said: “Go therefore and make disciples of all nations, baptizing them in the name
of the Father, and of the Son, and of the Holy Spirit, teaching them to observe all that I have commanded you;
and lo, I am with you always to the close of age” (28:19-20). Right after his death and resurrection, Jesus
together with the Father sent the Holy Spirit in order that he might accomplish from within the work of salvation
and that he might animate his disciples to continue the mission to the whole world (General Directory for
Catechesis, # 1, henceforth GDC). The presence of numerous Church documents on evangelization is a clear
manifestation that the Church is serious in its efforts to fulfill Christ’s missionary mandate in above scripture.

The congregation for the Clergy states that one among the many modern Church documents that has given so
much importance on catechesis vis-a-vis evangelization is the post-synodal Apostolic Exhortation Evangelii
Nuntiandi (Evangelization Today) of Pope Paul VI. The Congregation for the Clergy furthers that this document
articulates a particularly important principle, namely, that of catechesis as a work of evangelization in the
context of the mission of the Church. It emphasized that catechesis would be considered as one of the enduring
concerns of the Church’s missionary mandate at present (GDC, #4).

Ever faithful to the demands of the gospels on evangelization and those of his predecessors, St. John Paul II in
his Apostolic Exhortation Catechesi Tradendae (Catechesis in our Time) strongly emphasized that “the Church
has always considered as one of its primary tasks, for, before Christ ascended to his Father... he gave the
apostles a final command — to make disciples of all nations and to teach to observe all that he had commanded”
(Catechesi Tradendae, # 1, henceforth CT). The Congregation for the Clergy explains that this exhortation of St.
John Paul II in Catechesi Tradendae forms a purposeful unity with Evangelii Nuntiandi of Pope Paul VI and
fully locates catechesis within the context of evangelization.

Moreover, the Philippine Church being the cradle of Christian Catholic faith in Asia in particular has been

faithful with her missionary mandate to spread the faith. In the pastoral letter of the Catholic Bishops
Conference of the Philippines (CBCP) titled “To form Filipino Christians Mature In Their Faith”, the bishops

www.tojned.net Copyright © The Online Journal of New Horizons in Education 1
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announced that “a fundamental issue of our Christian life and a chief priority of the Catholic Church in the
Philippines... is catechesis” (Legaspi, 1990. P.1 as cited in Reblora and Vilog, 2010).

The Diocese of Imus (a suffragan of the Archdiocese of Manila) more than ever is responding seriously to the
challenges in the catechetical ministry especially as it celebrates its Golden Jubilee as a Diocese. The most
concrete response so far of the Diocese of Imus to address the catechetical challenges within her jurisdiction is
the promulgation of the primer titled Diocesan Pastoral Priorities for Evangelization (DPP-E) in 2004
spearheaded by his Excellency Cardinal Luis Antonio G. Tagle (the former bishop of the diocese). The DPP-E
clearly defines the direction of the diocese’s catechetical programs. It hopes to launch catechetical programs that
are “holistic, inculturated, systematic, sustainable, and responsive to the needs of the faithful” (Diocesan Pastoral
Priorities for Evangelization 2004, p.2, henceforth DPP-E).

FRAMEWORK OF THE STUDY

SEE JUDGE ACT
(Present Context) (Ideal) (Suggestions)
Vicarial Catechetical In the light of DPPE’s Possible suggestions that
Programs: goals, plans and can help enhance the
1. Profile of » programs as specified »  implementation of the
respondents under the ministry on catechetical programs
2. goals/objectives; 3. catechesis

resources:
human; physical;
and financial

The researcher adopted the framework “see, judge, act” in this study which was used in an earlier research titled
“An Assessment of the Extent of Implementation of the Diocesan Catechetical Programs in the Vicariate of
Immaculate Conception: Basis for its Enrichment” (Cf. Reblora and Vilog 2010). The see, judge, act framework
is basically adopted from the thoughts of Paulo Reglus Neves Freire, (September 19, 1921) a Brazilian teacher of
“adult literacy” whose seminal writings are The Pedagogy of the Oppressed, Education as the Practice of
Freedom, Cultural Action for Freedom and Pedagogy of Hope. (http://frates.wordpress.com/liberation-theology-
and-u-s-catholics4/16/2010). Paulo Freire of Latin America was greatly influenced by Cardinal Joseph Cardijn
who first used the “see, judge, act” in 1940s based on St. Thomas Aquinas’s teachings of prudence
(http://liberationtheology.org/articles/chronology/4/16/2010).

In this research paper, “see” speaks of the present situation of the Diocesan Catechetical Programs in District [
and District IIT of the Diocese of Imus in terms of the profile of the respondents, the goals and objectives, and
resources: human; physical; and financial. Survey form questionnaires were formulated for the researcher to
have a grasp of the present context or situation mentioned above. “Judge” speaks of the ideal situation in the
light of the goals, plans and programs defined in the DPPE in its ministry on catechesis. “Act” is the proposed
plan of action, including suggestions and recommendations, to enhance and enrich the implementation of the
diocesan catechetical programs in Districts I and III of the Diocese of Imus.

METHODOLOGY

Location of the Study

The study is an assessment of the extent of implementation of the Diocesan Catechetical Programs in District I
and District III of the Diocese of Imus. The study is limited on the programs defined in the Diocesan Pastoral
Priorities for Evangelization under the Ministry of Catechesis.

Likewise, the researcher would like to put on record that he intended to cover all the 27 parishes of nine
municipalities/cities composed of Bacoor City, Imus City, General Trias, Trece Martires City, Naic, Tanza,

Maragondon, Ternate, and Magallanes under the jurisdiction of District I and District III. However, there were
three parishes whose parish priest asked that they should not be included in the study for varied reasons.

www.tojned.net Copyright © The Online Journal of New Horizons in Education 2
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Because of this, the researcher had 24 parish respondents instead of 27. The different parishes where this study
was conducted can be found in the appendix A.

Materials Used

The researcher made use of the self-made survey form questionnaire which was validated by selected catechists
in the Vicariate of Immaculate Conception in 2008. The survey form questionnaire has two parts. Part 1
gathered the profile of the respondents in terms of age, gender and length of service in the parish. Part 2 was the
assessment part of the instrument which was composed of 25 questions classified into two: goals/objectives and
resources. The resources were in tripartite division: human; physical; and financial. There were eight questions
for goals/objectives and five questions for the physical facilities, five questions for financial resources, and seven
questions for human resources. The copy of survey form questionnaire can be found in the appendix B.

Another basis in the formulation of the questions is the rule of agreement and disagreement of the psychometric
scale named after Rensis Likert (http://www.businessdictionary.com/definition/Likert-scale.html 4/16/2010).
The Likert Scale is a known format of questionnaire used in educational research, especially in the field of
special education. The four point Likert Scale was preferred by the researcher to determine the level of
agreement by the respondents on the questions (http://en.wikipedia.org/wiki/Likert-scale 4/16/2010). In every
item of the questionnaire the researcher provided the respondents four potential choices: 4 — strongly agree; 3-
agree; 2- moderately disagree; 1- disagree

The researchers decided to use the four point scale to limit the choices and eventually led the respondents to
make a decisive choice. The copy of the self-made survey form questionnaire with an equivalent verbal
interpretation can be found in the appendix C.

Sampling Methods

The researcher did not employ sampling method in this study because his intention was to get 100% of the
catechists and coordinators of catechists in every parish as his respondents (target population) as much as
possible. However, due to some unavoidable circumstances, there were a few (three to five per parish) catechist
who were not able to return the answered survey form questionnaire or were not given the survey form
questionnaire at all, even if the researcher visited several times all the parishes involved in the study. Moreover,
with regard to officers and members of Parish Pastoral Council as respondents, the researcher merely gave a
copy to those who were available to answer the survey form questionnaire whenever he visited a particular
parish. A great majority of the respondents however, were catechists, although this would not cause conflict
because the survey form questionnaire was basically designed for the catechists.

Date Gathering Procedure

In deference to the existing offices in the catechetical ministry of the Diocese of Imus, the researcher presented
the research proposal to Fr. Eleomar Dendiego, Director of Diocesan Catechetical Ministry and sought for his
approval to conduct the said research in District I and District III of the Diocese of Imus. Fr. Dendiego readily
approved the said proposal on April 23, 2010.

After the necessary communications to different offices have been forwarded, the researcher visited the parishes
of Districts I and III to personally distribute the revised self-made survey form questionnaire to the following
respondents: Coordinators of the catechists in the parish; the catechists; and officers and members of Parish
Pastoral Council. The researcher tried his best to gather at least 5 valid respondents for each parish and a
minimum of 300 valid respondents for the whole District I and District III.

To answer the survey questionnaire forms, the researcher in most cases explained carefully to the respondents
the importance of each of the 25 questions and reminded them to honestly choose as answer that best describe
their present experiences as far as their parish catechetical program was concerned. The respondents were told
to choose a number from the scale provided, which corresponds to their concrete experiences in their parish
catechetical activities.

Methods for Analysis and Statistical Treatment

The researcher made use of the descriptive/analytical research design to assess the extent of implementation of
the Diocesan Catechetical Programs in District I and District III of the Diocese of Imus. The data gathered to
answer the research problems were limited to the responses in the self-made survey form questionnaire
distributed. After gathering all the necessary data, the researcher, with the help of his statistician (Ms. Challiz
Feranil), employed the basic statistical procedure to determine the percentage and weighted mean for analysis.

www.tojned.net Copyright © The Online Journal of New Horizons in Education 3
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The researcher used basic averaging as a statistical treatment in presenting the profile of the respondents in terms
of age, gender, and length of service in the parish. Moreover, the researcher employed the weighted mean in
assessing the extent of implementation of the diocesan catechetical program in terms of goals and objectives and
resources (Human, physical, and financial). “The weighted mean is the most common type of average, where
instead each of the data points contributing equally to the final average, some data points contribute more than
others. The notion of weighted mean place a role in descriptive  statistics...”
(http://en.wikipedia.org/wiki/Weighted mean09/15/2012).

RESULTS AND DISCUSSION

This study used a total of 323 validated survey forms retrieved from 24 parishes of four vicariates. The
researcher provided tables with complete statistically treated data in presenting the results of the study to help
readers easily comprehend the whole presentation.

The General Directory for Catechesis clearly mentioned that the bishop of every diocese has the primary
responsibility for catechesis in his jurisdiction. He must regard catechesis as one of the most fundamental tasks
of his ministry. His concern for catechetical activity will lead him to assume the overall direction of catechesis
in his diocese. He must ensure to effectively put into operation the necessary personnel, means and equipment,
and also the financial resources (GDC, # 222-223). Mindful of this, Cardinal Tagle, the former bishop of the
Diocese of Imus promulgated the DPP-E in 2004 to address properly the concerns of his diocese regarding
catechetical activities (Cf. DPP-E). The following pages will measure the efficiency of the implementation of
diocesan catechetical program in its efforts to put in flesh the dreams and hopes of the Diocesan Pastoral
Priorities for Evangelization of the Diocese of Imus.

Table I. Frequency of Respondents in Districts I & II1

Vicariates in District I & 11 Frequency Percent Valid Cumulative
Percent Percent

Vicariate of Sto. Nino 61 18.9 18.9 18.9

Vicariate of Our Lady of the Pilar 92 28.5 28.5 474

Vicariate of Our Lady of Assumption 73 22.6 22.6 70

Vicariate of St. Francis 97 30 30 100

Total 323 100 100

In terms of number of catechists as respondents in this study, the Vicariate of St. Francis ranked first with the
most number of catechists with 97 in spite of the fact that there were two parishes within this vicariate that
requested not to be included in this study. The Vicariate of Our Lady of the Pillar ranked second with 92
catechists even if one parish within this vicariate requested not to be included in the study. The Vicariate of Our
Lady of Assumption ranked third with 73 catechists while the Vicariate of Sto. Nino was the last in the ranking
with 61 catechists.

Table 2. Profile of the Respondents in Terms of Age

Respondents from Four Vicariates of Districts | & Frequency Percent Valid Cumulative
I Percent Percent
30 and below 6 1.9 1.9 1.9
31-40 years old 18 5.6 5.7 7.6
41-50 years old 56 17.3 17.7 253
51-60 years old 122 37.8 38.6 63.9
61-70 years old 90 279 28.5 92.4
71 years old and above 24 7.4 7.6 100
Total 316 97.8 100

Missing System 7 2.2

Total 323 100 100

www.tojned.net Copyright © The Online Journal of New Horizons in Education 4



T 9INED

THE ONLINE JOURMAL
OF NEW HORIZONS IN EDUCATION

The Online Journal of New Horizons in Education - October 2016 Volume 6, Issue 4

As shown in table 2, the highest percentage is in the age bracket of 51-60 years old, comprising 37.8% of the
total respondents or 122 persons. Those who are within the age bracket of 61-70 years old is 27.9% of the total
respondents or 90 persons. There are 56 persons within the age bracket of 41-50 years old or 17.3% of the total
respondents. There are 24 persons or 7.5% of the total respondents whose age are within the bracket of 40 years
old and below.

Basically, majority of the catechists of District I and District III of the Diocese of Imus or 178 respondents
(55.1%) are within the bracket of 41-60 years old. The researcher finds this figure and age bracket as something
positive at present for the diocese because usually Filipinos within this age bracket are those who are already
committed with their work and responsibilities. However, most of them are about to retire from parish
involvement within 10 to 15 years from now. Since they comprise the majority of the respondents, it is
something that parishes within District I and District III must prepare for. Besides, 90 persons or 27.9% of the
respondents are already within the age bracket of 61-70 years old. Again, it would be expected that they will
retire within a couple of years from now especially if they are to follow the recommendation of Reblora and
Vilog (2008) in their earlier research in which they said that ideally, the age of retirement for school-based
catechists is at 70 years old. The missing systems in the table are the respondents who did not indicate their age.

Table 3. Profile of the Respondents in terms of Gender

Respondents from Four Vicariates of Districts Frequency Percent Valid Cumulative
[1& 11D Percent Percent
Female 304 94.1 94.1 94.1

Male 19 5.9 5.9 100

Total 323 100 100

It has been the prevailing observation that the majority of the parish workers and volunteers are middle aged
women. In this study, 304 out of 323 respondents are female. Basically, 94.1% are women and 5.9% are men.
The researcher would like to reiterate that this study was conducted in 24 parishes of District I and District III of
the diocese. Besides, these 24 parishes are distributed in the nine towns of the province of Cavite. These figures
about the involvement of women in the catechetical program of the Diocese of Imus indicate that, indeed, there
is an urgent need to develop a program that would effectively motivate male parishioners of the diocese to
actively get involved in different organizations within their parishes specifically, in the catechetical apostolate.

Table 4. Profile of the Respondents in Terms of Years of Service in the Parish

Respondents from Four Vicariates of Districts Frequency Percent Valid Cumulative
[ & 11 Percent Percent
0-5 years 97 30 31.8 31.8
6-10 years 83 25.7 27.2 59
11-15 years 52 16.1 17 76.1
16-20 years 48 14.9 15.7 91.8
21-25 years 18 5.6 5.9 971.7
26-30 years 3 0.9 1 98.1
31-35 years 4 1.2 1.3 100
Total 305 94.4 100

Missing System 18 5.6

Total 323 100

Thirty percent (30%) of the respondents have been working in the parish for one month to five years already.
This bracket is the highest in terms of frequency with 97 respondents. One hundred eighty persons or 59% of the
respondents belong to the first two brackets, 0-5 years and 6-10 years in service. Since there are 73 respondents
who have been working in their respective parishes for more than 15 years now, it is highly probable that some
of those 180 respondents mentioned above would still be around helping in the catechetical program of their
parish five to ten years from now. Incidentally, the youngest and eldest among the respondents came from the
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same vicariate, the Vicariate of St. Francis. The youngest is Lyn Joan Villar Abdani, 28 years old, and has been
working in the Annunciation parish as a catechist for three years now, while the oldest is Maria Sanchez
Baquiran, 87 years old, and has been working as a catechist in Our Lady of the Holy Rosary Parish for 20 years
now. Based on The data gathered, remarkably 25 respondents or 8% were able to stay as volunteer catechists in
the parish from 21 to 35 years.

As mentioned by Reblora and Vilog (2010), smooth and good relationship with one another and with their parish
priest is one of the factors that keep the catechists continue with their active involvement in the catechetical
program of their parish. However, what is very much crucial in keeping catechists towards their volunteer job is
the presence of a good catechetical manpower program of the parish.

The tables below present the extent of implementation of the diocesan catechetical program in District I and
District IIT of the Diocese of Imus. The research indicated only the question number in the tables to save space.
The whole survey form questionnaire is placed at the appendix B. Moreover, the following numerical value has
the corresponding verbal interpretation:

Scale Verbal Interpretation
3.50 - 4.00 strongly agree
2.50-3.49 agree

1.50 - 2.49 moderately disagree
1.00 - 1.49 disagree

Table 5. Extent of Implementation in Terms of Goals and Objectives

OALS AND District I District IIT
OBJECTIVE Vicariate of Our Lady L . Vicariate of St. Vicariate of Our Lady
(Survey . Vicariate of Sto. Nino . .

of the Pilar Francis of Assumption
Form Item
Number) Mean | Interpretation | Mean | Interpretation | Mean | Interpretation | Mean | Interpretation
Question#2 | 3.18 Agree 341 Agree 3.18 Agree 2.82 Agree
Question#3 | 2.97 Agree 321 Agree 3.01 Agree 3.36 Agree
Question#4 | 3.35 Agree 348 Agree 3.35 Agree 3.36 Agree
Question#5 | 2.96 Agree 3.18 Agree 3.0 Agree 2.84 agree
Question#8 | 3 08 Agree 3.46 Agree 3.06 Agree 3.3 Agree
Question #9 2.66 Agree 2.6 Agree 2.64 Agree 2.23 Moderately

dis-agree

1Q7u estion # 2.92 Agree 3.24 Agree 3.19 Agree 3.11 Agree
2qu estion # 3.12 Agree 3.11 Agree 3.09 Agree 2.87 Agree
Total 3.03 Agree 3.21 Agree 3.06 Agree 2.99 agree

All of the four vicariates of District I and District III were able to implement the goals and objectives of the
diocesan catechetical program of the diocese in their respective areas of jurisdiction as indicated by the
interpretation of its weighted mean.

The Vicariate of Our lady of the Pillar got a total weighted mean rating of 3.03 which is interpreted as agree.
Among the eight questions allotted to determine the extent of the implementation of diocesan catechetical
program in terms of goals and objectives, question number 4 which says: our parish has an adequate formation
program for our catechists, obtained the highest weighted mean rating of 3.35. Its lowest weighted mean rating
was 2.66 which came from question number 9 which says: each family especially parents are involved in
catechetical activities in our parish.
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The Vicariate of Sto. Nino obtained a total weighted mean rating of 3.21 which is interpreted as agree. Among
the eight questions allotted to determine the extent of implementation of diocesan catechetical program in terms
of goals and objectives, question number 4 which says: our parish has an adequate formation program for our
catechists, got the highest weighted mean rating of 3.48. The lowest weighted mean rating of 2.6 came from
question number 9 which says: each family especially parents are involved in catechetical activities in our parish.

A total weighted mean rating of 3.06 which is interpreted as agree was assumed by the Vicariate of St. Francis.
Again, among the eight questions allotted to determine the extent of implementation of diocesan catechetical
program in terms of goals and objectives, question number 4 which says: our parish has an adequate formation
program for our catechists, got the highest weighted mean rating of 3.35. The lowest weighted mean rating of
2.23 came from question number 9 which says: each family especially parents are involved in catechetical
activities in our parish.

Meanwhile, the Vicariate of Our Lady of Assumption has a total weighted mean rating of 2.99 which is
interpreted as agree, It is question number 4, among eight questions allotted to measure the extent of
implementation of the diocesan catechetical program in terms of goals and objectives which became the highest
weighted mean rating (3.36) of the vicariate. On the contrary, just like the rest of the three other vicariates,
question number 9 with a weighted mean rating of 2.23 and interpreted as moderately disagree is the lowest in
this vicariate.

Incidentally, all the four vicariates have the same question number 4 which says: our parish has an adequate
formation program for our catechists, as their highest weighted mean ratings and question number 9 which says:
each family especially parents are involved in catechetical activities in our parish, as their lowest weighted mean
ratings. It reflects the fact that the diocese in general has been providing its five Districts together with their
vicariates a unified formation program for their catechists. In fact, the Religious Education Department of
DLSU-D for more than a decade now has been working closely with the catechetical director of the Diocese of
Imus in providing a sound catechetical formation program to the catechists of the diocese. Moreover, the lowest
mean ratings of the four vicariates has loudly conveyed a message that the diocese must do more in educating its
parishioners that the catechetical mandate of the Church is also their responsibility. The Apostolic Exhortation of
Blessed John Paul II clearly defines this when he says that all members of the Church must feel responsible and
must wish to be responsible for catechists (CT, #16).

Table 6. Extent of Implementation in Terms of Human Resources

District I District II1
HUMAN
RESOURCES | Vicariate of Our Lady " . Vicariate of St. Vicariate of Our Lady
. Vicariate of Sto. Nino . .
(Survey Form | of the Pilar Francis of Assumption
Item Number) B . . .
Mean | Interpretation | Mean | Interpretation | Mean | Interpretation | Mean | Interpretation
Question # 10 3.45 Agree 3.62 Strongly 358 Strongly 361 Strongly
agree agree agree
Question# 11 | 2.79 Agree 2.81 Agree 2.93 Agree 2.64 Agree
Question #1211 3 )5 | Agree 358 | Strongly 323 | Agree 3.46 | Agree
agree
Question # 13 | 2.88 | Agree 321 | Agree 3.14 | Agree 274 | Agree
Question#14 1 3 15 | Agree 356 | Stongly 33 | Agree 343 | Agree
agree
Question# 15 | 3.17 Agree 3.22 Agree 3.2 Agree 3.11 Agree
Question #16 | 4 z/.["derately 262 | Agree 269 | Agree 236 | Agree
isagree
Total 2.96 | Agree 3.23 | Agree 3.15 | Agree 3.05 | agree
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Table 6 shows that the four vicariates were able to implement the diocesan catechetical program in terms of
human resources because all their total weighted mean rating fall under the category of agree. Just like the aspect
of goals and objectives wherein all the four vicariates have a uniform highest weighted mean ratings when it
comes to question number 4 and lowest weighted mean ratings in question number 9, the researcher found out
that the four vicariates have the same question number as its highest and lowest weighted mean ratings. All the
four vicariates have question number 10 where they got their highest weighted mean ratings, question number 10
says: our parish priest spearheads teaching catechism especially through his homily. Except for the Vicariate of
Our Lady of the Pillar, the rest of the vicariates in this study got weighted mean ratings of above 3.50 which is
interpreted as strongly agree. It is inspiring to know that all the parish priests are making use of their homily as
venues to evangelize/catechize. This consistent passion of parish priests to catechize through homilies is parallel
to what the General Directory for Catechesis highlighted when it says that “the parish is also the usual place in
which the faith is born and in which it grows. It constitutes, therefore, a very adequate community space for the
realization of the ministry of the word at once as teaching, education and life experience” (GDC, #258).

Moreover, question number 16 which says: our parish sends some catechists to other parishes whenever they are
needed, happened to be the lowest weighted mean ratings for all the four vicariates, The Vicariate of Our Lady
of the Pillar even has a weighted mean rating of 2.24 which is interpreted as moderately disagree. Though these
words were explicitly contained in the DPP-E Primer, parishes in District I and District II are not yet ready to
send their catechists in other parishes to help. They do not have yet the luxury of lending their catechists in other
parishes because most of them do not even have enough number of catechists to cater to the catechetical needs of
their own parish. For instance, the St. Martin De Porres Parish in Bacoor Cavite has only three catechists at the
moment.

Table 7. Extent of Implementation in Terms of Physical Resources

District | District IIT
PHYSICAL Vicariate of Our Vicariate of Vicariate of Vicariate of Our
RESOURCES Lady Sto. Nino St. Francis Lady
(Survey Form Item | of the Pilar ' ' Of Assumption
Number) ) ) . .
Mea | Interpretati | Mea | Interpretatt | Mea | Interpretati | Mea | Interpretati
n on n on n on n on
Question # 1 2.31 Mo.deratel 297 | Agree 2.95 Agree 2.52 Agree
y disagree
Question # 6 337 | Agree 3.58 | Stongly |3 g | Agree 372 | Strongly
agree agree
Question # 7 335 | Agree 3.53 | Stongly | 359 | Agree 361 | Stongly
agree agree
Question # 22 2.62 | Agree 2.92 | Agree 2.88 | Agree 334 | Agree
Question # 15 3.17 | Agree 322 | Agree 32 Agree 3.11 | Agree
Question # 23 2.83 | Agree 2.99 | Agree 3.15 | Agree 3.03 Agree
Total 2.89 | Agree 3.2 Agree 3.09 | Agree 3.24 Agree

As shown in Table 7, the four vicariates were able to implement the diocesan catechetical program in terms of
physical resources. The Vicariate of Our Lady of the Pillar obtained a total weighted mean rating of 2.89 while
the Vicariate of Sto. Nino has a total weighted mean rating of 3.20. The two vicariates of District III which are
Vicariate of St. Francis and Vicariate of Our Lady of Assumption garnered total weighted mean ratings of 3.09
and 3.25 respectively. The total weighted mean ratings are interpreted as agree/implemented.

Question number 6, which says: our catechists make good use of the syllabus, module or lesson plan given by
the diocese in teaching catechism, became the highest for vicariates Our Lady of the Pillar, Sto, Nino and Our
Lady of Assumption with weighted mean ratings of 3.37, 3.58 and 3.72 respectively. The Vicariate of St. Francis
had question number 7 which had the highest weighted mean rating of 3.29 which is interpreted as agree.
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Question number 7 says: our parish-based catechists properly use the syllabus, module, or lesson plan in
teaching catechism to those who will receive the sacraments. One will easily see that both questions refer to the
conscious efforts of the catechists to use properly the syllabus, modules or lesson plans given to them. This is
one thing that inspired the person -in-charge to provide and distribute catechetical materials to the catechists.

Meanwhile, question number 1 which says: our parish catechetical office responds well to the needs of our
catechists, was the number where Vicariate of Our Lady if the Pillar and Vicariate of Our Lady of Assumption
got their lowest weighted mean ratings of 2.31 and 2.52 respectively. In fact, a weighted mean rating of 2.31 is
interpreted as moderately disagree while 2.52 was only a little over that interpretation. Interestingly, among the
many ministries and apostles that the DPP-E is pushing through, it is only in the ministry of the catechists where
it categorically requires a catechetical office in every parish; a definite room and person in-charge (DPPE, 2004).
Furthermore, the Congregation for the Clergy added that “Catechesis is so basic to the life of every particular
Church that no diocese can be without its own catechetical office” (GDC, #267). The researcher would like to
put on record that there are still some parishes in District I and III that do not have their catechetical office,
Moreover, among the 24 parishes in District I and III that the researcher had visited during data gathering, the
Holy Cross Parish in Tanza Proper had the best parish catechetical office which was spacious and well
ventilated, In fact they even have a mini kitchen at the second floor of their catechetical office where they do the
cooking every time they have formation meetings of the catechists.

For Vicariates of Sto. Nino and St. Francis, it was question number 22 which got their lowest weighted mean
ratings of 2.92 and 2.88 respectively. Question number 22 says: our catechists are provided with materials for
teaching like pentel pen, Manila paper, ect..... Although these weighted mean ratings (2.92 and 2.88) were both
interpreted as agree/implemented, however, the fact that this question became the lowest weighted mean ratings
of two vicariates is a cause for alarm because these materials are among the most basic needs of catechists in
performing their duties both in the school and in the parish.

Table 8. Extent of Implementation in Terms of Financial Resources

District | District II1
FINANCIAL . . . ..
RESOURCES Vicariate of Our Vicariate of Sto. Vicariate of St. Vicariate of Our
(Survey Form Item Lady of the Pilar Nino Francis Lady of Assumption
Number) Mea | Interpretati | Mea | Interpretati | Mea | Interpretati | Mea | Interpretati
n on n on n on n on
Question # 18 333 | Agree 357 | Strongly 324 | Agree 344 | Agree
agree
Question # 19 2.82 | Agree 3.12 | Agree 3.13 | Agree 3.16 | Agree
Question # 20 3.03 | Agree 3.08 | Agree 2.21 | Agree 3.18 | Agree
Question # 21 257 | Agree 2.4p | Moderately | 59 1 Agree 292 | Agree
disagree
Question # 24 2.62 | Agree 2.66 | Agree 292 | Agree 2.85 | Agree
Total 2.87 Agree 296 | Agree 3.06 | Agree 3.11 Agree

Table 8 shows that in general, the four vicariates were able to implement the diocesan catechetical program in
terms of financial resources. The Vicariate of Our Lady of the Pillar obtained a total weighted mean rating of
2.87 while the Vicariate of Sto. Nino obtained a total weighted mean rating of 2.96. The Vicariate of St. Francis
earned a total weighted mean rating of 3.06 and the Vicariate of Our Lady of Assumption which happened to get
the highest total weighted mean rating among the rest, obtained a total weighted mean rating of 3.11. All of these
weighted mean ratings were interpreted as agree/implemented.

Once more, all the four vicariates obtained their highest weighted mean ratings on the same question number 18
which says: funding has never been a hindrance for catechists to perform their duty both in the parish and in
school. The Vicariate of Sto. Nino even captured a weighted mean rating of 3.52 which is interpreted as strongly
agree. Moreover, this does not mean that the four vicariates were able to practically provide all the needs of the
catechists financially. It rather speaks more of the dedication of the catechists in doing their tasks in spite of the
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lack of financial support. In most of the researcher’s casual conversation with the catechists especially with the
coordinators, while he was doing this research, he found out that there were times that even their fare expenses in
going to the parish or public school where they teach, were coming form their own pockets. This interpretation
of the researcher on the true nature of question number 18 which says: funding has never been a hindrance for
catechists to perform their duty both in the parish and in school, as far as the catechists are concerned became
consistent with the rest of the weighted mean ratings obtained from the rest of the questions in financial
resources. In fact, the Vicariate of Our Lady of Assumption, which ironically captured the highest total weighted
mean rating, showed that its lowest mean rating came from question number 24 which says: the catechists in our
parish are provided with allowance. Likewise, the Vicariate of St. Francis obtained its lowest weighted mean
rating from question number 20 which says: our parish has adequate funding for transportation expenses of our
catechists. The Vicariates of Our Lady of the Pillar and Sto. Nino got their lowest mean rating from question
number 21 which says: each community in the parish is giving their financial share for the catechetical programs
in our parish.

It was unfortunate that the four vicariates cannot secure adequate support financially from their community
members while St. John Paul II identifies the family as the Church in miniature and as such it is a living image
and historical representation of the mystery of the Church. Besides, the researcher had repeatedly emphasized
that according to Catechesi Trandendae, the catechetical mandate of the Church is the responsibility of all the
members of the community and not only of the catechists and their pastors (CT, #16).

The researcher, having conducted to earlier researches with Vilog (2008 and 2010) on the extent of
implementation of the diocesan catechetical program in the Vicariate of Immaculate Conception, sees a
particular pattern in the data in terms of the financial resources of each vicariate in the diocese. Clearly, some
parishes are more financially stable than others. However, when all these parishes are group together according
to vicariate, the prevailing result is that funding is very much inadequate to satisfactorily finance the different
programs of the vicariate in the catechetical ministry. While there is much to celebrate and thankful about
knowing that the two Districts (I and III) have satisfactorily implemented the diocesan catechetical thrusts, the
financial status of the four vicariates is alarming. In fact, among all aspects in which this study try evaluate, the
financial resources obtained the lowest mean rating.

CONCLUSIONS AND IMPLICATIONS

From the aforementioned findings and discussions, the researcher was led to the following conclusions and its
implications on the diocesan catechetical program:
1. In terms of age, majority of the catechists of the four vicariates: Our Lady of the Pillar, Sto. Nino, St.
Francis and Our Lady of Assumption are in their middle age with a frequency of 178 compromising
55.1% of the 323 respondents. There were seven respondents who did not indicate their age. Since there
are a good number of the respondents, 114 of them whose age ranges from 61 and above, then there is a
great chance that majority of these 178 catechists who are middle aged are still more than willing to
continue to volunteer as catechists in their respective parishes.

2. In terms of gender, the bulk of the manpower of the four vicariates were females. Out of 323
respondents, 304 or 94.1% are women and there are only 19 or 5.7% are men. Although from
researcher’s readings, he has not encountered any single Church document that promotes women in
particular as priority to become catechists, however, it has been a trend in the Diocese of Imus that
majority of those who compromise the catechetical manpower are women (cf Reblora and Vilog, 2008
and 2010).

3. In terms of length of service, 55.7% or 180 respondents indicated that they have served in their
respective parishes from 1 to 10 years. There are 18 respondents who did not indicate their years of
service in their respective parishes. Table 4 showed that 100 out of 323 respondents or 31% of the
respondents have served their parish for 11-20 years. Hence, there is a greater probability that many
from those who said that they have served their parish from 1 to 10 years will still be active as
catechists for a couple of years from now.

4. On Goals and Objectives, the four vicariates in District I and III obtained a total weighted mean rating
of 3.07 which is interpreted as agree/implemented. Thus, all the four vicariates were able to implement
the goals and objectives of the diocesan catechetical program of the diocese in their respective area of
jurisdiction as indicated by the interpretation of its weighted mean rating which is agree/implemented.
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5. On Human Resources, the four vicariates obtained a total weighted mean score of 3.10, the numerical
value of which has an equivalent interpretation of agree/implemented. Thus, all the four vicariates were
able to implement the diocesan catechetical program of the diocese in their respective area of
jurisdiction in terms of human resources. All of the four vicariates obtained their highest weighted mean
score from question number 10 of the survey form questionnaire which says: our parish priests lead in
teaching catechism through their homilies. In fact, three out four vicariates obtained an equivalent
verbal interpretation of strongly agree. This reality points out that even if often times the number of
catechists cannot proportionally match the population of those to be catechized and evangelized,
priests/pastors of each parish are giving their remarkable share in furthering the tasks of catechetical
ministry through their homilies.

6. On Physical Resources, the four vicariates got a total weighted mean score of 3.11, the numerical value
of which has an equivalent interpretation of agree/implemented. Hence, all the four vicariates were able
to implement the diocesan catechetical program of the diocese in their respective area of jurisdiction in
terms of physical resources. However, the researcher would like to highlight that question number 1
which says: our parish catechetical office responds well to the needs of our catechists, was the number
where Vicariate of Our Lady of the Pillar and Vicariate of Our Lady of Assumption obtained the lowest
mean ratings of 2.31 and 2.52 respectively. Supposedly, catechetical office is one among the most basic
physical resources of every parish.

7. On Financial Resources, the total weighted mean score of the four vicariates is 3.0, the numerical value
of which has an equivalent verbal interpretation of agree/implemented. If one will compare all the total
weighted mean scores per area of assessment (goals and objectives, resources: human, physical and
financial), the financial aspect obtained the lowest weighted mean score. The statistically treated data is
clearly saying that the four vicariates have not done enough yet to address adequately and properly the
financial needs of the catechetical ministry. The catechetical program is moving forward usually
through the unquestionable generosity of their own catechists.

8. The researcher then concludes that District I and District III of the Diocese of Imus have satisfactorily
implemented the Diocesan Catechetical Program within their jurisdiction. As the Diocese of Imus
embarked to golden jubilee celebration of its foundation, there are indeed concrete signs that call for
this festive ambiance. One of them is the fact that only eight years after the promulgation of the
Diocesan Pastoral Priorities for Evangelization, manifestations of serious efforts of the diocese to
implement its acts and decrease are slowly getting clearer and more concrete.

RECOMMENDATIONS
Based on the results of the study, the researcher recommends the following:
Parochial Level:

1. Implement the recommendation of the DPP-E to establish a Catechetical Office in every parish. A
defined task should be spelled out for the Parish Catechetical Coordinator and the person who will be
in-charge of the catechetical office.

2. A budget has to be allotted for catechists’ allowance. Item number 24 of the questionnaire which is
about the provision on catechists’ allowance had the lowest weighted mean score on the financial
resources.

3. An enhanced recruitment program must encourage male parishioners to join the workforce of
catechetical ministry. Because the urgency to recruit more parishioners to become catechists is getting

higher year after year due to the rapid population growth in the province of Cavite.

4. A well-defined and organized program of activities of the catechetical apostolate for public schools and
parishes in order to arrive at a more definite recruitment of manpower should be designed.

5. A well-defined program to encourage parishioners and families to help financially in the catechetical
financial needs must be created.
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Diocesan Level:

1. A centralized program should be developed in the following areas:
A. Fund raising: A definite budget be allotted to catechists for compensation, fringe benefits,
allowances and training.

2. Training: To professionalize catechists, the diocese can coordinate with DLSU-D for the revival of the
BSE major in Religious Education Program or with Divine Word School of Theology in Tagaytay
which offers a two-year certificate program in theology. Establish a Catechetical Center in the diocese
where parishes can send their newly recruited catechists for catechetical trainings.

Researcher’s Level:

1. Since it was mentioned that different studies conducted on the extent of implementation of the diocesan
catechetical program are now completed covering all the Districts, vicariates and parishes of the
Diocese of Imus, all the data must be collated and come up with a comprehensive presentation.

2. A follow-up study of this kind must be done in the future to see clearly how the diocesan catechetical
program has improved.

3. A study on the factors that motivate parishioners to actively participate in catechetical ministry can be
conducted as well.
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APPENDICES
APPENDIX A. Location of the Study

DISTRICT I: Vicar General: Fr. George A. Morales
Vicariate of Sto. Nifio: Vicar Forane: Fr. Conrado N. Amon

Parishes Titular Priests

Aniban San Lorenzo Ruiz Conrado N. Amon
Palingping, Dionisio Vargas

San Nicholas/Bayanan The Holy Trinity Bermudez, Maximo B.

Molino Sto. Nifio de Molino Morales, George A.
Francis D. Frane

City Homes Subd. Our Lady of the Sacred Heart Pathiyakam, Ginu MSFS

Addas Subdivision Nuestra Sra. Dela Paz Y Sapin, Percival L.

Buenviaje

Soldier’s Hills Our Lady of Fatima Bugayong, Efren M.

Queen’s Row Our Lady Queen of Peace Roxas, Antonio A.
Andres, Doroteo S.
Colmenar, emmanuel

Vicariate of Our Lady of the Pillar: Vicar Forane: Fr. Geoffrey E. Ebalobo

Parishes Titular Priests

Andrea St. Martin de Porres Santos, Orlando R.

Perpetual Village VII Our Mother of Perpetual Help Villanueva, Teodoro B.

Imus Cathedral Our Lady of the Pillar Valero, Allan C.; Gomez, Elorde T.
Ilano, Ronel D.; Ranola, Adrian Nicolas

Anabu Our Lady of Fatima Santiago, Teodorico D.

Bucandala Immaculate Heart of Mary De Leon, Paul D.

Malagasang I1 Mary Mother of God Ebalobo, Geoffrey E.

Buhay na Tubig St. James the Greater Honrada, Lordencio D.

DISTRICT III: Vicar General: Fr. Inocencio B. Pobrete Jr.
Vicariate of Our Lady of Assumption: Vicar Forane: Fr. Alain P. Manalo

Parishes Titular Priests

Magallanes Nuestra Sra. De Guia Manalo, Alain P.
Maragondon Our Lady of the Assumption De Castro, Lino N.
Ternate Sto. Niflo de Ternate De Castro, Benito D.
San Roque, Naic San Isidro Labrador Jimenez, Orlando A.
Bancaan, Naic Sto. Nifio de Bancaan Tagulao, Monico E.
Naic Proper Immaculate Conception Mendoza, Virgilio S.
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Vicariate of St. Francis: Vicar Forane: Fr. Ariel M. Lisama

Parishes Titular Priests
Trece Martires City St. Jude Thaddeus Gacelo, Bernardo 1.
Pangilinan, Maximo S.
Tanza Proper Holy Cross Lumandas, Calixto C.
Borabo, Christian B.
Amaya, Tanza Our Lady of the Holy Rosary Dendiego, Eleomer G.
Julugan, Tanza The Resurrection Bagos, Leonardo R.
Gen. Trias Proper St. Francis of Assisi Poblete, Inocencio Jr., B.
Conception, Miguel III R.
Pasong Camachile The Annunciation Sumague, Claro P.
Francisco, Benjamin A.
Manggahan St. Vincent Ferrer Lisama, Ariel M.
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APPENDIX B. Copy of the Survey Form Questionnaire

NAME :

CIVIL STATUS :

RESPONDENT’S BASIC PROFILE

The Online Journal of New Horizons in Education - October 2016

Volume 6, Issue 4

Surname First Name

GENDER :

Middle Name

DATE OF BIRTH :

NAME OF HUSBAND / WIFE :
ADDRESS :

TEL. # C.P. #

PARISH:

YEARS OF SERVICE IN THE PARISH :

Parochial Catechetical Program’s Assessment

(Based in the DPPE’s Programs under the Ministry on Catechesis)

Please encircle the number of your choice that honestly indicate the extent of implementation of the Diocesan
Catechetical Programs in your parish using the following scale:

AN

10.
11.

12.
13.

14.
15.

16.
17.
18.

19.

www.tojned.net

4 — Strongly Agree

3 — Agree
2 — Moderately Disagree
1 — Disagree

Our parish catechetical office responds well to the needs of our
catechists

Our parish actively recruits for more catechists to join the ministry

Our parish has a system of screening in choosing catechists

Our parish has an adequate formation program for our catechists

Our parish has regular or yearly evaluation of our catechists

Our catechists make good use of the syllabus, module or lesson plan 4
diocese in teaching catechism classes

Our parish-based catechists properly use the syllabus, module, or lesson4
catechism to those who will receive the sacraments

The syllabi, modules or lesson plans being used by our catechists are 4
contextualized within Cavite culture

Each family especially parents are involved in catechetical

activities in our parish

Our parish priest spearheads teaching catechism especially through his 4
The different parish organizations are also involved in catechetical
activities in our parish

The catechists in our parish have good relationship with each other

The recruitment program of our parish to have more catechists

effective

Relationship among our catechists is okay

Our catechetical office is managed well by the people in-charge
catechists

Our parish sends some catechists to other parishes whenever they are 4

Our parish has an effective means of getting funding for the catechetical
activities and programs

Funding has never been a hindrance for catechists to perform 4
the parish and in school

There is an adequate funding for the necessary formation

program of our catechists

Copyright © The Online Journal of New Horizons in Education
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3 2 1
3 2 1
3 2 1
3 2 1
3 2 1
1 given by the

1 plan in teaching

1 basically

3 2 1
1 homily
3 2 1
3 2 1
3 2 1is
4 3 2 1
3 2 1ofthe
1 needed
3 2 1

1 their duty both in

3 2 1

16



T ':QJ N E D The Online Journal of New Horizons in Education - October 2016 Volume 6, Issue 4

THE ONLINE JOI

URMAL

OF NEW HORIZONS IN EDUCATION

20.
21.
22.
23.

24.
25.

Our parish has adequate funding for transportation expenses of our 4 3 2 1
catechists

Each community in the parish is giving their financial share for the 4 3 2 1
catechetical programs in our parish

Our catechists are provided with materials for teaching like 4 3 2 1 pentel

pen, Manila paper, ect....

There is enough budget for the uniform of the catechists in our parish 4 3 2 1
The catechists in our parish are provided with allowance
Our parish responds well to different catechetical programs which 4 3 2 1mustbe
implemented within two years

N
w
)
—_
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Abstract: One hundred and fifteen teacher candidates completed an online survey for
this evaluation study from 2013-2015. Teacher educators were also interviewed to
shared their experiences and insights of using iPads in their courses. Teacher candidates
and faculty in the study had an overall positive experience of using iPads and they were
willing to share their feedback to improve the implementation of iPads in the School of
Education. Findings from the study have been used to inform the School of Education to
revise its policy and plans for further implementation of iPads in its teacher education
programs.

Keywords: evaluation, iPads, teacher education

INTRODUCTION

Mobile technologies including iPads have become pervasive in the United States. iPads are being used in more
and more PreK-12 classrooms (Murray & Olcese, 2011; Riley, 2013). There is also an increasing trend in using
mobile devices such as iPads in teacher education programs. Implementation of iPads was primarily reported as
being beneficial. At the same time challenges were also reported (Baran, 2014). In addition, there has been a lack
of research studies on and evaluation methodologies as well as learning theories of mobile learning (Levene &
Seabury, 2015).

In order to prepare teacher candidates to best utilize mobile technologies in their future teaching practice, the
School of Education in a Midwestern private university in the United States acquired two carts of 40 iPad minis
in the summer of 2013 for faculty to check out and use during class time. A faculty study group was formed to
identify apps needed for different teacher education programs in the School of Education. All iPad minis were
preloaded with apps recommended by the faculty study group. A training workshop for faculty was conducted to
kick start the iPad initiative. An evaluation study was planned to measure the impact of using iPads by teacher
candidates and faculty. By the end of the fall semesters of 2013, 2014, and 2015, teacher candidates were called
to complete an online evaluation survey. Faculty members were interviewed on their experience and insights of
using iPads in their classes, too. Findings from this evaluation study will contribute to the understanding of how
iPads impact teacher candidates’ preparation of using mobile technologies for teaching and learning.

LITERATURE REVIEW

Mobile Devices as a Useful Learning Tool in Teacher Education

Wu, Kao, and Lin (2012) stated that mobile learnings engage learners in educational activities and use mobile
devices for access and communication through wireless technology. They reviewed research studies on mobile
learning published between 2000-2010 in a meta-analysis and summarized two directions of research: evaluation
of the effectiveness of mobile learning, and design of the mobile learning systems.

Geist (2011) conducted one of the early studies on using iPads in teacher education to examine the practicality
and efficiency of the technology. Results of the study indicate that the use of iPads changed teacher education
students’ interaction with their class and the instructor, and added convenience of using iBooks and e-books,

Kearney & Mabher (2013) studied pre-service elementary math teachers’ use of iPads in professional learning
activities, such as math-specific activities and more generic organizational, communication and reflective
activities. They found participants used iPads to mediate and enhance their professional learning. Pre-service
math teachers in the study were able to use iPads to increase their productivity and ability to capture evidence of
their learning, too. In addition, participating pre-service teachers developed their knowledge of using technology
to support their teaching of math from using iPads.

Mourlam and Montgomery (2015) reported a year-long 1:1 iPad initiative for elementary education teacher
candidates where 22 teacher candidates were each given an iPad to use in their coursework and field experience
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following the Diffusion of Innovations framework (Rogers, 2003). They found that teacher candidates’ teaching
philosophy impacted their use of iPads. Some candidates changed their instructional approach to technology
while some did not. Their findings suggested that “learning how to effectively integrate technology in an
intellectual way is part of a developmental process that takes time, much longer than one academic year” (p.114).
Teacher candidates need continuous support of faculty facilitation and critical self-examination of their
pedagogical approach and philosophical stance as an educator in order to achieve effective adoption of iPads in
their teaching practices.

Bryne-Daviss and other researchers (2015) reported findings from a large-scale (n=443) survey study of UK-
based medical students using iPads for studying and clinic experiences. They found students were positive about
the impact of using iPads on their learning. Their findings confirmed previous studies that college students as
“digital natives” vary in their perception and use of iPad as a new technology for learning, and many are not
capable and motivated in terms of adopting new technology for learning.

Evaluation Studies Contribute to Research on Mobile Learning

Levene and Seabury (2015) called for evaluation of mobile learning to inform decisions for determining the
effectiveness and continuation of mobile learning. They outlined three themes in evaluation research on mobile
learning: 1) student achievement comparison, 2) usability, and 3) student attitudes/perceptions. They also
recommended instructional designers to focus on using the themes in evaluation of mobile learning research to
inform design.

In Jackson, Brummel, and Pollet’s (2013) study of evaluating interactive tabletops in elementary math education,
they collected both self-reported data and performance data of grades and benchmark scores to examine the
effectiveness of using interactive tabletops (pads) for computer-supported collaborative learning of math. Their
findings indicated that elementary math education students generally demonstrated increases in their math
performance and the mobile technology of interactive laptops could be an effective instructional aide and
promising tool for effectively learning math.

Haydon and colleagues (2012) compared math performance of students with emotional disturbance using iPads
and worksheets and found students had noticeable increases in the number of correct answer to math problems
per minute using iPads than using worksheets. They believed the immediate feedback provided by iPads
contributed to student engagement and performance increases. Students and the teacher also responded
positively to the use of iPads.

Hargis, Cavanaugh, Kamili and Soto’s (2014) examined faculty perception of the early (first month)
effectiveness of implementing an iPad initiative in United Arab Emirates (UAE) using the strengths, weakness,
opportunities, and threats (SWOT) framework. They conducted a case study through interviewing four teachers,
utilized an adapted Faculty Attitudes Towards Technology-Supported Learning Environment (FATTSLE)
survey and collected feedbacks from iPad lead faculty to triangulate their findings. Faculty perceived strength
appeared to outweigh perceived threats of implementing iPads.

This study aimed to evaluate the effectiveness of teacher candidates’ use of iPads. Teacher candidates were
asked to report on the benefits and challenges of using iPads in their courses. Teacher educators were also
interviewed on their insights of using iPads in teacher education. The findings of this evaluation study have been
used to improve the iPad initiative and modify how the School of Education implement and manage the iPad
technology.

METHOD
Evaluation Research
Patton (2002) described evaluation research as a form of applied research when conducing “systematically and
empirically through careful data collection and thoughtful analysis” (p.10). The purpose of evaluation research is
to “inform action, enhance decision making, and apply knowledge to solve human and societal problems™ (p.12).
Some researchers tend to believe evaluation studies are usually conducted to inform practice within specific
situations instead of contributing to knowledge and theory and illuminating social concerns by traditional
research studies. However, Pinch (2009) call for researchers and practitioners to change their view of the
distinctions between evaluation and research with less rigidity and great nuance and start seeing evaluation as
“where the margins of research and practice have the potential to intersect with greatest ease” (p392).
“[E]valuation often attempts to assess the effectiveness of a program or service. On a more specific
level, evaluation can be used to support accreditation reviews, needs assessments, new projects,
personnel reviews, conflict resolution, and professional compliance reports” (Powell, 2006, p.105).
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Data collection options and strategies for evaluation studies depend on the answer to the questions of “(1) Who is
the information for, and who will use the findings of the evaluation? (2) What kinds of information are needed?
(3) How is the information to be used? For what purposes? (4) When is the information needed? (5) What
resources are available to conduct the evaluation?” (Rutman, 1984, p34). The challenge of evaluation studies is
to communicate the findings to policy-makers and use the information in decision making.

This evaluation study utilized a mix-method data collection and analysis method. Faculty members who checked
out and used iPads in their classes were contacted at the end of the fall semester of 2013, 2014 and 2015. After
obtaining faculty’s permission, a short in-class presentation was conducted or an email message was sent to
teacher candidates in that class to call for participation. During the short in-class presentation, iPads with the
online survey were passed to students for them to complete the survey on site. The link to online survey was
included in the email message if an email message was sent to teacher candidates. Faculty members were called
to participate in a semi-structured interview in person or via email. All faculty interviews in fall 2013 were
conducted in person. The interviews were recorded and transcribed. In the second round of the evaluation study
in fall 2014 and 2015, interview questions were sent to faculty members through email. Their responses to the
interview questions were also collected through email.

Participants

Fifty-six teacher candidates from fall 2013, 29 from fall 2014 and 30 from fall 2015 completed the online
evaluation survey. Among the total of 115 participants, the majority were juniors and seniors (see Table 1).
Participants were from different teacher education programs including early childhood education, elementary
education, middle school mathematics education, middle school social studies education, English as a Second
Language education, music education, Spanish education, and physical and health education. The 10 graduate
student participants were all from fall 2013.

Table 1: Participants

Level n %
Sophomore 7 6
Junior 31 27
Senior 67 58

Graduate Student 10 9
Total 115 (100

Evaluation Survey

The evaluation survey was created based on the review of literature and research studies. The survey was posted
online and contained questions on teacher candidates’ experience of using iPads in their courses and their
insights of the impact of using iPads on their learning (see Appendix A). When collecting data, the researcher
went to different teacher education classes for students to fill out the survey on iPads and also sent the link to
teacher candidates for them to complete the survey online. Survey data were analyzed quantitatively and
qualitatively.

Faculty Interview

Faculty who checked out iPads were asked to reflect on their experience and observation of using iPads in their
classes and their suggestions for improvement (see Appendix B). Five faculty members participated in the fall
semester of 2013, four in fall 2014 and three in fall 2015. The three faculty participants in fall 2015 were the
same from fall 2013 and 2014. Faculty members were interviewed face-to-face in fall 2013 and via email in
2014 and 2015. Face-to-face interviews were recorded and transcribed.

Procedures

The call for participation was send out at the end of the fall semester of 2013, 2014 and 2015. Teacher
candidates were either presented with an iPad with the link to the survey for them to complete in class or sent the
link to the survey for them to complete online. Faculty interviews were conducted at the end of fall 2013 and
2014. Survey and interviews were analyzed right after data were collected. Findings based on the results of data
were used to modify the policy and practice of managing and using iPads in the School of Education.
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RESULTS

Results from Analysis of Survey Data

Teacher candidates reported using iPads in a variety of education courses from core courses to methods courses.
Ten graduate students responded based on their experiences of using iPads in an instructional media and
technology course. A one-way ANOVA was conducted to compare survey responses among the three different
semesters of evaluation: fall 2013, fall 2014, and fall 2015. No significant difference was detected in any of the
items, indicating teacher candidates from 2013 to 2015 held similar perspectives towards using iPads in their
classes. Teacher candidates were also grouped based on their grade levels (groups of sophomore and juniors
versus seniors and graduate students) in order to compare difference of their perspectives using independent
sample t-tests. No significant differences were found between the groups. Therefore, their perspectives were
reported collectively.

Overall teacher candidates reported a positive overall experience of using iPads (Mean=4.25 on a scare of 1-5
with 1 represents “Very Negative,” 2 “Somewhat Negative,” 3 “Neutral,” 4 “Somewhat Positive”, and 5 “Very
Positive”). It was common for teacher candidates to have already used mobile devices like an iPad or smart
phone before the semester when they used iPads in their classes. Participants rated their experiences based on a
S-poiont Likert scale: 1. Strong Disagree, 2. Disagree, 3. Neutral, 4. Agree, 5. Strongly Agree. They rated their
instructor’s modeling of effective usage of iPads in class high (Mean=4.26). Participating teacher candidates
agreed that the use of iPads helped them gain more knowledge and skills of multimedia (Mean=4.17) and the use
of iPads engaged students of different learning styles (Mean=4.14). They reported that they would like more
opportunities to use mobile devices like iPads in classes (Mean=4.13). They also agreed that iPads facilitated
multiple learning activities (Mean=4.11) and made them more confident in using mobile devices for learning
(Mean=4.08) (See Figure 1).

My instructor modeled effective use of iPads in dass.
The use of iPads helped me gain more knowledge and...
The use of iPads helped to engage students of different...

would like to have more opportunities to use mobile..

The use of iPads facilitated multiple learning activities.

The use of iPads made me more confidentin using._.. G

4.00 4.05 410 415 4.20 4.25 4.30

Figure 1: Highly rated responses in the evaluation survey

Two questions were worded negatively: The use of iPad distracted me from learning; The use of iPads added
unnecessary complexity to accomplish learning activities. These two questions were reversely coded for analysis.
The items in the evaluation survey received lowest rating from teacher candidates were: 1) The use of iPads
helped me connect with the instructor (Mean=3.19); 2) The use of iPad added convenience in completing course
assignment (Mean=3.23); 3) The use of iPads added unnecessary complexity to accomplish learning activities
(Mean=3.23, reversed); and 4) The use of iPads helped me connect with classmates (Mean=3.25) (See Figure 2).

The use of iPads helped me connect with the instructor.

The use of iPads added convenience in completing
COUTSE assigniments.

The use of iPads added unnecessary complexity to
accomplish leaming activities.

The use of iPads helped me connect with classmates.

3

[

6 317 318 31% 32 321 322 333 324 3135

Figure 2: Low Rating Items in the Evaluation Survey

Teacher candidates also reported what they liked the most and the least when using iPads in classes. Their
responses were analyzed based on the frequency of occurrences. They viewed the variety of apps for them to
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complete different learning tasks as their favorite (85%). The other top-rated items of what they liked include:
portability (83%), ease of access to the Internet (59%), ease of use (58%), and easy recording of images, audio
and video (50%). On the other hand, what they liked the least about iPads included: It is too hard to type on the
screen (55%); I cannot take it out of class (32%); It distracts me from learning in class (25%); It takes too long
for the apps to load (22%); The screen is too small (21%) (See Figure 3).

100

80 -
60 -
40 -
20 A
0 A T T T T T

Variety of Portabiltiy Ease of Ease of Easy It
apps to access to use recording h
-an complete the of i

50 WY B
o fa ut m m toolong

the Internet audio and class. apps to
-60 different video SCTEETI. toad:
tasks

Figure 3: What Teacher Candidates Liked the Most (positive numbers) and the Least (negative numbers)

Results from Analysis of Interview Data

Five faculty members in fall 2013, four in fall 2014 and three in fall 2015 participated in the interviews for their
feedback on the impact of using iPads in their classes. The three faculty participants in fall 2015 were the same
from both fall 2013 and fall 2014. One faculty (Professor A) checked out iPads regularly once or twice a week
throughout the semesters.

In the first semester when iPads were implemented, all of the five faculty participants rated their experience of
using iPads as good (n=3) or excellent (n=2). Faculty reported using a variety of features and apps, such as
camera, Educreation, NearPod, Haiku Deck, EverNote, Popplet, Notability, KidDoodle, StarFall, StoryKit,
Brotanica Books, Storia, and so on. One faculty member (Professor A) checked out iPads weekly and used them
regularly for teacher candidates to create word webs, take notes and create presentations. All other faculty
checked out iPads for a few times to arrange class activities. They mainly used iPads for teacher candidates to
explore apps and activities that they may engage students in teaching. One of them used iPads as an option for
teacher candidates to design stations for her elementary methods class and the other used iPads to engage teacher
candidates in interactive presentation as an alternative to PowerPoint for her lectures.

From the first semester of fall 2013, faculty reported challenges such as limited time in class for using iPads,
slow internet connection, slow loading and updating time for some apps. All participating faculty expressed their
desire to go beyond exploration for future use of iPads in their classes, but also voiced concerns of the limited
time in class to go beyond exploration:
“...it would be nice if student were able to have access to the iPads to really do some lesson
building or planning as a tool. When it is limited to the time in class, [anything] beyond
exploration is difficult.” (Professor B)
“We still need time for exploring. But perhaps the next time around I will give the specific
assignments in class, specific tasks to accomplish if we cannot check them out still.” (Professor E)

In the second year of evaluating the impact of using iPads, faculty members responded to the interview questions
through email. Three of them participated in 2013’s evaluation. Their overall rated experience of using iPads
ranged from “So so” (n=1), “Good” (n=2), to “Excellent” (n=1). Two faculty members reported to continue with
exploration of iPads but more specifically focused on a certain topic, for example, exploration of reading support
for struggling students as one activity in the reading methods class. Faculty also reported more specific learning
activities beyond exploration, for example:
“Created short video and audio recordings for plans, projects, and role-plays- such as Audacity,
Garageband, and iMovie. Created scaffolding tools for concepts using different applications for
various learning styles and strategies- such as Mindmap, Skitch, Drawing tools. Utilized note-
taking applications and presentation applications weekly- such as Notability, Evernote, and Haiku
Deck, Google Drive, etc.” (Professor A)
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Limited time for using iPads in class was also reported as a challenge by faculty in the second year of evaluation:

“I learned I must be very intentional with plans, with time, and with ways to transport them to
class--even when I have multiple materials to carry to class. I learned I need to provide explicit
instruction in addition to exploration. I wish there was a way for students to complete assignments
on them [outside of class].” (Professor E)
“we had to use during class time, but students could not check out or continue use for learning. So
everything we created was simple and needed to be done in a short time frame or developed over
class time for several weeks- I had to scale back 1-2 assignments in complexity because of this.”
(Professor A)

In addition, faculty voiced the need for teacher candidates to have more access to iPads in order to practice

creating learning activities and a supportive learning environment:

“Many are still unfamiliar with management of tablet or pad as a teacher, even if they have
device themselves. For example, even those with devices don’t necessarily have familiarity with
educational apps.” (Professor A)

DISCUSSION AND IMPLEMENTATION FOR CHANGE

Findings from teacher candidates’ responses to the evaluation survey and faculty interviews indicated teacher
candidates and faculty had an overall positive experience of using iPads in different teacher education courses.
They enjoyed the variety of apps available for completing different learning activities, great portability, ease of
use, and easy recording of images, audio, and video by using iPads. The use of iPads helped them gain more
knowledge and skills of multimedia and made them more confident in using mobile devices for learning.
Teacher candidates rated their instructor’s modeling of effective use of iPads high in their responses. On the
other hand, faculty members were reflecting on their curriculum as they implemented iPads in their classes
(Rosenthal & Eliason, 2015) and seeking ways to incorporate iPads for effective teaching and learning practices.

This evaluation study supports other research studies on teacher candidates’ recognition of the benefits of using
iPads (Baran, 2014; Geist, 2011; Oz, 2015). It confirms the need to grant teacher candidates’ continuous access
to iPads in order for them to be able to use iPads as an effective tool for teaching and learning. In addition, the
findings provide evidence for the School of Education to move forward with its programmatic decisions on
integrating iPads in teacher preparation programs. Geist (2011) found that mobile devices such as iPads could be
integrated into classroom instruction easily. However, the attitudes and pedagogical ideas of the teachers need to
change in order to accommodate and meet students’ needs. Teacher educators need continuous training in order
to adopt iPads as an effective tool in classrooms.

One of the disadvantages reported from Fall 2013 was the limited access to and time of using iPads during class.
Based on the findings from this evaluation study, the School of Education started to allow teacher candidates to
check out iPads for classes and field experiences in order to provide them with sufficient access and time to
complete more complex learning activities beyond class time. However, very few teacher candidates checked out
iPad outside of their class time.

Findings from this evaluation study also indicated the need for continuous training and sharing to help faculty
effectively incorporate iPads in their classes to go beyond exploration. After the initial faculty workshop on
using iPads, limited professional development was provided at faculty meetings such as faculty demonstrations
and sharing of how to use iPads in their classes. More comprehensive professional development is needed (Herro,
Kiger, & Owens, 2013) to ensure faculty to continue their modeling of effective use of iPads for teacher
candidates, especially on how to use iPads to expand student-student connection and student-teacher connection
for learning. The School of Education also used findings from this evaluation study to revise the list of
preloading apps on all iPad minis for each academic year.

CONCLUSIONS

As a type of applied research instead of a basic or theoretical research, evaluation research is usually treated as a
research method for finding out information as the evidence for changes in policy and practice. Findings from
this study have been use to implement changes in the policy of managing iPads at the School of Education and
practices, which fulfilled the purpose of evaluation studies.

During the three years of implementation of iPads in the School of Education, faculty who regularly used iPads
in their classes made iPads an integrated part of their curriculum. Faculty who did not check out iPads or only
checked out once or twice a semester remained as the majority in the School of Education. This contrast of the
positive experience by teacher candidates as reported in the survey and teacher educators’ reluctance of using
iPads calls for further action to bridge the gap.
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In addition, this evaluation study had a small sample size and localized procedures for limited generalization.
The researcher would call for continuous efforts for more evaluation studies on the impact of using iPads in
teacher education, including both teacher candidates’ self-reported data and other empirical data such as
observation of their use of the iPads and artifacts such as lesson plans and reflections. In addition, more
evaluation studies at different scales beyond one teacher education institution are also needed in order to provide
more evidences and information to assist policy makers to make, modify and implement changes of the effective
ways of managing and implementing mobile devices in teacher education.
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APPENDIX A: Teacher Candidate Survey Questions

Questions 1-5 uses the Likert scale: 1. Strong Disagree, 2. Disagree, 3. Neutral, 4. Agree, 5. Strongly Agree
I had used mobile devices like an iPad or smart phone before this semester.

My instructor modeled effective use of iPads in class.

I would like to have more opportunities to use mobile devices like iPads in classes.

I plan to use mobile devices like iPads in my future classroom.

The use of iPads:

DR

Made me more confident in using mobile devices for learning
Enriched my learning experience

Engaged me more in class

Encouraged my active participation in class activities
Distracted me from learning

Increased my excitement to learn

Facilitated multiple learning activities

Added convenience in completing course assignments

Added unnecessary complexity to accomplish learning activities
Promoted discussion in class

Helped me connect with classmates
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6.

7.

e Helped me connect with the instructor
e Helped me better understand course materials
e Helped me develop a more positive attitude towards using mobile devices like iPads in my future
classroom
e Helped me gain more knowledge and skills of multimedia
e Helped to engage students of different learning styles (e.g. visual, auditory, kinesthetic) in class
Which of the following do you like the most about iPads:
Ease of use
Portability
Pleasure of use
Easy access to Internet
Variety of apps for different asks
Display of audio and video materials
Easy recording of images, audio and video
Easy sharing of my work with others
Usefulness in completing learning tasks
Which of the following do you like the least about iPads:
The screen is too small.
It is too confusing to use it.
It takes too long for the apps to load.
Apps do not work properly.
It is too hard to type on the screen.
I cannot take it out of class.
It distracts me from learning in class.

OoOoOoOoOoOoood

OooOooooad

Question 8-13 are open-ended questions:

8.
9.

10.
11.
12.
13.

Please describe your most favorite iPad activity in class:

Please describe your least favorite iPad activity in class:

In what way do you feel the use of iPads helped your learning this semester?
In what way do you feel the use of iPads did not help your learning at all?
What suggestions do you have for using iPads in class?

What other comments do you have regarding the iPad Lab?

APPENDIX B: Faculty Interview Questions

1.

XA AW

9.
10.

How often have you used iPads from the iPad lab this semester?

How would you rate your overall experience with using iPads in your class this semester? Please explain
your answer.

What activities have you done with iPads in your class(es)?

What apps have you been using the most in your class(es)?

What activities do you find most effective with using iPads in your class(es)?

What are your students’ reaction to the use of iPads as your have noticed?

What have you learned from using iPads this semester that you will carry on to next semester?

What changes are you planning to make in the ways that you would use iPads in your class(es) next
semester?

What challenges and/or frustrations have you encountered when using iPad this semester?

What suggestions do you have for the university and department to manage the iPads and apps?
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Abstract :Educators responded to the Principals and Inclusion Survey, measuring the
experiences, training, attitudes of educators toward inclusion, and beliefs about the most
appropriate placement of students with disabilities. Results revealed that the educators
held a positive view of the inclusion model. However, the educators did not believe that
general education should be modified to meet the needs of all students. The educators
indicated that they believed that most of their students with disabilities could be served
appropriately from regular classroom instruction and the resource room. The more
positive the educators’ inclusive attitude was, the less restrictive the learning
environment was seen as most appropriate for specific learning disabilities, EBD,
speech/language impairment, and autism/pervasive development disorder. Significant
correlations were found between their attitude toward inclusion and the number of
special education training courses taken, formal field-based training, and number of
years of full-time special education teaching experience.

Keywords: attitude, inclusion, special education, experience, training, Principals and
Inclusion Survey

A multitude of educational research studies have been guided by the theory of planned behavior
framework, which proposes that behavior stems from attitudes (Ajzen, 2011). In the context of inclusive
programs, the theory would suggest that the successful implementation of inclusive practices would be
dependent upon educators’ inherent belief that inclusion is a worthwhile endeavor. For administrators, this
means that their dispositions toward inclusion may affect their inclusive policies and resource allocation. In the
case of general education teachers, their perceptions regarding their role and responsibilities for their students
with disabilities may affect both the quality and quantity of their interactions with them. Research findings have
long correlated teachers’ beliefs with their classroom behaviors (Babad, Inbar & Rosenthal, 1982; Good &
Brophy, 1972) and teachers’ expectations with student achievement (Conn, Edwards & Rosenthal, 1968). This
paper will examine current research findings of educators’ attitude toward inclusion.

Teachers’ Views on Inclusion

While a great deal of research over the past decade has concentrated on principals’ attitudes toward
inclusion, very few studies have been conducted on teachers’ perspectives. Principals’ perspectives are important
to evaluate, however, the examination of teachers’ perspectives is also critical. After all, it is the general
education teacher who interacts with inclusive students on a daily basis. Their subconsciously held dispositions
may inadvertently guide the number of and quality of instructional accommodations and interactions provided
for their students, in addition to the expectations placed upon them.

Just before full inclusion was implemented in a large Southeastern U.S. school district, a study of
teachers’ dispositions toward inclusion found that while the majority of teachers were willing to make
accommodations for their students with special needs, their overall belief in those students to master the general
course curriculum was deficient (Santoli, Sachs, Romey & McClurg, 2008). In other words, the teachers in the
study were willing to go through the required motions of inclusive practice, but had already set the bar low for
their inclusive students’ achievement. Their low expectations could have serious implications for the success of
their inclusive students.

Several studies have indicated that the way teachers regard their individual students consistently falls
within one of the following categories: attachment, concern, indifference, or rejection (Cook, Tankersley, Cook
& Landrum, 2000; Good & Brophy, 1972). Attachment students are typically high-achievers, behave
appropriately, and demand little of their teacher’s time, whereas concern students tend to be low-achieving but
are recipients of a great deal of attention by the teacher. While attachment students are preferential, teachers
generally don’t call on or interact with them more often; they are seen as conforming and are often held up as
models to classmates. Conversely, teachers tend to initiate contact frequently and give praise to their concern
students. Students regarded with indifference generally avoid teacher attention and receive the same in return
and, in that same vein, rejection students are those for whom the teacher has given up hope of success. Students
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in the rejection category could often “do nothing right” and are frequently publicly criticized. Research suggests
that teachers may regard their inclusive students more often with concern and rejection rather than attachment.
These findings corroborate the theory that a teacher’s attitude toward a student will translate into intentional
behaviors or, as in the case of the rejection and indifference regarded students, intentional non-behaviors.

Measuring beliefs. In the 90’s, a scale was developed for measuring the attitudes and beliefs of
educators about inclusion students (Stanovich & Jordan, 1998). Views at one end of the scale are described as
pathognomonic (PATH), meaning that learning or behavior issues are perceived as occurring within the student
and impenetrable. At the other end of the continuum are interventionist (INT) views, where learning issues are
believed to be a result of the interaction between the student and their instructional environment. Results of one
study (Jordan & Stanovich, 2001) indicated that teachers with INT views tended to engage their exceptional and
at-risk (EX/AR) students more often in one-on-one exchanges than their typically achieving (TA) students;
however, the TA students of the INT and MID (middle range of the attitude scale) teachers received significantly
more instructional opportunities than students of teachers who believed that learning difficulties were beyond the
teacher’s scope (Jordan & Stanovich, 2001). A significant positive correlation was found between INT teachers
and their students’ self-concept scores: total scale score (p < 0.01), and anxiety (p < 0.001), popularity (p <
0.001), and happiness (p < 0.05) subscales.

Another study found that teacher dispositions regarding their roles and responsibilities for teaching their
EX/AR students positively correlated with the number of academic interactions with those students (Jordan,
Lindsay & Stanovich, 1997). Teachers with interventionist views of inclusion tended to have more academic
(i.e., content-related) interactions at higher cognitive levels with their EX/AR students than teachers with PATH
views.

Roles of Administrators

Teachers’ classroom performance has been linked to their administrators’ dispositions. A significant
positive correlation (p < 0.01) was found between principals’ views and teachers’ effective instructional
practices (Stanovich & Jordan, 1998). Conversely, a later study found that principals’ expectations seemingly
had no influence on teachers’ instructional behavior in their classrooms (Kuyini & Desai, 2007). Further research
must be performed in order to determine whether principals’ views impact teachers’ instructional practices.
Regardless of these contrary findings, school leaders are responsible for developing their school’s inclusive
program and procedures, as well as the allocation of time and resources. Therefore, it is plausible to assume that
their attitudes toward inclusion are vital to the success of inclusion practices and their overall school program
(Ball & Green, 2014).

In a recent study, a significant negative correlation between the training and experience of school
leaders and their attitudes toward inclusion (p = 0.005) was found (Ball & Green, 2014). The more training and
experience that principals had, the more negative their attitudes tended to be toward inclusion. Researchers
hypothesized that the reason for the negative correlation may lie within the quality of principals’ experience and
training, instead of the quantity.

In 2003, a significant positive correlation was found between principals’ attitudes and inclusiveness (p
< 0.05) (Praisner, 2003). The results suggest that principals who hold positive dispositions of inclusion are more
inclined to place students with disabilities in more inclusive learning environments. Significant positive
correlations were also found between principals’ attitudes and their number of years of experience, number of
special education classes/workshops attended, and in-service hours (p < 0.05). A later study found that principals
who are more knowledgeable about inclusion tended to provide additional provisions for inclusion in their
school (Kuyini & Desai, 2007).

Although at times contradictory, prior research has suggested the following correlations: between
principals’ attitudes and inclusive placements; between general education teachers’ attitudes toward students
with disabilities and their in-class behavior; and between teachers’ attitudes and students’ self-concept. Because
educators’ attitudes toward inclusion may influence their decisions or behavior, it is important to continue
studying these relationships.

Current Study

As mandated by the Individuals with Disabilities Education Act (IDEA), students with disabilities must
receive instruction in the least restrictive environment (LRE) to the fullest extent from which they can benefit,
hence the emergence of the inclusion model (U.S. Department of Education, 2009). Research has indicated that
the expectations and perspectives held by the teacher will inevitably affect student achievement, thus positive
attitudes and perspectives must be held by general education teachers to ensure that special education students in
the inclusion classroom are afforded the best opportunity for academic achievement. In addition, research has
suggested that quality inclusion programs are largely dependent upon the principal’s inclusive placement
perceptions (Praisner, 2003). Therefore, educators’ disposition toward inclusive practices and the factors that
may contribute to those perceptions are necessary to examine.
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The purpose of this study is to examine the currently held dispositions of educators toward inclusion.
What are educators’ dispositions toward inclusion of students in the general education setting? Do educators
believe that all of their students can achieve success in the inclusion model? If the outcome of this study suggests
that a negative view is held, it may provide a basis for administrators to consider supporting their staff with
increased opportunities for professional development.

Does a relationship exist between educators’ attitude toward inclusion and their views on the most
appropriate placement of students with disabilities? And if so, does this relationship vary based on the category
of disability? If the results indicate that negative views are held, perhaps school districts should consider more
targeted training opportunities for educators regarding inclusion of students with these particular types of
disabilities.

This study will also examine possible associations between educators’ training and experience and their
dispositions toward inclusion. Does a relationship exist between the quantity of formal special education related
courses attended and educators’ attitude toward inclusion? Does formal training that includes field based
experience appear to influence educators’ perspectives on inclusive practices? Is there a relationship between
educators’ full-time special education teaching experience and attitudes toward inclusion? If particular factors
seem to positively correlate with inclusive attitudes, perhaps teacher preparation programs and school leaders
could more adequately support educators by either encouraging or requiring these enriching experiences.

Method
Participants

The county where the study took place has been ranked one of the fastest growing and wealthiest
counties in the nation (source redacted for anonymity). Out of the county’s 181,840 residents in 2011, 85% were
Caucasian, with Black, American Indian/Alaska Native, Asian, and other race populations of 2.6%, 0.3%, 6.2%
and 3.8%, respectively (source redacted for anonymity). In 2010, the median household income was more than
$85,300, and the median home value was $275,300. Nearly 43% of the county’s residents had a bachelor’s
degree or higher and 90% had at least a high school education.

There were 52 educators that participated in this study: five administrators, 29 general education
teachers, four special education teachers, two specials teachers (e.g., P.E., music, or art teachers), two speech
language pathologists, and one gifted program teacher, with nine respondents opting out of identifying their
current role. Of those participants, twenty-five were employed at elementary schools, two were at middle
schools, and twenty-five were at high schools. Thirty-six of the respondents were female, nine were male, and
seven opted out of identifying their gender.

Materials and Measures

The participating respondents completed Praisner’s (2003) Principals and Inclusion Survey (PIS). The
32-question survey consists of four sections: demographics, training and experience, attitudes toward inclusion,
and beliefs about most appropriate placement. The PIS may be found in Appendix A.

The first section of the PIS focuses on the demographic data of the school in which the respondent is
employed. Data gathered in this section includes the gender and age of the respondent, overall student
population, average class size, percentage of students with IEPs, and the percentage of those students attending
regular education classes for at least 75% of their school day.

The questions in section two inquire about the respondents’ training and experience. Respondents were
asked to indicate their number of years of full-time regular education and special education teaching experience,
current position held, years employed in that position, highest degree earned, approximate number of special
education credits obtained in formal training, in-service hours targeting inclusive practices, the specific
courses/workshops/courses attended, whether they are special education certified, whether their school has a
specific plan in place related to crisis involving special needs students, personal experience with special needs
individuals outside of the school setting, and whether the school has a mission statement for inclusion students.
The final question in this section asked respondents to rate their experiences from negative to positive (or no
experience) with special needs students across eleven disability categories.

The third section of the survey was designed to measure attitudes toward inclusion for students with
severe/profound disabilities. The 10 items in this section provide statements concerning inclusion for students
with severe/profound disabilities and asked the respondent to choose from five options on a Likert scale that
indicates the degree to which they agree or disagree. Stainback (1986) determined the reliability coefficient for
this section is 0.899.

The fourth section of the survey was designed to measure perceptions of the most appropriate
placements for students across disability categories. In this part of the survey, respondents chose one out of six
possible placements that they perceived as most appropriate for students with a particular type of disability.
Placement options include special education services outside of the regular school, special classes for most or all
of the school day, part-time special class, regular education class instruction and resource room, regular
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education class instruction for most of the day, and full-time regular education class with support. This section of
the survey has been modified to include all of the current disability categories as outlined in IDEA. Ball & Green
(2014) determined the Cronbach’s alpha for this section to be 0.863, with an overall reliability coefficient of
0.824.

Procedure

E-mails requesting survey participation were sent to the principals of each of the district’s 20
elementary schools, nine middle schools, and six high schools. A link to the survey website and the password
were included in the e-mails. Administrators were asked to complete the questionnaire and then to forward the
participation e-mail to their teaching staff. Survey responses were requested to be completed within two weeks
of receipt of the e-mail, which was the window for data collection.

A post was also placed on Facebook, a social networking site, directed at the teachers who currently
worked in the district, which requested their participation in the survey. Interested respondents were sent the
survey link and password via private message. Several people shared the original post on Facebook.

Results

Data Reporting/Analysis

There were 52 educators who participated in this study. Of those educators, five were administrators,
twenty-nine were general education teachers, four were special education teachers, two were specials teachers,
two were speech language pathologists, one was a gifted program teacher, and nine opted out of identifying their
current role.

The first question posed was: What are educators’ dispositions toward inclusion of students in the
general education setting? In order to determine educators’ attitude toward inclusion, responses from Section III
of the PIS were analyzed using descriptive statistics. There were ten statements in this section where respondents
chose their level of agreement on a one to five Likert-scale where the higher the score, the more positive the
educator viewed inclusion. It should be noted that statements 2, 4, 6, 7, and 10 in this section of the PIS were
reverse coded. The overall mean total for attitudes toward inclusion was 3.88 out of 5.0 with a standard deviation
of 0.56. The statement with the highest mean attitude score (4.39 out of 5) was statement 4 - An effective general
educator can help a student with a disability to succeed. The statement with the lowest mean attitude score (3.37
out of 5) was statement 7 - General education should be modified to meet the needs of all students including
students with disabilities. Figure 1 below provides the mean attitude score for each inclusive statement. Figure 1
below provides the mean attitude score for each inclusive statement.
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Inclusive Statement

Note: The higher the mean attitude score, the more positive the affitude foward inclusion.

1 = Omly teachers with extensive special education experience can be expected to deal with simdents with disabilities in 2 school
zetting.

2 = Claserooms with both students with disabilities and without dizabilities enhance the learning experiences of students with
dizabilifies.

3 = Students with zevers/profound disabilities ars too impaired to benefit from the activities of a regular school setting.

4= An effective general educator can help a student with a diszbility to succeed.

5 =In general, students with dizabilities should be placed in special classes/schools specifically designed for them.

& = Smdents without disabilities can profit from contact with students with disabilities.

7= General education should be modified to meet the needs of all students meluding students with disabilities.

8 = It 1z unfair to ask/expect general education teachers to accept students with dizabilities into their classrooms.

@ =No discretionary financial resources should be allocated for the integration of students with disabilities.

10 =1t should ke pnhm.- and/or law that students with disabilities are mtet":ated into general educational programs and activities.

Figure 1: Attitude toward Inclusion

The second question posed by this study was: Do educators believe that all of their students can
achieve success in the inclusion model? Respondents were asked to choose the most appropriate placement
(MAP) for ten different disabilities that ranged from 1 to 6, where 1 indicated the most restrictive learning
environment with services provided outside of regular school and 6 indicated the least restrictive environment
with full-time regular classroom placement with support. The mean value of the most appropriate placement of
all respondents was 4.34 out of 6 with a standard deviation of 0.86. Table 1 summarizes these findings below.
The physical disability category had the least restrictive most appropriate placement score (5.42 out of 6.0),
whereas the emotional behavior disturbance category received the most restrictive placement score (3.16 out of
6.0). The most appropriate placement mean scores for each disability category are shown in Figure 2.

Table 1: Most Appropriate Placement (MAP) of Students with Disabilities

Descriptive Statistics

N Minimum | Maximum Mean Std. Deviation
MAP Average 39 2.40 6.00 4.,3405 .B6298
Valid N [listwise) 39

N = Mumber of Responses; Std. = Standard

www.tojned.net Copyright © The Online Journal of New Horizons in Education 30



T 9INED

THE ONLINE JOURMNAL
OF NEW HORIZONS IN EDUCATION

Other Health Impairment |
Austismy/Pervasive Development Disorder
Multi-handcap

Deafness/Hearing Impairment
Blindness/Visual Impairment

Physical Disability

Speech and Language Impairment
Emotional Behavior Disorder

Intellectual Disabilities

Specific Learning Disability

1

[
|
|
[
|
|
|
[
L

2
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— 4.86

4.51

5.03

4.53
5

5.42

Note: The higher the most appropriate placement score, the less restrictive the learning envirenment,

1 = Special education services outside regular school, 2 = Special class for most or all of the school day, 3 = Part=
time special education class, 4 = Regular classroom instruction and resource room, 5 = Regular classroom
instruction for most of the day. 6 = Full-time regular education with support.

Figure 2: Most Appropriate Placement by Disability Category

The third question posed by this study was: Does a relationship exist between educators’ attitude

toward inclusion and their views on the most appropriate placement (MAP) of students with disabilities? As one
might expect, a Pearson Correlation found a statistically significant positive correlation between educators’
attitude toward inclusion and their view of the least restrictive learning environment placement of students with
disabilities (p = .005, r = .439). See Table 2 below for the detailed analysis.

Table 2: Relationship between Inclusive Attitude and View of Most Appropriate Placement

Descriptive Statizstics

Mran Std. Daviation N
Attitwde 38738 £51848 41
MAP Averags 43405 B5208. 39
Corralations
Attitude MAP Average
Attitede Pearson Cormelation 1 433"
Sig. (2-4aded) 005
M 41 kL]
MAP Average Fearsan Correlation 435" 1
Sig. (2-aled) ]
M 39 39

** Comelation is significant al the 0.01 leved (2:tailed).; N = Numbser of responses,

The fourth question posed by this study was a follow up to the third question: If so, does this
relationship vary based on the category of disability? Data analysis using a Pearson Correlation found
statistically significant positive correlations between inclusive attitude and the most appropriate placement of
students with disabilities in four disability categories: specific learning disability (p = .017, r = .395), emotional
behavior disorder (p = .030, r = .353), speech and language impairment (p = .024, r = .370), and
autism/pervasive development disorder (p = .027, r = .369). These findings are summarized in Tables 3, 4, 5,

and 6 below.
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Table 3: Relationship between Inclusive Attitnde and Most Appropriate Placement (MAP) of Students with
Specific Learning Disabilities (SpLrngDis)

Dascriptive Statistics
Mean Std. Deviation N
Attitude 38788 L5184 41
MAP SpLrngDis 4.5278 1.27564 36
Corralations
MAP
Attitude SpLmgDis
Altitude Pearsan Correlation 1 385
Sig. (2-talled) My
M 41 35
MAP SpLrngDis Pearsan Correlation a8 1
Sig, (2-1ailed) oy
N 35 35

" Comelation |s significant at the 0.05 level (2-taliad)

Table 4: Relationship between Inclusive Attitude and Most Appropriate Placement of Students with
Emotional Behavioral Disorder (MAP EED)
Descriptive Statistics

Meaan Std. Deviation M
Attitude 387595 56188 41
MAF EBD 31579 1. 38576 38
Correlations
Attitude MAF EBD
Aftitude Pearson Comelation 1 353
Sig. (2-talled) 030
M 41 38
MAP EED Pearson Correlation 353 1
Slg. (2-talled) 030
5| 38 5

*. Comelation is significant at the 0.05 level (2-tailed).
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Table 5: Relationship between Inclusive Attitude and Most Appropriate Placement of Students with

The Online Journal of New Horizons in Education - October 2016

Speech/Language Impairment (MAP SpLanglmp)

Descriptive Statistics
Mean Std. Deviation N
Attitude 38795 55188 41
MAP SpLangimp £.0270 1.09256 7
Correlations
Altitude Toward
Inclusion MAP SpLangimp
Attitude Toward Inclusion Fearson Commelation 1 ano
Sig. (2-talled) 024
M 41 37
MAP SpLanglmp Pearsgn Conrelation ) 1
Slg. (2-taded) 024
M 37 a7

Volume 6, Issue 4

", Connglation is sianificant &t thi 0.05 level (2-tailed); N = Number of MSDonses

Table 6: Relationship between Inclusive Attitude and Most Appropriate Placement of Students with
Autism/Pervasive Development Disorder (MAP AutPDD)

Descriptive Statistics
Mean Std. Deviation N
Attitude 38735 56188 41
MAF AutFDD 38444 1.38272 36
Comelations
Attitude MAP AutPDD
Attitude Pearson Corralation 1 36y
Sig. (2-tailed) nzar
M 41 35
MAF AutPDD Fearson Correlation a8 1
Sig. (2-tailed) nzr
M 38 38

*. Caorralation is significant at tha 0.05 leval (2-tailed).

The fifth question posed in this study was: Does a relationship exist between the quantity of formal
special education training courses attended and educators’ attitude toward inclusion? Using a Pearson
Correlation, a statistically significant relationship was found between educators’ number of specifically targeted
special education training courses taken and their attitudes toward inclusion (p = .027, r = .354). The results are
shown in Table 7 below.
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Table 7: Relationship between Formal Training and Inclusive Attitude

Descriptive Statistics

Mean Std. Deviation M
Formal Training 4.4048 2.50910 42
Attitude 3 8795 55188 41
Correlations
Formal
TmininE Attibude
Formal Training Fearson Correlation 1 354"
Sig. (2-tailed) 027
M 42 38
Attitude Peargon Corralation .354° 1
Sig. (2-tailed) 027
M 35 41

*. Comelation is significant at the 0.05 level | 2-tailed).

The sixth research question asked: Does formal training that includes inclusive or special education
field based experience appear to correlate with educators’ perspectives on inclusive practices? An analysis
using a Spearman’s Correlation found a statistically significant positive correlation between an educators’ field
placement experience and their attitude toward inclusion (p = .015, r = .387). Details of the results are shown

below in Table 8.

Table 8: Relationship between Field Experience and Inclusive Attitude

Figld
Placemant Attitude
Spearman's rho  Field Placement Corralation Coefficient 1.000 38T
g, (Z-tmbad) 015
M 42 I
Artitude Corralation Coafficiant 3BT 1.00:0
. (Z-1mbad) A5
M 35 41

", Cormelation i significant &l the 0.05 lewel (2-1ailed); N = Number of responsas

The seventh and final question posed in this study was: Is there a relationship between educators’ full-
time special education teaching experience and attitude toward inclusion? A statistically significant positive
correlation was found using a Spearman’s Correlation between educators’ number of years of full-time special
education teaching experience and their attitude toward inclusion (p = .008, r = .407). See Table 9 below for the

detailed analysis.
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Table 9: Relationship between Special Education Teaching Experience (SpEd Exp) and Inclusive Attitude

Years SpEd
Exp Attitude

Spearman's rho  Years SpEd Exp Comelation Coefficlent 1.000 407
Sig. (2-tailed) . .D08
il 45 41
Aftitude Cormelation Cosfficient 407 1.000

Sig. (2-tailed) .004
il 41 41

**, Comelation is significant at the 0.01 level (2-tailed).; N = Number of responses.

Discussion
Implications/Findings

The results of this study revealed that the educators had a relatively positive view of the inclusion
model with a mean attitude score of 3.88 out of 5.0, which is more positive than the attitudes found by a recent
study where the average attitude score was 2.46 out of 5.0 (Ball & Green, 2014). On average, the educators
agreed that an effective teacher could help any student with a disability be successful. However, they were not as
convinced that general education should be modified to meet the needs of all students, including those with
disabilities, which could mean that either the educators believe that general education does not need to be
modified because it is currently sufficient for both disabled and non-disabled students, or one could interpret this
to mean that the educators do not believe that it is appropriate to modify general education in order to cater to
students with disabilities. While the overall attitude toward inclusion was high, there is still room for improving
the general outlook on inclusion.

Results of this study also indicated that on average, the educators believe that most of their students
with disabilities may be served well from the regular classroom instruction and resource room. While these
results show that the educators are open to the notion of inclusion, it also suggests that they believe that most
students with disabilities, on average, cannot be fully successful through exclusive full-time regular education.
The reasoning for this may lie in how equipped or prepared educators feel to serve students with disabilities full-
time or in that serving those students full-time would take the focus away from the general education students.
The results also indicated that the educators believe that students with physical disabilities are better suited for
full-time regular instruction for the most of the day compared to students with emotional behavior disorders, for
whom part-time special education classes are viewed as most appropriate. These findings could be attributed to
the educators feeling less prepared in accommodating students with emotional behavior disorders, where perhaps
behavioral issues could be seen as more likely to disrupt instruction and affect the learning environment.

The results suggested that the more positive an educators’ inclusive attitude is, the less restrictive the
learning environment will be seen as most appropriate for students with specific learning disabilities, emotional
behavior disorder, speech/language impairment, and autism/pervasive development disorder. One could reason
that the positive correlation with these disability categories could perhaps be attributed to educators feeling more
prepared to accommodate these students through their previous experiences and/or training. Educators may feel
that further intensive training would be necessary in order to confidently and properly serve students with
intellectual disabilities, physical disabilities, blindness/vision impairment, and deaf/hearing impairment in the
general education classroom full-time. One recent study found that pre-service general education teachers’
receptiveness toward teaching visually impaired students was unchanged after taking a single course on teaching
students with disabilities across a broad range of disability categories, which may lead one to assume that
offering more targeted, long-term training courses could more effectively enhance educators’ receptiveness to
inclusion (Ajuwon, Sarraj, Griffin-Shirley, Lechtenberger, & Li, 2015).

The results suggest that there is a relationship between the number of specifically targeted special
education training courses that the educators have taken and their dispositions regarding inclusion. This finding
is not surprising given that the greater number of courses an educator attends, the more knowledgeable and
confident they may feel in accommodating students with disabilities.

A correlation was found between the educators’ formal training that included field-based experience
and their attitude toward inclusion, which is consistent with prior studies. When combined with guided reflection
and a mentor who provides positive modeling, studies have found that pre-service field experiences in inclusive
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classrooms may increase educators’ sense of efficacy with their ability to work with students with disabilities
(Atiles, Jones, & Kim, 2012; Swain, Nordness, & Leader-Janssen, 2012).

A relationship was found between educators’ number of years of full-time special education teaching
experience and attitude toward inclusion. This finding is not surprising since special education teachers interact
daily with students with disabilities, may form emotional connections with those students, and are sure to learn
from their experiences. In addition, some may even be provided with additional training and/or resources in
order to properly support those students. This finding was in line with a prior study on self-efficacy and
perceptions toward inclusion which suggested that special education teachers and teachers of inclusive classes
tend to have more positive views than teachers of traditional classes (Minke & Bear, 1996).

Limitations

Several limitations of this study restrict its generalizability to other inclusive programs in other
geographic locations. The data for this study was collected from only one school district in one state in the
southeastern U.S. with a relatively limited number of questionnaire responses (N = 52). Survey responses from
both teachers and administrators were analyzed together, therefore perspectives held by one group could have
contaminated the resulting views of the other. In addition, there is the possibility that survey responses may be
slightly skewed based on the possibility of respondents providing what is popularly viewed as politically correct
responses.

Future Research and Implications

The results of this study suggested that educators with a more positive attitude toward inclusion tended
to view less restrictive learning environments as most appropriate for students with specific learning disabilities,
emotional behavior disorder, speech and language impairment, and autism/pervasive development disorder.
These relationships may have been due to educators’ prior knowledge or experience, but it is reasonable to
believe that educators may have more positive attitudes toward students with intellectual disabilities, physical
disabilities, blindness/vision impairment, and deaf/hearing impairment if they are provided with field
experiences with students with those particular disabilities, in addition to disability specific training.

This study found an association between the numbers of years that an educator has worked full-time
teaching special education classes and their view of inclusion. A relationship was also found between field
placement in inclusive classes and attitude toward inclusion. These findings provide a reason to believe that
attitudes toward inclusion would be more positive if educators were required to teach special education classes
for some period of time, either through their university or school district prior to teaching inclusive classes.

Future studies that separately obtain the perspectives of general education teachers, special education
teachers, and administrators would be useful in determining more specific contributing factors for each group.
As new information is gathered through continued research efforts on attitudes toward inclusion, it is imperative
that the training, mentoring, and field experiences for pre-service teachers and current educators are continuously
reformed so that positivity toward teaching students with disabilities may have every opportunity to flourish. The
attitudes and expectations held by administrators and teachers may inevitably manifest through their actions that
either provide supportive academic opportunities for those students or serve as a hindrance to achieving their
greatest academic potential.
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Abstract: This study reports an empirical study on the development and validation of a scale to assess
post-secondary teachers’ professional identity. A sample of 352 teachers from a post-secondary education
institution in Singapore voluntarily participated in this study. The sample was randomly split into two sub-
samples, Sample 1 (N = 185) and Sample 2 (N = 167). Exploratory factor analysis (EFA) was conducted
in Sample 1 to determine the number of factors and select the items. Confirmatory factor analysis (CFA)
was conducted in Sample 2 for cross-validation to confirm the factorial structure of the scale and examine
the model-data fit. Both EFA and CFA results provided support for a three-factor scale structure. The
three sub-scales were: teaching beliefs (5 items); professional socialisation (4 items); and career
progression (3 items). Each sub-scale showed good internal consistency reliability and predictive validity.
Potential uses of the scale in educational research and practice were discussed.

Keywords: professional identity; teacher development; factor analysis; validation, post-secondary
education, scale development

1. INTRODUCTION

In the past two decades, many post-secondary education institutions worldwide have been facing a rising
level of expectations from various stakeholders to develop a skillful workforce that can meet the challenges of the
fast-changing business environments driven by the advancements of science and technology in an increasingly
globalised economy (Bakah, Voogt & Pieters, 2012; Whitchurch & Gordon, 2010; Viskovic, 2006). The imperative
to keep pace with industry demands and to improve the academic quality of post-secondary education has also
triggered an increased attention to examine the teaching quality and the professional capacity of post-secondary
teachers in the pursuit of educational goals (Bakah et al., 2012; Beauchamp & Thomas, 2009; Clarke, Hyde &
Drennan, 2013). In particular, many educational policy makers and scholars see the importance of investing in the
professional development of post-secondary teachers to enhance their capacities to impart knowledge and skills to
their students (Vilimaa & Neuvonen-Rauhala, 2008; Viskovic, 2006; Whitchurch & Gordon, 2010). In addition,
they also noted that it is equally important to cultivate a sense of identity among the post-secondary teachers towards
their profession and organisation (Vilimaa & Neuvonen-Rauhala, 2008; Viskovic, 2006). It is felt that the post-
secondary teaching fraternity needs to meet new expectations in several areas, namely: the possession and use of
specialist knowledge, a long period of training and socialisation into the attitudes and behaviours expected of the
teaching profession, and the use of discretion and professional judgment where members of the teaching profession
have discretion and make value judgements rather than just apply rules to a routine set of circumstances (Knight,
Tait, & Yorke, 2006; Simmons & Thompson, 2007). Essentially, how post-secondary teachers perceive themselves
as teaching professionals of the 21% century can have significant influence on their work motivation and attitudes
(Day, Stobart, Kington, Sammons, & Last, 2003; Flores & Day, 2006; Hodkinson, 1997).

While teacher education research in primary and secondary education levels has reported that professional
identity is a key driver which could affect how primary and secondary teachers teach, how they develop
professionally and how they approach educational changes (Cardelle-Elawar, Irwin & Sanz de Acedo Lizarraga,
2007; Cheung, 2008; Day, 2002; Young & Erickson, 2011), comparatively, there is limited empirical evidence to
understand post-secondary teachers’ professional identity and how it might affect their motivation towards their
work roles. One possible reason might be due to a lack of psychometrically sound measures of professional identity
specific to the post-secondary education setting, given that most of the professional identity scales developed in
educational settings are primarily used for assessing teachers’ professional identity at the primary and secondary
education levels (Cardelle-Elawar et al., 2007; Cheung, 2008; Izadinia, 2013). As such, there is therefore an
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empirical need to develop a more relevant psychometric scale to assess post-secondary teachers’ professional
identity to advance research and practice.

The current study had two objectives. First, it aimed to identify the dimensions of professional identity
among a sample of teachers in a post-secondary education institution in Singapore. Second, it aimed to develop and
validate a professional identity scale for assessing the post-secondary teachers’ professional identity. The scale could
serve as a measuring tool to enable both educational researchers and teacher educators at the post-secondary
education level to develop a better understanding of post-secondary teachers’ professional identity and its
implications for teacher professional development at the post-secondary education level.

2. CONCEPTUALISING PROFESSIONAL IDENTITY OF TEACHING PROFESSIONALS

In recent years, although the call for professionalising the teaching profession at the post-secondary
education level has triggered a renewed attention and interest among educational policy-makers, scholars and
practitioners to rethink the professional identity of post-secondary teachers in the pursuit of educational excellence
(Bakah et al., 2012; Krause, 2011; Trede, Macklin & Bridges, 2012; Whitchurch, 2008, 2010), there is no universally
agreed conceptualisation or definition of professional identity of teachers across education levels in the existing
literature to date. In fact, the construct of professional identity has been defined and conceptualised differently in
different research contexts by different educational scholars (Beauchamp & Thomas, 2009; Beijaard et al., 2004;
Trede et al., 2012).

For instance, Collin (2009) argued that professional identity can be broadly defined as one’s sense of self
that is connected to a particular vocation. On the other hand, Beauchamp and Thomas (2009) contended that
professional identity comprises the notion of agency, or the active pursuit of professional development and learning
in accordance with a teacher’s goals. In this view, teacher professional identity pertains to not only how teachers see
themselves as teaching professionals based on their interpretations of their continuing interactions with their social
contexts, but also allow them to exercise agency to pursue their goals (Beijaard et al., 2004; Coldron & Smith, 1999;
Hong, 2010). According to Britzman (1991), “Learning to teach is not a mere matter of applying decontextualized
skills or of mirroring predetermined images; it is a time when one’s past, present, and future are set in dynamic
tension. Learning to teach - like teaching itself - is always the process of becoming: a time of formation and
transformation, of scrutiny into what one is doing, and who one can become” (p. 8). Other scholars view teacher
professional identity as a construct of professional self that evolves over career stages and can be shaped by
institutions, reform, and political contexts (Schlager & Fusco, 2003; Stronach, Corbin, McNamara, Stark & Warne,
2002). In this view, how teachers define themselves can be viewed as an on-going process of interpretation and
reinterpretation of their experiences in the teaching profession (Beijaard et al., 2004; Day, 2002).

Similarly, from a socio-cultural standpoint, scholars have noted that the construction of professional identity
is both social and personal (Beijaard et al., 2004; Eteldpelto & Saarinen, 2006; Vidhisantanen, Hokkd, Eteldpelto,
Rasku-Puttonen, & Littleton, 2008), often via a process that “emerges through a subject’s personal intentions, goals
and ideals, all of them being intertwined with the subject’s learning through the communities of professional
education and working-life experiences” (Eteldpelto & Saarinen, 2006, p. 158). Also opined by Coldron and Smith
(1999), understand the concept of professional identity through one’s self as a teacher and also by others is important
as this could continually help the individual teacher to construct a sustainable professional identity.

From a socio-cultural perspective, a teacher’s professional identity is an ongoing, dynamic state of ‘being
and becoming’ which involves constantly questioning oneself: “who am I as a teacher at this moment and who do I
want to become as a teacher” (Coldron & Smith, 1999; Connelly & Clandinin, 1999; Goodson & Cole, 1994;
Schepens, Aelterman & Vlerick, 2009). From this perspective, a teacher’s professional identity is therefore not a
stable entity, but rather a state of ‘being and becoming’ often shaped by contextual factors such as the teachers’
interactions with students and colleagues in their social contexts as well as their professional experiences and
learning over time (Beijaard et al., 2004). As such, many scholars opined that a teacher’s identity can be formed
through interaction with others and with the environment (Beijaard et al., 2004; Korthagen 2004; Van Veen,
Sleegers, & Van de Ven, 2005). This thus means that identity development for teachers involves an understanding of
the self and a notion of that self within an outside context, such as a classroom or a school, necessitating an
examination of the self in relation to others (Beauchamp & Thomas, 2009).

Despite slight variations in its conceptualisation, from an extensive review of existing literature, it was
found that four core dimensions of professional identity could generally be identified across educational settings that
may constitute teachers’ professional identity. These four core dimensions are: teaching beliefs, professional
competence, professional socialisation, and career progression.
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2.1 Teaching Beliefs

Teachers’ professional identity is believed to be shaped by many factors and scholars have identified
teachers’ beliefs towards teaching and learning as one of the crucial factors (de Vries, van de Grift, & Jansen, 2013,
2014; Minor, Onwuegbuzie, Witcher, & James, 2002). This is because, very often, teachers use their personal
interpretative framework of beliefs and values to express how they see themselves as teachers (Minor et al., 2002;
Pajares, 1992). As a result, teachers’ perceptions of themselves as teachers are coloured by their personal educational
beliefs. From the perspective of professional self, a teacher’s beliefs and values in education can play a critical role
in a teacher’s identity formation in the sense that it is believed to strongly determine how teachers teach, how they
develop professionally and how they approach educational changes (Beijaard et al., 2004; de Vries et al., 2013;
Ibarra, 1999). According to Ibarra (1999), professional identity refers to “the constellation of attributes, beliefs,
values, motives, and experiences in terms of which people define themselves in a professional role.” (p. 764-765).
Also pointed out by Akkerman and Meijer (2011), teachers’ beliefs about teaching and learning tend to direct
teachers’ actions and their perception of themselves in their function as teachers. This also means that a teacher’s
identity is often based on the core beliefs that one has about teaching and being a teacher, and these beliefs are
continuously formed and reformed through experience. As a result, the functional competencies of being a teacher
are developed differently, often being shaped by the individual’s evolving perspectives, beliefs and philosophies of
teaching (Korthagen, 2004). As noted by Hargreaves (1998), teachers are passionate beings and teaching involves
human nurturance, connectedness, warmth and love. Oftentimes, a teacher’s professional philosophy is mediated by
his or her personal belief system (Hargreaves, 1998), and therefore each teacher’s individual beliefs about their role
in caring for students form a crucial part of their identity (O’Connor, 2008). Thus, from this perspective, the concept
of teacher identity has both reflective and active dimensions which encompass both the teacher’s professional
philosophy and actions (O’Connor, 2008). In other words, the uniqueness of every teacher’s approach to teaching is
often shaped by their personal beliefs and values about teaching, and in this sense, reflection on one’s own
perceptions, beliefs, experiences and practices is a core activity for all teachers (Walkington, 2005). In essence, a
focus on self is central to teacher identity as it shapes what he or she will be as a teacher, what and how he or she will
teach, and how he or she will respond to the changing context of teaching (TimostSuk & Ugaste, 2010).

2.2 Professional Competence

In the educational settings, it is generally agreed that professionally competent teachers require a deep and
full understanding of the subject area they teach as well as pedagogical knowledge to understand how students learn
so as to better cater to their needs (Battey & Franke, 2008; Cheung, 2008; Enyedy, Goldberg & Welsh, 2006).
Specifically, from the perspective of professional roles, Enyedy et al. (2006) state that teacher professional identity
can be seen in terms of teachers’ professional practices or actions (what they do) and professional roles (who they
are). This notion is also supported by Andrzejewski (2009) who examined the relationships among teacher identity,
knowledge, and teacher practices in a recent study which suggested that teachers’ professional identity is a
combination of what they know (curriculum expertise) and the pedagogy they use to put it into practice. In fact,
many scholars (Beijaard, Verloop & Vermunt, 2000; Chai, Koh & Tsai, 2010; Cheung, 2008; Darling-Hammond,
2006) have contended that to develop into competent teaching professionals, teachers must do well and have
knowledge in the following areas: subject matter and curriculum goals (educational goals and purposes for skills,
content and subject matter), teaching (content plus content pedagogy, teaching diverse learners and assessment and
classroom management) and students’ development in a social context (learning, human development and language).
In other words, both deep subject knowledge and pedagogical content knowledge (PCK) are needed, as well as the
knowledge of new technologies applied to subject teaching (or termed Pedagogical Technical Content Knowledge,
PTCK) in this digital age (Chai et al., 2010; Cheung, 2008; Koehler & Mishra, 2009; Mishra & Koehler, 2006). In
particular, with the shift from the traditional teacher-centric conceptions of teaching towards more student-centric
learning approaches in the 21% century classrooms, a teacher is expected to be more of a facilitator of learning and
less of a transmitter of knowledge which focuses on the learners’ processes of knowledge construction and utilisation
(Beijaard et al., 2000; Darling-Hammond, 2006). Essentially, a teacher’s professional identity is closely linked with
the role of the teacher in the classroom as well as directly linked with the ‘craft’ of teaching, that is the teacher’s
competence in his or her professional knowledge and skills (Hagger & MclIntyre, 2006). As Hamachek (1999)
contends, “Consciously, we teach what we know; unconsciously, we teach who we are.” (p. 209).

2.3 Professional Socialisation

According to several scholars (Browne-Ferrigno & Muth, 2004; Price, 2009), professional socialisation is
an essential process of learning skills, attitudes and behaviours necessary to fulfill one’s professional role. Often,
teachers’ professional socialisation is more than just acquiring the skills and knowledge necessary to perform a work
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role, but it also includes an understanding of the values and norms that are fundamental to the essence of the teaching
profession (Browne-Ferrigno & Muth, 2004; Flores & Day, 2006). In fact, many scholars have contended that
teachers’ participation in social interaction or affiliation, especially in the form of communities of practice or
professional learning communities, is fundamental to the process of identity development (Beijaard et al., 2004;
Lieberman, 2009; Stoll, Bolam, McMahon, Wallace, & Thomas, 2006; Wenger, 1998). Particularly, Olsen (2008)
views teacher identity as both a product (a result of influences on the teacher) and a process (a form of ongoing
interaction within teacher development). According to Olsen (2008), “I view identity as a label, really, for the
collection of influences and effects from immediate contexts, prior constructs of self, social positioning, and meaning
systems (each itself a fluid influence and all together an ever-changing construct) that become intertwined inside the
flow of activity as a teacher simultaneously reacts to and negotiates given contexts and human relationships at given
moments (p. 139)”. Similarly, Ibarra (1999, 2002) refers to professional identity as one’s sense of his or her
professional role, and the message he or she conveys about one’s self to others. Thus, the formation of professional
identity is an ongoing process of integration of the personal and the professional sides of becoming and being a
teacher (Beijaard et al., 2004). Essentially, teachers’ professional identity can easily be influenced by personal, social
and cognitive responses such that the co-construction of professional identity takes place within interpersonal
communication (Flores & Day, 2006). As such, it is reasonable to assume that the professional identity of teachers
depends on the perception and understanding of the wider professional community (Browne-Ferrigno & Muth, 2004;
Eteldpelto & Saarinen, 2006; Van Huizen, Van Oers, & Wubbels, 2005) as construed by Wenger (1998) who views
the professional identity of the teacher as the person’s self-knowledge in teaching-related situations and relationships
that manifest themselves in practical professional activities, feelings of belonging and learning experiences.

2.4  Career Progression

Career progression may be defined in terms of the level and type of positions which teachers move through
in the teaching profession which can associate with an increase in salary or the level of responsibility, promotions or
professional status (Seibert, Maria & Michael, 2001). From an organisational perspective, the continual support for
teachers’ development and growth in their teaching career may include more formalised ranks within the teaching
profession, such as in the provision of career advancement and professional development opportunities to teachers as
well as matching teachers’ abilities with ranks and responsibilities within the organisation (Day & Gu, 2007). A clear
career path or structure can provide the teachers with a clearer vision and systematic progression for higher quality
performance to motivate them to move forward with their career objectives within the profession and organisation.
According to Lunenburg and Ornstein (2011), teachers as professionals have to take responsibility for their own
employment and development. Hence, in the teaching profession, a ‘career ladder’ which could provide a mechanism
for improved professional image and status would likely empower teachers to make their own career decisions for
career advancement and professional growth (Coldron & Smith, 1999; Hodkinson, 1997), thereby enabling teachers
to forge greater identification with their profession and organisation (Bogler & Somech, 2004; Lee & Nie, 2014).

2.5  Development of a Professional Identity Scale for Post-Secondary Teachers

As post-secondary teachers play vital roles in providing the industries with skilled workers to support the
economic growth, there is a need to enhance post-secondary teachers’ professional identity and their teaching
quality. Given that most empirical studies of teachers’ professional identity are mainly qualitative in nature and the
limited number of quantitative measures of teachers’ professional identity tends to focus on the primary and
secondary teachers, there appears to be a lack of a specific measure for assessing post-secondary teachers’
professional identity. This thus signals an imperative need for the development of a new psychometrically sound
measure for more specific assessment of post-secondary teachers’ professional identity to inform practice. As such,
the current study aimed to address the following objectives:

(1) To identify the dimensions of professional identity among a sample of post-secondary teachers; and

(2) To develop and validate a professional identity scale for assessing post-secondary teachers’

professional identity.

3. METHOD
3.1 Sample

A convenience sample of 352 full-time teachers from a post-secondary education institution in Singapore
voluntarily participated in this study. 60.5% of the participants were male and 39.5% were female; 77.3% were
Chinese, 6.0% were Malays, 10.8% were Indians and 5.9% were from other minority races; 84.4% of the participants
had more than two years of teaching experience; 98.0% had at least a Bachelor degree; and the median age range of
participants was between 30 and 40 years old, which constituted 54.3% of the total number of participants.
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The total sample of participants (N = 352) was randomly split into two samples, Sample 1 (N = 185) and
Sample 2 (N = 167), for performing exploratory and confirmatory factor analyses in the scale development and
validation process. Demographic information for Samples
1 and 2 are as follows:

Sample 1 (N = 185). 59.5% of the participants were male and 40.5% were female; 74.7% were Chinese,
7.0% were Malays, 13.5% were Indians and 4.8% were from other minority races; 87.0 % of the participants had
more than two years of teaching experience; 98.4% had at least a Bachelor degree; and the median age range of
participants was between 30 and 40 years old, which constituted 58.4% of the total number of participants.

Sample 2 (N = 167). 61.7% of the participants were male and 38.3% were female; 80.2% were Chinese,
4.8% were Malays, 7.8% were Indians and 7.2% were from other minority races; 91.0% of the participants had more
than two years of teaching experience; 97.6% had at least a Bachelor degree; and the median age range of
participants was between 30 and 40 years old, which constituted 49.7% of the total number of participants.

3.2 Instrumentation and Measures
3.2.1 Item Pool of the Post-Secondary Teachers’ Professional Identity (PST-PI) Scale

The item pool was mainly drawn from items selected from the existing measures of professional identity
used in various educational settings (Adams, Hean, Sturgis & Clark, 2006; Chai, Koh & Tsai, 2010; Cheung, 2008;
Dobrow & Higgins, 2005; Goh, 2011; Norton, Richardson, Hartley, Newstead & Mayes, 2005) as well as newly
crafted items based on constructs identified in other empirical studies of professional identity of teachers in various
institutions. As many items and factors as possible were included in this item pool, resulting in four identified factors
comprising 40 items for further item/factor selection. The number of items comprising each factor are: 10 items for
‘Teaching Beliefs’, 7 items for ‘Professional Socialisation’, 15 items for ‘Professional Competence’ and 8 items for
‘Career Progression’. The items identified for the initial four factors of the scale are presented in Appendix A. To
ensure content validity, the 40 items were revised by five experienced fulltime post-secondary teachers (each with at
least three years of teaching experience) for content, context and language clarity. A 7-point Likert rating scale
where 1 represented ‘strongly disagree’ and 7 represented ‘strongly agree’ was used for all the items.

3.2.2  Outcome Variables

Based on an extensive review of existing literature, professional commitment and work engagement have
been identified as two important outcomes of professional identity among teachers in different research contexts
(Day, Elliot & Kington, 2005; Lee & Nie, 2014). To measure professional commitment, we adapted four items from
Lee and Nie’s (2014) Professional Commitment scale. A sample item was “I stay abreast of developments in my line
of work.” The Cronbach’s alpha coefficient for Professional Commitment scale in the current study was .81. To
measure work engagement, seven items from Schaufeli, Bakker and Salanova (2006) Work Engagement Scale were
adapted. A sample item was “I am enthusiastic about my job.” The Cronbach’s alpha coefficient for Work
Engagement scale in the current study was .93. The fit indices were: Chi-square, X?(43) = 129.367, p>.001; TLI=
.957, CFI=.966, RMSEA=.076.

3.3 Data Collection

Ethics approval was obtained from the researchers’ affiliated institution prior to data collection. Informed
consent was obtained from a post-secondary education institution in Singapore to allow its full-time teachers from
eight different academic departments to participate in the study. An anonymous online questionnaire' was designed
and used for data collection. The link of the online questionnaire was emailed to all the full-time teachers of the
participating post-secondary institution together with a cover letter attached to the online questionnaire to explain the
objectives of the research and assured anonymity and confidentiality of participation. The duration of the online
questionnaire was 15 minutes. Informed consent was obtained from the participants prior to their participation in the
online questionnaire and they were assured that they were allowed to withdraw at any time from the research if they
wished to. Participants responded to the items on demographic and measures of professional identity, professional
commitment and work engagement. Participants’ responses were recorded via an online spreadsheet for further
analysis.

! Participants were not required to identify themselves in this study so as to encourage greater voluntary participation
and genuine responses from them.
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4. ANALYSES AND RESULTS
4.1 Factorial Structure of the Post-Secondary Teachers’ Professional Identity (PST-PI) Scale

Exploratory factor analyses (EFA) and confirmatory factor analyses (CFA) were conducted to evaluate the
factorial structure of the PST-PI scale for Sample 1 and Sample 2, respectively. It is clearly using EFA and followed
by the use of CFA because EFA can easily identify the items that have cross-loadings or misloadings in other factors,
while CFA can help to further cross-validate the factorial structure as well as test the model-data fit (Gerbing &
Hamilton, 1996; Worthington & Whittaker 2006).

4.1.1 EFA Using Sample 1 (N = 185)

EFA was conducted to select the items from the item pool and assess the factorial structure of the PST-PI
scale. Factorability of the correlation matrices was assessed using Bartlett’s (1950) test of sphericity and Kaiser—
Meyer—Olkin (KMO) measure of sampling adequacy (Kaiser & Rice, 1974). Results from the Bartlett’s test of
sphericity provided support for performing EFA: Chi-square, X?(780) = 4935.002, p>.001. The KMO results for the
PST-PI scale was .893, further indicating support for performing EFA. Given the moderately high correlations
among the factors, an oblique (Promax) rotation was decided for performing the EFA because the use of oblique
rotation rather than orthogonal rotation can reduce the loss of valuable information if the factors are correlated
(Costello & Osborne, 2009).

To select and retain items in EFA, three recommendations by methodologists (Comrey, 1988; Floyd &
Widaman, 1995; Worthington & Whittaker, 2006) were adhered to, that is to retain items that had (1) factor loadings
more than .40, (2) no or the lowest crossloadings on other factors and (3) conceptual consistency with other items on
the factor. To determine the number of factors to retain, we adhered to the following four recommended criteria
(Noar, 2003; Worthington & Whittaker, 2006): (1) Kaiser’s (1960) rule of retaining eigenvalues greater than 1 (K1),
(2) Cattell’s (1966) scree test, (3) Horn’s (1965) parallel analysis using the SPSS macro developed by O’Conner
(2000), and (4) conceptual interpretability. Through a series of EFA to select items and retain factors, it was found
that the items of the factor ‘Professional Competence’ did not fit well with the other factors of the PST-PI scale.
Finally, the three-factor structure with 12 items showed the best interpretability based on prior theory and it also
fitted well with the suggestions by the K1 rule, scree test and parallel analysis for the number of factors to retain for
further validation using CFA. The three factors were ‘Teaching Beliefs’, ‘Professional Socialisation’ and ‘Career
Progression” which accounted for 66.87 % of the total variance in PISE. The communalities obtained for this three-
factor PST-PI scale ranged from .447 to .903.

Table 1 presents the EFA factor loadings of the 12 items of the three-factor PST-PI scale based on Sample 1
(N =185).

Insert Table 1 here.

4.1.2 CFA Using Sample 2 (N =167)

Next, CFA was conducted to confirm the factorial structure of the PST-PI scale in a cross-validated sample,
Sample 2. All the three factors were allowed to correlate freely and error terms were left uncorrelated. Table 1
presents the CFA factor loadings of the 12 items of the three-factor PST-PI scale. Model fit was assessed by a
number of indices (i.e. Chi-square, X?; degrees of freedom, df; Tucker-Lewis index, TLI; comparative fit index, CFI;
root mean square error of approximation, RMSEA) as different indices reflect different aspects of model fit (Hair,
Black, Babin, Anderson, & Tatham, 2006; Hu & Bentler, 1999). A first-order three-factor PST-PI scale structure was
tested using CFA and our result indicated that the model-data fit was acceptable9). Alternatively, a first-order one-
factor PST-PI scale structure was tested using CFA but our result showed that the model data fit was poor.

Table 2 presents the fit indices of the first-order one-factor and first-order three factor structure models
using Sample 2.

Insert Table 2 here.
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4.2  Mean, Standard Deviation, Internal Consistency Reliabilities and Interfactor Correlations Based on the
Total Sample (N = 352)

Insert Table 3 here.

Sample 1 (N = 185) and Sample 2 (N = 167) were combined into a total sample (N = 352) to calculate the
mean, standard deviation, internal consistency reliabilities and interfactor correlations. Each sub-scale of PST-PI was
scored by calculating the mean of the items that composed each sub-scale. The internal consistency reliabilities
(Cronbach’s alpha coefficients) of the three factors based on the total sample ranged from .83 to .89, which were
above the recommended level at .70 (Nunnally, 1978). The interfactor correlations among PST-PI sub-scales based
on the total sample were positively significant, and ranged between .333 and .569 (p < .001). Table 3 presents the
mean, standard deviation, Cronbach’s alpha coefficients and the interfactor correlations within and between the
three-factor PST-PI scale based on the total sample (N=352).

4.3 Predictive Validity

All the three PST-PI sub-scales were positively and significantly correlated at p<.001with the outcome
variables, professional commitment and work engagement. Table 4 presents the correlations of PST-PI sub-scales
with the professional commitment and work engagement scales using the total sample (N=352).

Insert Table 4 here.

5. DISCUSSION AND IMPLICATIONS

This study developed and validated the three-factor PST-PI scale to measure the professional identity of
post-secondary teachers. It could contribute to a better understanding of the post-secondary teachers’ professional
identity and development in a number of ways.

First, results from both EFA and CFA provided support for a stable three-factor PST-PI scale structure.
Given that the three factors which made up the PST-PI scale were complementary rather than mutually exclusive, the
multidimensional feature of the PST-PI scale would be beneficial for educational researchers and practitioners to
examine how different dimensions of professional identity might contribute to building post-secondary teachers’
professional identity, which in turn, could have impact on their work outcomes, such as their professional
commitment and work engagement. This would enable more effective staff development programmes or
interventions to be designed with a focus on developing or enhancing the specific dimensions of professional identity
of post-secondary teachers.

Second, unlike most of the existing professional identity scales which did not test for predictive validity in
their scale development and validation process, the current study tested the predictive validity of this newly
developed scale with the theoretically relevant criterion variables, professional commitment and work engagement.
Our results indicated that all the three sub-scales of PST-PI were positively correlated with professional commitment
and work engagement. Hence, our results indicated that the PST-PI scale is a reliable measure with good predictive
validity and could therefore serve as a sound psychometric measurement for measuring professional identity of post-
secondary teachers.

Third, an interesting finding which is counterintuitive to previous research on professional identity of
teachers is that although teachers’ professional practices in terms of their professional competence was reported to
constitute professional identity of teachers in a sample of Hong Kong teachers (Cheung, 2008), our results in the
current study indicated that the ‘professional competence’ dimension of the professional identity scale did not fit
well with the other dimensions of the current scale. Hence, our results suggest that professional competence might be
a separate construct which does not constitute one of the dimensions of professional identity of post-secondary

www.tojned.net Copyright © The Online Journal of New Horizons in Education 44



T ':QJ N E D The Online Journal of New Horizons in Education - October 2016 Volume 6, Issue 4

THE ONLINE JOURMAL
OF NEW HORIZONS IN EDUCATION

teachers in the current study. Nevertheless, future research could further explore whether professional competence
could possibly be a necessary construct to complement the building of professional identity among post-secondary
teachers. Specifically, future research could test whether professional competence and professional identity moderate
each other to have an interactive effect on the criterion variables of professional identity such as professional
commitment and work engagement. This would allow a reframing of staff development programmes from an
exclusive focus on ‘doing’ the work of a post-secondary teacher toward a broader focus that also includes ‘being’ a
post-secondary teacher.

Fourth, given the limited research on the professional identity of post-secondary teachers at the current
moment, this study could contribute empirical insights to inform educational policy-makers in formulating a more
holistic professional development framework for post-secondary teachers.

6. LIMITATIONS OF STUDY AND SUGGESTIONS FOR FUTURE RESEARCH

Despite its noteworthy significance, there are also limitations in this study which need to be acknowledged
or future research could attempt to address.

First, this study only used a small sample size of teachers in one of the post-secondary education institutions
in Singapore, which may not be representative of the population of post-secondary teachers in Singapore. As a result,
the generalisability of the results of this study should be interpreted with caution. Larger and multiple samples of
teachers across different post-secondary institutions in Singapore should be considered for further validation of the
scale in future studies so as to increase the representativeness and generalisability of the findings.

Second, as we were not granted access to the identity and demographic data of all the full-time teachers of
the participating post-secondary institution, a convenience sampling design was adopted for data collection in this
study. As a result of the convenience sampling design and anonymous nature of the online questionnaire for data
collection, we were unable to conduct an accurate check for non-response bias. Future studies may wish to address
the issue of non-response bias by having a more robust sampling design and data collection method to increase the
reliability and validity of data collected.

Third, cultural differences may play a part in the development of professional identity (e.g., Beijaard et al.,
2004). Future studies could consider validating the PST-PI scale using cross-cultural samples for comparison so as to
develop a better understanding of the professional identity of post-secondary teachers across various cultural settings.

Fourth, the research design of the current study was cross-sectional in nature and therefore did not consider
multi-interval multi-time data collection. As the development of teachers’ professional identity is an ongoing,
evolving process, it is suggested that future research could consider repeated measures of an individual teacher’s
professional identity to determine the degree of its possible change and development over time in the teacher’s
teaching career.
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Table 1. EFA factor loadings for Sample 1 (N = 185) and CFA factor loadings for Sample 2 (N = 167)

Factor Item Sample 1 (N=185)  Sample 2 (N=167)
EFA Loading CFA Loading
1. Teaching Beliefs A good teacher is one who provides an environment .843 784
(5 items) in which students feel safe to explore and learn.

A good teacher is one who recognises the learning .830 .865
needs of his/her students.
A good teacher should encourage active .827 .819
participation from his/her students.
A good teacher is one who can motivate students to .689 7192
learn.
A good teacher should have a genuine interest in 483 776

their students’ well-being.

2. Professional I share new teaching ideas/knowledge with .885 137
Socialisation colleagues.
(4 items)
I can identify positively with members of the .830 781
teaching profession.
I work collaboratively with my colleagues. 752 .689
Being a member of the teaching profession is .651 137

important to me.

3. Career Progression There is a clear career track for teachers in my 976 933
(3 items) institution.
I am clear about the steps to achieve career .954 923

progression in this institution.

I have a clear vision of how to become a teaching .790 .671
professional in my institution.

Note. Only EFA and CFA factor loadings greater than .40 are presented.

Table 2. Fit indices of the two models of the PST-PI scale using Sample 2 (N = 167)

Fit Index* Model
First-order First-order
one-factor three-factor
X? 515.072 94.553
df 54 50
p .001 .001
X2 /df 9.538 1.891
TLI .539 .954
CFI .623 .966
RMSEA 227 .073

*Recommended guidelines for model fit indices (Hair et al. 2006; Hu & Bentler 1999): X?/df < 3; TLI >.90; CFI
>.90; RMSEA<.08
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Table 3. Mean, Standard Deviation, Internal Consistency Reliabilities and Interfactor Correlations Based on the
Total Sample (N = 352)

Factor/Sub-scale M SD Internal Interfactor Correlations
Consistency 1. Teaching 2. Professional 3. Career
Reliability Beliefs Socialisation Progression
(o)
1. Teaching 6.49 .63 .87 1
Beliefs
2. Professional 5.95 .80 .83 569" 1
Socialisation
3. Career 514 133 .89 333" 483™ 1
Progression

Note. ** denotes p<.001.

Table 4. Correlations of the PST-PI sub-scales with Professional Commitment and Work Engagement (N=352)

PISE Sub-Scale Bivariate Correlations with
Professional Commitment Work Engagement
1. Teaching Beliefs A451%* .509%*
2.  Professional Socialisation 568%* .609%*
3. Career Progression A445%* ATTH*

Note. ** denotes p<.001.

Appendix A. Items for the initial four factors of the PST-PI scale

Factor Item
1. Teaching Beliefs Q1. A good teacher is one who provides an environment in which students feel safe
(Adapted from Norton, to explore and learn.
Richardson, Hartley, Q2. A good teacher should encourage active participation from his/her students.

Newstead & Mayes, 2005) 3. Teaching is about providing an environment in which students are encouraged

to take ownership of their learning.

Q4. A good teacher is one who recognizes the learning needs of his/her students.
Q5. A good teacher should have a genuine interest in their students’ well-being.
Q6. A good teacher is one who can motivate students to learn.

Q7. A good teacher has to be a subject matter expert.

Q8. A good education should prepare students for lifelong learning.

Q9. A good education should prepare students for life.

Q10. It is essential that teachers use technology to enable students to learn
effectively.

2. Professional Socialisation Q1. I can identify positively with members of the teaching profession.
(Adapted from Goh, 2011) (2. Being a member of the teaching profession is important to me.

Q3. I share new teaching ideas/knowledge with colleagues.

Q4. I work collaboratively with my colleagues.

Q5. I participate in professional development/training courses/conferences within
and outside my institution.

Q6. It is important for me to learn from other professional educators within and
outside my institution.

Q7. Staying connected with the industry I previously worked in is important in
supporting my professionalism as an educator.
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3. Career Progression*

4. Professional Competence
(Adapted from Chai, Koh
& Tsai, 2010; Cheung,
2008)

Q1. I am proud to be a teacher.

Q2. Pursuing a career in education is important to me.

Q3. I am given job assignments which help me in my development as a teacher in
my institution.

Q4. I have a clear vision of how to become a teaching professional in my
institution.

Q5. There is a clear career track for teachers in my institution.

Q6. I am clear about the steps to achieve career progression in this institution.
Q7. My job has high professional status.

Q8. My job as a teacher is well respected by the society at large.

Q1. I have sufficient knowledge about my teaching subject.

Q2. I select appropriate teaching approaches to guide my students’ learning.
Q3. T use appropriate technologies (e.g., multimedia resources, games and
simulation) to enhance my students’ learning.

Q4. I facilitate my students’ learning through the use of technology.

Q5. I'am able to facilitate my students to collaborate with each other using
technology.

Q6. I am able to make active contributions to curriculum decisions.

Q7.1 am able to foster a conducive learning environment for my students.
Q8. I am able to help my students apply what they have learnt to real life situations
Q9. I am able to motivate my students in their learning.

Q10. I am able to make active contributions to assessment decisions.

Q11. I use assessment results to improve my students’ learning.

Q12. I support the diverse learning needs of my students.

Q13. I build rapport with my students.

Q14. I mentor my students.

Q15. I provide career guidance to my students.

*denotes dimension which consists of newly created items.
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Abstract: Negative feedback has important pedagogical implications. Teachers need to
review scientific literature to find out some help for decision making the classroom. The
aim of the present manuscript is to offer a review of key issues regarding error
correction in the foreign language classroom for teacher trainees, foreign language
teaching practitioners and researchers. It is a documental review based on iconic papers
which have been considered cornerstone on the topic as well as some recently published
research. Researchers have offered possible answers to those questions, but as not all
teaching contexts and students are the same, error treatment choices also