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Faculty Perceptions Regarding the Inclusion
of Military-Connected Children into Educator
Preparation Curriculum

Brianna Conway
Connie Schaffer

Abstract: The current study researched university faculty members’ knowledge and perceptions regarding military-
connected children in the public-school setting. Faculty members from seven departments at a local university
participated in the study. Faculty members completed a short survey regarding general knowledge of military-
connected children and their families, as well as their inclusion of information about this population of students into
their curriculum. Results suggest faculty members at the university received little to no educational training regarding
military-connected children in their pre-service education. Furthermore, many faculty members at the university did
not include information on military-connected families in their coursework, but were open to adapting their curriculum
to be more inclusive of this population of students.

About the authors: Brianna Conway is a graduate student at the University of Nebraska at Omaha (UNO) in the
School Psychology program. She is also a graduate assistant under the supervision of Dr. Connie Schaffer in the
Teacher Education Department. Dr. Connie Schaffer is an associate professor at UNO. She is also the assessment
coordinator and Operation Educate the Educators liaison to the university.

Keywords: education, military-connected children, military families, mental health, deployment

INTRODUCTION

A military-connected child is defined as anyone
between the ages of birth to 21 who has one degree
of separation from a service member (Military Child
Education Coalition, 2016). This can be through a
biological, adoptive, or foster care relationship. There
are over two million military-connected children in the
U.S. who have a caregiver (a parent or someone serving
in a parental role) who are Active Duty, Guard, or
Reserve (MCEC, 2011). Of these two million children,
92% receive their education in the public school setting
rather than a school located on a military installation
(U.S. Department of Defense, 2011). This means nearly
every school district in the U.S. has a population of
military-connected students (MCEC, 2016).

LITERATURE REVIEW

According to the U.S. Department of Defense, over two
million U.S. children have experienced periods in which
one or both caregivers were deployed for a significant
amount of time. (U.S. Department of Defense, 2011).
Furthermore, military-connected children experience a
rate of mobility three times higher than that of children
from civilian families (MCEC, 2016). These stressors
along with others that often coincide with belonging
to a military family can impact children in the school
setting.

Research has shown that children who are from active
duty families, along with National Guard and Reserve
families are being impacted by frequent moves, lengthy
deployments, multiple deployments, and more frequent
deployments. The impact of these separations can have
a negative effect on children’s behavioral and mental
health, as well as their academic achievement (Geddes,
2011; Gorman, Eide, & Hisle-Gorman, 2010; Flake et
al., 2009).
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Studies have shown that children who have a caregiver
deployed may be more likely to engage in problematic
behavior because of stressors due to changes in routine,
separation from the caregiver, and the level of parental
stress of the remaining caregiver. These behaviors may
include both internalizing and externalizing behaviors,
such as anxiety, depression, aggression, and conduct
problems (Geddes, 2011; Gorman, Eide, & Hisle-
Gorman, 2010). These behaviors may be exacerbated
when a family has the added stress of having a caregiver
deployed to a combat zone (Flake et al., 2009).

Because children’s mental and behavioral health is a
prerequisite for academic learning, military-connected
children who may be experiencing mobility or
deployment may also experience academic difficulty
(Richardson, 2011). Richardson et al. (2011) found that
children who had a deployed caregiver had lower test
scores on average and that this was more exaggerated for
children experiencing longer deployments and a greater
number of deployments (Richardson, 2011). Frequent
moves and transitions can also lead to disruptions in
education and curriculum content which may also be
a cause for academic difficulties and lower test scores
(MCEC, 2016).

The military lifestyle can also be stressful for the partner
of the service member, regardless of their civilian status.
When considering deployment and mobility, the child
of the service member is not the only family member
who experiences different emotions in response to these
changes in routine. Research has shown that the stress
level of the at-home caregiver impacts children and is
a significant predictor of children’s ability to adjust to
deployments and transitions (Author, 2016; Flake et al.,
2009).

Although the military lifestyle can be stressful for many
families, children who belong to military families often
have many adaptive behaviors as well. Mobility, routine
change, and deployment can offer the opportunity to
experience diversity, take on new roles within the family,
and increase social skills and maturity within the family
and community (Astor, Jacobson, Benbenishty, 2012;
Paden & Pezor, 1993). Even though military families
and children are often very resilient to difficulties
because of their sense of pride and community they
feel from belonging to the military, research shows this
resiliency can be broken down due to the number of
stressors they face. This is particularly true when there
is no support system or other services available to the
family or the child (Author, 2016).

Despite the importance of support systems, military

families may find it increasingly difficult to access
or build these systems. In recent years, the number
of individuals with no direct connection to a member
of the military has risen. Decades of an all-volunteer
military has narrowed military representation to fewer
families. This is very different than in the past when
nearly everyone had an immediate connection to a
service member (Zucchino & Cloud, 2015). This gap
may make it difficult for individuals, including teachers,
to understand or empathize with military-connected
students and their families.

Because of the amount of military-connected children
being served in public schools, the amount of time
in general children spend at school, and the potential
impact stressors related to mobility, routine change,
and caregiver separation can have on children, it is
imperative that educators and other school professionals
are aware of military-connected children in their schools
and classrooms. Furthermore, it is important that pre-
service educators and other school professionals receive
the appropriate education regarding military-connected
children and their needs so this population of students is
appropriately served and supported in the school setting.

The research studying educators’ awareness and
knowledge regarding military-connected children in
the school setting has been limited. However, research
determining university faculty members’ knowledge
and perceptions regarding this population of students
is non-existent. In order for pre-service educators
to receive educational training on this population of
students and their families, faculty members within
educator preparation programs must also be educated in
this area. An increase in knowledge and awareness of
military-connected children at the university level could
potentially have a major impact on future educators’
abilities to meet the needs of this population of students.

Research Questions

Currently, limited research exists on educators’
preparation in regard to meeting the needs of military
families. Furthermore, research geared toward
answering what educator preparation programs are
doing to prepare future educators is non-existent. This
study attempted to answer the following questions:

1. How much do university faculty members
know regarding military-connected

children and their families?

2. How much do university faculty members

6 2017
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include the topic of military families in
their coursework with their students?

3. Are university faculty members interested
in including military-connected students
and families into their curriculum?

METHODOLOGY
Participants & Setting

Data collection for this study began in December of 2016
upon approval from the Institutional Review Board and
ended in February of 2017. Participants were recruited
from a university in the Midwest located near a military
installation. Specifically, faculty members from seven
different departments related to education were given
information about the study. The sample of participants
was a convenience sample based on faculty members
who consented to participate in the study, and all
participation was voluntary. Demographic information
on each participant’s involvement with the U.S. military
and the department/college in which they were employed
at the time of the study were collected. Researchers
determined no other demographic information was
necessary in order to answer the research questions.
See Table 1.

TABLE 1: Demographics of Participants

Dependent Percentage
Yes 9%
No 91%
Current/Past Member of U.S. Military

Yes 3%
No 97%
Department/College

Counseling 6%
Educational Leadership 9%
Health & Kinesiology 11%
School Psychology 9%
Social Work 11%
Special Education & 6%
Communication Disorders

Teacher Education 48%

Measures

Participants answered a 14 question survey created by
the researchers. The survey contained multiple choice
items asking participants to indicate their level of
agreement and level of knowledge regarding statements
related to military-connected children. The survey also
included items asking participants about the amount
of information regarding military-connected students
currently included in their coursework.

Data Analysis
Thirty-five participants returned the surveys.
Researchers calculated the percentages of the

response options for each question to describe the
level of knowledge of the respondents, as well as their
current level of inclusion of military families in their
curriculum.  Researchers analyzed the results and
examined the willingness of participants to adjust their
curriculum to include military-connected children in
future coursework.

Results

When asked how much time was spent discussing
military-connected children in their own education and
preparation, 51% of faculty members indicated very
little time was spent focusing on this population, while
43% indicated no time was spent. Furthermore, only 9%
of faculty indicated they knew a substantial amount of
information regarding how the military culture/lifestyle
might impact military-connected children’s mental
health and education. Finally, only 9% of participants
were aware of specific resources related to supporting
military-connected children and their families at the
time the survey was given.

Faculty members were also surveyed regarding their
knowledge of The Every Student Succeeds Act (ESSA)
and the military student identifier requirement included
in the 2015 legislation (MCEC, 2016). Only 20% of
faculty indicated they were aware of the new federal
legislation. Furthermore, only 14% of participants stated
they currently include information regarding military-
connected children into their semester coursework,
while only 23% were aware of other faculty members
who include information on this population of students
into their coursework.

Finally, the survey contained items regarding
participants’ interest in adapting their curriculum to
include information on military-connected children and
their families. Most participants (80%) indicated they
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were interested in making changes to their coursework
to include this population of students in their educator
preparation programs. Furthermore, 83% of faculty
members understood the importance of including this
population of students in educator preparation programs.

Discussion

The results of this study indicate, in general, educators
and school professionals need more specific training
regarding military-connected children and their families
in their preparation programs. Faculty members at this
particular university may not be prepared to provide this
type of educational training without first engaging in
professional development focused on military families.
The majority of faculty members in the study indicated
they received little-to-no training on military-connected
children in their educational preparation, which limits
their ability to provide training on this population of
students in their current curriculum.

Although the results showed a lack of general knowledge
regarding this population of students, faculty members
at this university indicated they need and want to include
more content regarding military-connected children and
their families into their coursework so educators will be
better prepared to relate to and understand the military
lifestyle. This mindset is especially important for
universities near military military installations where
educators may be more likely to work in districts with
high populations of military-connected students and
families.

Conclusion & Implications

Many people describe military-connected
children as resilient and even as heroes in their own
right. As part of belonging to a military family, these
children are able to travel the world, observe and
experience diversity, and take on new roles within
their families that build this resiliency. However,
these children have unique stressors that impact them
in and outside of school. Previous research has shown
that military-connected children may experience more
problem behavior and academic difficulties as compared
to their civilian peers. Furthermore, certain variables
such as the number of moves experienced, length of
deployment, number of deployments, and stress-level in
the home may exaggerate these difficulties. Educators
can play a vital role in providing support to mitigate
these stressors.

The fact that many civilians today no
longer have an immediate connection to a U.S. service
member may make it more difficult for educators to relate

to children from military families. Educators need to be
prepared to identify students who are displaying mental
health or educational concerns, and to adequately meet
the needs of these students. It is necessary for educators
to be aware of students in their buildings who belong
to military families and to actively seek information to
improve their knowledge of this population of students.
Therefore, educator preparation programs should be
providing focused training on the military lifestyle,
benefits and difficulties that accompany the lifestyle, as
well as ways in which military-connected children and
their families can be supported in the school-setting.
More research is needed to determine the level of
preparation pre-service educators are receiving in
working with military-connected children and how
awareness and education in this area can be improved.
Furthermore, research should continue to investigate
educators’ perceptions of their skill-set related to
working with this population of students to inform
changes in educator preparation programs. Building
awareness within university faculty may be one way
of improving the level of training regarding military
families in educator preparation programs.

8 2017
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Appendix A

Definition of a Military-Connected Student: A child with one or both parents, caregiver, or family member serving
in the military

1. Are you the dependent of an active duty, National Guard, or reserve U.S. service member or a retired
member?
o Yes
o No
2. Are you currently or have you ever been a member of the U.S. military?
o Yes
o No
3. In the course of your education and preparation to become a faculty member, how much time would you
estimate has been spent on discussing and preparing you to work with and appropriately address the needs
of military-connected children?
o None
o Very Little
o A Moderate Amount
o A Substantial Amount
o  Almost all of my training has involved military-connected students in some way
4. In general, how much do you know regarding military-connected students, their families, and how their
culture/lifestyle may impact their mental health and education?
o None
o Very Little
o A Moderate Amount
o A Substantial Amount
o Iam well educated in this area
5. On a scale of 1-5, I feel as though have adequate knowledge in order to prepare pre-service teachers and
other future school and mental health professionals in meeting the needs of military-connected children?
Strongly Disagree Somewhat Strongly Agree
1 2 3 4 5
6. On a scale of 1-5, I feel as though I am aware of specific resources related to military-connected students.
Strongly Disagree Somewhat Strongly Agree
1 2 3 4 5
7. I am a faculty member in the:
o  School Psychology Program
o  Teacher Education Department
o  Grace Abbot School of Social Work
o Counseling Department
o Educational Leadership Department
o Special Education and Communication Disorders Department
o School of Health & Kinesiology (Health ,Physical Education, and Recreation)
o Other:
10 2017 National Teacher Education Journal * Volume 10, Number 2



10.

11.

12.

13.

14.

I would like to know more about how I can prepare my undergraduate and/or graduate students to meet the
educational and mental health needs of military-connected students?
o Strongly Disagree
Disagree
Neither agree nor disagree
Agree
Strongly Agree

© © © ©

I feel as though military-connected students go through the same struggles as every non-military connected
students and appropriately adapt to changes on their own. Therefore, I believe there is no reason to add
content regarding military-connected children to my curriculum.

a. Strongly Disagree

b. Disagree

c. Neither agree nor disagree
d. Agree

e. Strongly Agree

I am aware the new federal legislation, the Every Student Succeeds Act (ESSA), requires PK-12 schools to
formally identify students from military families.

o Yes

o No

As a faculty member preparing PK-12 teachers, school personnel, and administrators, I understand the
importance of including military-connected children into my program curriculum.
o Strongly Agree
Agree
Neither agree nor disagree
Disagree
Strongly Disagree

© © © ©

I currently include information regarding military-connected children in courses I teach.
o Yes
o No

I'am aware of colleagues within my program who include information regarding military-connected children
in the courses they teach.

o Yes

o No

I am open to and interested in adapting my program curriculum to include topics related to military-
connected children and their families.
o Strongly Agree
Agree
Neither agree nor disagree
Disagree
Strongly Disagree

© © © ©
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How Do We Manage?
Classroom Management Strategies for Novice
Teachers in High-Poverty Urban Schools

Abby L. Blake

Abstract: In diverse 21st century classrooms, teachers must remain current with effective classroom management
strategies. Effective classroom management may reduce attrition rates among novice teachers in high-poverty
schools and support student learning. This article considers the importance of classroom management in high-poverty
schools, reviews current trends in attrition among novice teachers within high-poverty schools, and offers guiding
recommendations for novice teachers in building effective classroom management strategies that will support teachers
as they begin their professional career. Strategies discussed include: consistent expectations, movement within
instruction, authentic teacher-student relationships, student leaders, elicited feedback, and positive classroom climate.
Establishing a sound classroom management repertoire equips novice teachers with the tools they need to successfully
launch their career.

About the Author: Abby Blake is a doctoral candidate in the Indiana University of Pennsylvania curriculum and
instruction program and has been a public-school educator for twelve years. She has worked in primary and secondary

grade levels within urban school settings.

Keywords: classroom management, novice teachers, poverty, urban education, attrition

INTRODUCTION

New teachers experience a multitude of struggles within
their first professional years of teaching; however, one
of the most prevalent and all-encompassing areas is
classroom management (Edwards, 2013; Meister &
Melnick, 2003; Strawn, Fox, & Duck, 2008). Classroom
management is often an underdeveloped skill for new
teachers, and therefore, can determine not only the level
of success they experience in the beginning of their
careers, but also whether students are able to learn.

Unfortunately, some new teachers who enter high-
poverty urban schools often find establishing classroom
management so demanding that they leave the teaching
profession altogether (Ingersoll, 2012). Developing a
solid repertoire of classroom management strategies
for teachers in high-poverty schools can support a
classroom where effective teaching and learning take
place. In considering the ever-changing and diverse 21st
century classrooms, novice teachers will benefit from
evaluating their management plans to address unique
student needs.

The purpose of this article is to consider the significance
of effective classroom management strategies, review
current trends in attrition among novice teachers
within high-poverty urban schools, and offer guiding
recommendations for novice teachers in building
effective classroom management strategies that will
increase the level of success they experience entering
their career and ultimately reduce the likelihood of
attrition.

SIGNIFICANCE OF CLASSROOM
MANAGEMENT

Novice teachers have many new demands particularly
upon entering a high-poverty urban school, including
“overcrowding, large class sizes, deteriorating
conditions, and large numbers of students with unmet
learning and mental health needs” (Shernoff et al.,
2011). To combat these significant obstacles, teachers
need solid, effective classroom management techniques.
Classroom management is defined as a “thoughtful and

National Teacher Education Journal ¢« Volume 10, Number 2
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purposeful process consisting of actions teachers take to
create an environment conducive to learning” (Garret,
2013, p. 47). Research indicated classroom management
plays a significant role in both effective teaching and
student achievement (Marzano, Marzano, & Pickering,
2003). Unfortunately, novice teachers may tend to
concentrate more on disruptive behaviors, rely on
punitive discipline strategies, and struggle to monitor
simultaneous classroom challenges (Sabers, Cushing,
& Berliner, 1991; Yoon, 2002). Building effective
classroom management skills and authentic relationships
with students is fundamental for urban educators,
where “prevalence rates for disruptive behaviors are
almost three times national estimates” (Tolan & Henry,
1996). One study demonstrated that when teachers
in low-income schools focused on building effective
classroom management and establishing relationships,
the students’ GPA scores increased significantly in just
over the course of five months (Murray & Malmgren,
2005).

When students experience the success possible within
a well-managed classroom, they are more likely to
comply with established expectations and demonstrate
work ethics that contribute to an effective learning
environment. Therefore, teachers can support students
in making connections between positive behaviors and
academic success which may lead to fewer behavior
problems during instruction. Setting a positive tone
within the learning environment early in the school year
is largely dependent on the teachers’ acknowledgement
of connections between classroom management and
student learning.

PROBLEMS AND SOLUTIONS

Novice teachers can have difficulty adjusting to new
teaching demands that challenge their practical skills,
perseverance, and dedication to the field. New teachers
secure positions in low-income schools at nearly double
the rate as those at more affluent schools (Almy &
Theokas, 2010). When new teachers are hired in low-
income schools, they are twice as likely to leave their
position within five years as those in higher-income
schools (National Center for Education Statistics,
2015). In fact, teacher attrition has grown by 50 percent
over the past 15 years predominately in low-income,
urban schools (National Commission on Teaching and
America’s Future, 2013). Novice teachers consider
classroom management as one of the major problems
encountered when entering the teaching profession.
Often, they report feeling unprepared (Meister & Melick,
2003). Challenges with classroom management or lack

of experiences within teacher education programs may
often lead teachers to search for alternative career paths
(Ingersoll, 2012; Ukpokodu, 2007). Novice teachers
may benefit from additional administrative support and
opportunities to grapple with methods that work best
for not only their personalities but also the academic,
social, and cultural diversity in classrooms today. Many
successful management experiences stem from teachers’
innate willingness to adapt their teaching styles to
connect with students. Although various management
strategies have been widely accepted in education as
a means to promote student success, perhaps specific
classroom management strategies are more beneficial
when working with students of low socioeconomic
status. Some of the most influential strategies in creating
a classroom that operates efficiently are illustrated in
Figure 1.

Movement

Student Surveys

Consist
Relationships onsisiency

eatarehin Build Foundation First

Figure 1: The Novice Teacher Strategy “Tool Box”

1. Consistency is Key

Building consistency and routines within daily
classroom management can be highly beneficial for
all students. However, many students living in poverty
experience turmoil and have lives that are anything
but routine (Berliner, 2009). Their time in school may
be the most secure and anticipated part of their day.
Building consistency in all areas of the classroom
is imperative, from scheduling, using and acquiring
materials, getting the teachers’ attention, and knowing
when and how to request a bathroom break or obtain a
pencil. There truly is no detail too small in a classroom
to manage. Ultimately, management of minimal
details will allow more instructional time and build
student interdependence, all of which help support an
environment conducive to learning.

While consistency will support students in making
effective classroom decisions, it can also improve
teachers’ relationships with students. Following an
anticipated classroom management plan for all students

14 2017
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demonstrates equality, and students understand their
pivotal roles in contributing to the learning environment.
Teachers can also gain significant respect by maintaining
stability in their classroom management expectations. If
teachers follow through with pre-established actions, it
sends a central message of leadership and trust. Having
consistency with classroom management expectations
also prevents students from “testing the waters.” When
teachers display varying management procedures,
students may be more likely to view expectations as
though they can be altered.

2. Move It!

Teachers across America are aware of the many benefits
of embedding movement and physical activity into their
instructional day. However, exercise can have an even
larger impact on students from a low socioeconomic
status (Basch, 2011). Unfortunately, many schools have
eliminated recess and physical education in an effort
to increase academic learning time and meet the needs
of students within the achievement gap (Brusseau &
Hannon, 2015). Inadvertently, placing restrictions on
students’ physical movement throughout their learning
day contributes to a cycle of inactivity for a population
at risk for becoming overweight (Burton & VanHeest,
2007).

Additionally, students who are inactive and confined to
set spaces for extended time are more likely to display
off-task behaviors that disrupt teaching and learning in
the classroom. Brain Breaks or Energizer activities, as
seen in Figure 2, can support focus, engagement, and
behavior management when embedded into instructional
time (Mahar, Murphy, & Rowe, 2006). Increasing
physical activity provides tremendous benefits for
students, even if it requires reducing instructional
time. Emphasizing physical activity and designating
regular and intentional time for Brain Breaks will build
a positive classroom climate and encourage teamwork,
both of which support the framework for effective
classroom management (Burton & VanHeest, 2007).

Figure 2: Resources to Get Students Moving

https://brain-breaks.com/
www.gonoodle.com

Online resources that support many teachers in getting
their students moving are found in Figure 2.

3. Build Authentic Teacher-Student Relationships

Teachers have the potential to play a monumental role
in the path students take throughout their educational
experience. Learning environments that promote
feelings of belonging, safety, and success can impact
students’ social, behavioral, and academic decisions.
Establishing these positive feelings and decision-
making skills is imperative for students’ educational
and ultimately employment experiences. Getting
to know each student on an individual basis will
demonstrate a teacher’s sincerity and provide an
opportunity to empathize with a student’s perspective.
Teachers can learn a surprising amount of information
about students’ lives outside of school that can support
their engagement and management techniques. Holding
daily or weekly class meetings and establishing time to
speak with students about their lives outside of school
can help teachers build supportive relationships. When
teachers convey genuine interest in students’ lives,
the authenticity behind their classroom support is
communicated.

Hamre and Pianta (2001) indicated students who have
positive relationships with their teachers are more
likely to develop greater academic and socio-emotional
skills, all of which play vital aspects in their classroom
behavior. Building positive relationships with students
can transform classrooms into exciting places where
students are eager to enter. Murray and Malmgren
(2005) concluded students in low-income schools
benefit from positive relationships with teachers even
more than students in high-income schools due to the
elevated risks associated with poverty.

Berliner (2009) shared significant consequences of
students growing up in poverty and established that
many issues in high poverty schools evolve from outside-
of-school factors (OSFs). Teachers cannot control

https://chrome.google.com/webstore/detail/move-it/kopilngnmfklhhjocdfdlokmodibcbmk
http://www.energizingbrainbreaks.com/http://hopsports.com/

http://brainbreaks.blogspot.com/
http://www.movetolearnms.org/

http://witf.pbslearningmedia.org/collection/move-it/
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the limited healthcare access attributing to low birth
weights and behavior difficulties, the food insecurities
impairing cognitive functioning, or the 3-10 million
children witnessing family violence each year that leads
to post-traumatic stress disorder, oppositional defiance,
and conduct disorder (Berliner, 2009). The negative
impacts of childhood poverty emphasize the need for
teachers to foster relationships with each student and
create a positive academic environment. Not only will
teachers better understand students’ lives outside of
school, but they will be more capable of supporting
students in a way that subsides the negative stresses
students may carry into the classroom environment.

4. Find the Leaders

Students can have a significant influence on one
another that sometimes teachers struggle to replicate.
As students connect with one another and develop
relationships both in and outside the classroom, they
can often influence one another’s behavior. Teachers
who have a deep understanding of their students’ impact
on one another can potentially support hard-to-reach
students. For example, a teacher can re-direct an off-
task student by inconspicuously asking a trusted peer to
remind the student of in-class expectations. The trusted
peer will gain leadership skills and self-esteem from
helping the classroom community, and the re-directed
student may be appreciative of the personalized support.
When teachers are cognizant of the relationships
forming within their classroom, they can employ
students who demonstrate innate leadership qualities
to help support peers that typically refrain from teacher
support. Resources available to support both teachers
and students in developing leadership qualities within
the classroom can be found in Figure 3.

Figure 3: Leadership Books for Teachers and Students

5. Elicit Student Feedback

Often students desire reassurance from the teacher when
working on classroom tasks. Although the teachers
are the professionals in the room, to make the most of
classroom management strategies, teachers must know
how students feel about the way they manage the class.
For example, teachers can gauge students’ perspectives
and feelings through brief anonymous surveys. Students
can share whether they feel valued, supported, and safe,
which can provide a tremendous amount of information
teachers can use to alter their instructional and
management techniques.

Research indicated there is a significant connection
between positive student-teacher relationships and
higher academic achievement (Murray & Malmgren,
2005). Montalvo, Mansfield, and Miller (2007) suggested
that students will work harder and longer if they have
a positive relationship with their teacher and feel like
an important part of the class. Consequently, students’
view of their teacher largely impacts their behaviors
and learning abilities, all of which drive classroom
management. If teachers truly want a well-managed
classroom that is conducive to rigorous learning, they
must acknowledge that students’ beliefs and feelings
absolutely matter. Surveys can also help teachers gauge
the “temperature” within their classroom and provide
a confidential self-evaluation of student-perceived
management and instructional effectiveness. Utilizing
surveys to support teacher self-reflection will facilitate
revisions in teaching methods that correlate to the needs
expressed directly from the students in their room.
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6. Build Your Foundation First

Many effective educators spend countless hours
organizing lesson plans and classroom curriculum
for the first few weeks or months of the school year.
However, taking an opportunity to establish clear,
concise classroom management procedures while also
practicing to work and communicate with one another
can have a significant impact on the level of positivity
in the classroom. Unal and Unal (2012) revealed that
experienced teachers found establishing effective
classroom management to be one of the most important
goals during the first few weeks of school.

Postponing curricular implementation may raise
concern to many teachers, especially when considering
the high-stakes testing requirements in today’s schools.
However, many students returning to school in
September exhibit a “summer slide” in their abilities to
perform academically and transition to school behavior.
Diving into rigorous curriculum without considering the
consequences of time away from academics and school
routines may initiate rebellious behavior. Therefore,
allowing time in the beginning of the school year to
define and practice classroom management expectations
with students is crucial to set the foundation for a
successful school year. Strategies adopted by novice
teachers early in their careers have the potential to
shape the students’ learning environment and future
experiences as 21st century educators.

HOW DO WE MANAGE?

While teacher attrition has impacted high-poverty
education today, there are many established classroom
management strategies that support novice teachers
in addressing the diverse groups of students in
classrooms. With the challenging management

demands new teachers in high-poverty urban education
face, developing a “tool box” is essential for quality
classroom management implementation. Maintaining
consistency and providing opportunities for students
to participate in physical activities will increase
engagement, morale, and focus. Building authentic
teacher-student relationships and uncovering natural
leaders in the classroom can significantly impact the
ability to support hard-to-reach students. Additionally,
depth of curriculum implementation is maximized when
students are assured that their thoughts and feelings are
meaningful to their teacher. As teachers understand
how students feel about their classroom environment
and management approaches, valuable connections
are established and learning opportunities are at their
highest.

Fortunately, novice teachers have even more
opportunities to expand their classroom management
repertoire, as these strategies are only one aspect of
constructing a solid foundation and long-lasting career.
When novice teachers develop an natural desire to
enhance their craft as educators, they will continue to
search for ways to improve their learning environment.
Novice teachers can strengthen their classroom
management abilities by understanding the student
population, reflecting on successes and weaknesses,
researching innovative management approaches, and
challenging themselves to try new methods and persist
to see the full potential.

Novice teachers within high poverty schools have the
potential to be extremely successful when they anticipate
challenges they will encounter and have the confidence
and skill set to address those challenges. Helping
students internalize the learning opportunities within
a well-managed classroom encourages ownership and
sets both the students and teachers up for a successful
launch into the school year.
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A Review of Function-Based Behavior
Interventions for Young Children
with Autism Spectrum Disorders:
Teaching Appropriate Communication
with Delayed Reinforcement
as a Means of Decreasing Temper Tantrums

Seungyeon Lee

Abstract: Autism spectrum disorders (ASDs) are growing in prevalence throughout the country, and this increase
has raised awareness of behavioral problems associated with ASDs. One of the most frequent problem behaviors
in children with ASDs is temper tantrums (i.e., prolonged anger reactions in an infant or child). Moreover, temper
tantrums are considered early indicators for future violent and antisocial behaviors. For this reason, the current review
summarizes and evaluates the latest behavioral intervention treatments with a focus on temper tantrums in the context
of behavioral science. Current behavioral interventions have been quite effective in reducing problem behaviors in
children with ASDs, especially when delayed reinforcement is taught with function-based intervention. Although
much progress has been made, there are numerous hurdles that have yet to be overcome. Future studies are needed
to find relevant, developmentally based strategies associated with delayed reinforcement that will help children with
ASDs become socially competent. Implication for educators and parents working with young children with ASDs are
also discussed.

About the authors: Dr. Seungyeon Lee is an Assistant Professor of Psychology at the University of Arkansas at
Monticello (UAM).

Keywords: autism spectrum disorders (ASDs), delayed reinforcement, functional communication training (FCT),
temper tantrums

INTRODUCTION the far reaching impacts that ASDs have on children and

those around them, all mental health and educational
professionals working with children with ASDs are
responsible for the course of behavioral strategies and

Autism spectrum disorders (ASDs) encompass one
of the most prevalent diagnostic categories within the

population of developmental disabilities in the United
States (Matson et al., 2011; Matson & Sturmey, 2011). As
of 2014, the Centers for Disease Control and Prevention
(CDC) updated the estimate of autism prevalence in the
United States to 1 in 68 children. Challenging behaviors
(e.g., tantrums) often manifested in those with ASDs
can threaten their physical and mental health and that
of their families and can also result in negative social
consequences (Harding et al., 2009; Matson & Sturmey,
2011; Patterson, 2002; Reichle et al., 2010). Because of

for setting the agenda based on the child’s and primary
caregivers’ needs. In addition, they also aim to discover
the cause of dysfunctional behaviors (i.e., the target
behaviors), teach and reinforce the use of appropriate
behavioral skills, and build connectedness to parents
or caregivers. The purpose of this paper is to review
empirical studies of ASDs and evaluate investigatory
strategies for determining the temper tantrums
behaviors of young children with ASDs. The review
will address limitations of the existing literature.
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Temper Tantrums as an Early Predictor for Future
Problem Behaviors

Temper tantrums are generally understood as children’s
demonstrations of anger or frustration by aggressive
physical movement (Mireault & Trahan, 2007). Typical
examples of temper tantrum behaviors provided by
different research teams include being grumpy, crying,
screaming, yelling, whining, throwing things, head
banging, and biting nails, among others (Belden et
al., 2008; Giesbrecht et al., 2010; Green et al., 2011;
Horner et al., 2002; Mancil, 2006; Potegal, Kosorok,
& Davidson, 2003). Temper tantrums are particularly
important to consider for the following reasons: (a)
the temper tantrums of children with ASDs are often
serious concerns for their primary caregivers and
educators (Belden et al., 2008; Dominick et al., 2007;
Horner et al., 2002; Mancil et al., 2006) and (b) recent
studies have indicated that long, frequent, violent, and
self-destructive temper tantrums not only indicate
the presence of a developmental disorder but are also
connected to the occurrence of other aggression and
future antisocial behavior (Giesbrecht, Miller, and
Miiller, 2010; Green et al., 2011; Hartley et al., 2008).

Developmental stage, temperament, and behavioral
or health condition (e.g., having ASDs) are considered
major contributors to the occurrence of temper tantrums
(Belden et al., 2008; Giesbrecht et al., 2010; Matson
& Sturmey, 2011; Potegal & Davidson, 2003). The
intensity and frequency of each child’s temper tantrums
vary, but developing children progress through typical
stages of behaviors (Belden et al., 2008; Potegal &
Davidson, 2003). In infancy, children use temper-
tantrum behaviors as their primary communication
mode for emotional expression (Giesbrecht et al., 2010;
Green et al., 2011; Potegal & Davidson, 2003). Between
the ages of 18 months and 36 months, children throw
temper tantrums as a means of gaining independence
and power (i.e.,, to get what they want immediately).
Around the age of 3 years old, temper tantrums still
serve as a means of communication, but the violence of
the previous stage fades away. (Green et al., 2011). By
the age of 4, temper tantrums are more rare, and they are
often interpreted as social anxiety or frustration when
they occur (Potegal & Davidson, 2003). Some children
throw more temper tantrums than others, especially if
they are temperamentally more impulsive than others
(Potegal & Davidson, 2003). Research has indicated that
children with ASDs are more likely to have high rates of
temper tantrum behaviors than other children because
of poor self-control (Belden et al., 2008; Dominick et
al., 2007). Overall, several factors can contribute to a
child’s tendency toward temper tantrums (Giesbrecht et
al., 2010).

REVIEW: Functional Communication
Training and Delayed Reinforcement for
Children with ASDs

The rising prevalence of problem behaviors of those
with ASDs has been a controversial topic debated by
mental health and related professionals (Matson et al.,
2011; Matson & Sturmey, 2011; Ringdahl, Kopelman,
& Falcomata, 2009). The development of effective
strategies to treat ASD-related behaviors can lead to
a better understanding of this increased prevalence
(Granpeesheh et al., 2010; Matson et al., 2011; Ringdahl
etal., 2009; Virués-Ortega, 2010; Zachor & Ben Itzchak,
2010). Behavioral interventions have been shown to
be highly effective in reducing problem behaviors
displayed by individuals with ASDs (Mancil, 2006;
Matson & Sturmey, 2011; Matson et al., 2011; Peter-
Scheffer, Didden, Korzillius, & Sturmey, 2011; Virués-
Ortega, 2010). To design behavioral interventions with
high treatment efficacy, clinical psychologists and
related professionals gather comprehensive information
on the environmental variables associated with the
occurrence of the problem behavior and the conditions
that maintain the behavior to determine the cause of the
problem behavior (Harding et al., 2009; Tiger, Fisher,
Toussaint et al., 2009).

Behavioral interventions have continuously grown in
popularity over time (Matson et al., 2007; Matson et
al., 2009; Matson et al., 2011), and they are currently
utilized to treat common symptoms of ASDs. Since
2000, a growing body of research has situated
functional communication training (FCT) as the most
prominent functional behavioral intervention technique,
especially for use with children and adolescents
with ASDs (Braithwaite & Richdale, 2000; Casey &
Merical, 2006; Danov, Hartman, McComas, & Symons,
2010; Falcomata, Roane, Feeney, & Stephenson, 2010;
Harding et al.,, 2009; Mancil, 2006; Heath, Ganz,
Parker, Burke, & Ninci, 2015; Mancil & Boman,
2010; Matson et al., 2011). FCT has been recognized
as a systematic practice for decreasing inappropriate
behaviors and replacing them with socially acceptable
behaviors (Heath et al., 2015; Tiger et al., 2008) that
has been effective for individuals with ASDs and other
developmental disabilities (Fisher et al., 1993; Fisher
et al., 2000; Harding et al., 2009; Lalli et al., 1995;
Mancil, 2006; Mancil & Boman, 2010). FCT treatment
is based on the hypothesis that problem behaviors, like
temper tantrums, typically serve a communicative
function (Mancil & Boman, 2010; Tiger et al., 2008),
and FCT is usually implemented after the function of
the problem behavior has been identified. For instance,
if the function of a temper tantrum behavior has been
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identified as a way to gain a desired item (i.c., a tangibly
motivated behavior), the child is taught how to request
the item by speaking, gesturing, or pointing to a picture
card that shows the item, which is a technique known as
manding, rather than throwing a temper tantrum.

In the previous FCT literature, the majority of study
participants (about 80%) were individuals with autism
and PDD-NOS (Mancil, 2006) and two-thirds of the
participants were males (Mancil, 2006; Mancil &
Boman, 2010; Tiger et al., 2008; Wacker et al., 2005).
The age range of the participants was from 2.7 to 14
years, with a mean age of 8 years (Mancil, 2006;
Wacker et al., 2005). The age group between 3 and 7
years old has been frequently selected and examined by
different researchers because research has shown that
interventions are most effective when implemented in
early childhood (Mancil, 2006; Mancil & Bowman,
2010; Matson et al., 2011).

Because FCT was first developed as a clinical
intervention (Carr & Durand, 1985), most FCT research
has been conducted in clinical settings (Fisher et al.,
2000; Hagopian et al., 1998; Tiger et al., 2008). There
is a growing awareness that conducting FCT in highly
controlled settings results in a lack of social validity for
the treatment (Tiger et al., 2008). Wacker et al. (2005)
argued that, at the time, treatment efficacy of FCT in the
clinical environment would not mirror effectiveness in
the natural environment, so more studies were needed.
Fisher et al. (1993) examined three variations of FCT
procedures—FCT alone, FCT with extinction, and
FCT with punishment—to determine which condition
resulted in the most significant reductions of problem
behavior. Four children with ASDs participated in the
study. Two of them engaged in problem behaviors to
escape demands, and the other two engaged in problem
behaviors to gain access to their preferred items
(tangible function). First, the FCT alone condition was
implemented. The participants were allowed to either
escape from demands or receive the item they wanted
when they used the replacement behavior. When FCT
with extinction was implemented, the participants were
positively reinforced only when the problem behavior
was not used and the replacement behavior was used.
The third condition was FCT with punishment, and
participants were unable to obtain positive reinforcement
if the problem behavior was used at all. The FCT-
alone condition did not produce clinically significant
reductions of the problem behavior, while the FCT
with extinction and FCT with punishment conditions
significantly reduced the problem behaviors to nearly
zero (Fisher et al., 1993).

Hagopian et al. (1998) conducted a meta-analysis of
the FCT literature to evaluate which variations of FCT
procedures used in previous studies were effective.
In 27 case studies, FCT with extinction resulted in an
approximate 90% reduction of problem behaviors. By
contrast, FCT alone resulted in an approximate 60% to
80% reduction. This again shows that using FCT with
additional components (in this case, extinction) is more
effective than using FCT alone.

The manner in which experimenters teach the
communicative responses to participants also varies.
Depending on the child’s receptive language abilities,
either verbal or nonverbal replacement behaviors can
be taught. For teaching nonverbal responses, several
studies have utilized the strategy called manding, which
allows the child to use a picture card as a communicative
response (Harding et al., 2009; Heath et al, 2015;
Vollmer et al., 1999).

Delayed Reinforcement as a Means of Increasing
Impulse Control

Teaching delayed reinforcement along with FCT has
drawn considerable attention from both developmental
and behavioral scholars (Juanico, Dozier, Payne,
Brandt, & Hirst, 2016; Kelley et al., 2011; Matson et al.,
2011; Reichle et al., 2010; Vollmer et al., 1999). Some
studies have suggested that using FCT with additional
procedures that teaching delayed reinforcement by
manipulating various cues might help children with
ASDs to manage their aggressive behaviors (Fisher
et al., 1993; Fisher et al., 2000; Fisher et al., 2005;
Hagopian et al., 2005; Juanico et al., 2016; Lalli et al.,
1995; Reichle et al., 2010; Taylor & Harris, 1995; Tiger et
al., 2008). Nevertheless, to date, few ABA-based studies
have systematically evaluated the effects of delays on
children with ASDs when learning to communicate
(Fisher et al., 2000; Kelley et al., 2011; Reichle et al,,
2010; Vollmer et al., 1999).

Researchers in both clinical and developmental
psychology have recently argued that evaluations of
impulsivity and the ability to delay reinforcers may help
children with ASDs avoid future problem behaviors
(Feldman et al., 2011; Lee et al., 2008; Matson et al.,
2011; Reichle et al., 2010). Impulsive behavior occurs
when an individual favors immediate reinforcement
over delayed reinforcement (Fisher et al., 2000; Lee et
al., 2008; Vollmer et al., 1999), because the research has
indicated that the ability to delay gratification in early
life is closely related to one’s self-control of emotion,
which can be a predictor of positive social behavior in
later life.
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Time-delay methods have been used with meaningful
results in several studies. Hagopian et al. (2005)
showed that time delays could be used as a means of
increasing on-task behavior. Two types of time-delayed
procedures were introduced by the authors, which were
progressive and constant time delays. Progressive time
delay procedures are intended to teach the ability to
wait. Constant time delay procedures specify certain
lengths of time for delays between giving instructions
to children so they can use their new skill (Hagopian
et al., 2005). Constant time delay has often been used
in clinical settings, whereas progressive time delay has
more regularly been applied to educational settings
(Elcore & Lattal, 2011; Juanico et al., 2016; Reichle et
al., 2010; Taylor & Harris, 1995).

Three studies have demonstrated the effectiveness
of time delays for children with autism when social
skills were promoted. Charlop et al. (1985) conducted
a study promoting verbal skills. With a progressive
time delay, all the participants gradually learned how
to communicate with others and made progress on
their problem-solving strategies. Thus, after they had
learned to request something from others, they applied
the communication strategy in similar situations. Taylor
and Harris (1995) also used the progressive time-delay
method in an educational setting. When the delay
was gradually increased, children with ASDs showed
more communicative responses. Liber et al. (2008)
conducted a study to evaluate how children with autism
demonstrated their social skills with constant time-delay
procedures, and the results indicated that participants
were able to demonstrate their new skills through the
intervention..

Reichle et al. (2010) recently conducted a study that
examined how different ways of communicating delays
(i.e., a delay cue) while teaching delayed gratification to
children with ASDs can help self-regulate impulsiveness
and increase learning abilities. Two different types
of delay cues were used: general and explicit cues.
General delay cues do not give the exact length of task
conditions (e.g., “Youre almost there! Hang on!”).
Explicit delay cues make clear the precise amounts
of time the participants need to continue with a task
(e.g., “After two minutes, this task will be done.”). By
using general and explicit delay cues, the researchers
found that the participants demonstrated increased task
engagement with concurrent decreases in the problem
behaviors for both delayed conditions, but the rate of
academic engagement during the explicit delay cue
condition was higher than that for the general delay cue
condition. Thus, learning delayed reinforcement made
the participants more goal oriented, and they sought

opportunities to further their progress.

One hurdle introduced during delayed reinforcement
is that wait times can trigger inappropriate behaviors
of children with ASDs (Lecavalier, Leone, & Wiltz,
2006; Lerman et al., 2006). To remedy these triggers,
children with ASDs must learn how to understand time
because it is as an abstract term (Grindle & Remington,
1995; Heath et al., 2015). While counting time can help
children with normal development skills understand the
concept of time and delay, there is a strong possibility
that children with ASDs cannot understand the concept
of time using the same method. Counting may not serve
as a clear, visual stimulus to signal how long a wait
will be. Thus, visual prompts have widely been used in
teaching children with ASDs to self-regulate emotion
(Athens & Vollmer, 2010). These visual enhancements
may potentially be paired with time-delay procedures to
teach delayed gratification, but doing so would require
systematic training with a procedure with proven
treatment efficacy.

CONCLUSIONS

Research has indicated that teaching children to wait
for a larger reward makes FCT more effective and
acceptable in a clinical setting (Fisher et al., 2000;
Heath et al., 2015; Lee, 2015; Tiger, Fisher, Toussaint
et al., 2009). Findings have shown that using delayed
reinforcements provides a long-term benefit to children
in terms of regulating their emotions because of how
closely related delayed reinforcement is to self-control,
which helps children with developmental disabilities
significantly decrease problem behaviors in the long
run. A common goal for treatment of children with
ASDs is to train them to have better self-control in order
to regulate their temper tantrums.

The ability to delay immediate gratification has played
a central role in child development (Athens & Vollmer,
2010; Juanico et al., 2015; Reichle et al., 2010). For
example, when a primary caregiver prevents a toddler
from engaging in socially inappropriate behaviors (e.g.,
messing up a room), the child’s immediate gratification
is deferred. At that moment, the child may be faced
with choosing one of the following two options: either
return to his or her immediate satisfaction or accept
the caregiver’s request. If the child decides to meet the
caregiver’s needs, and thus delays gratification, it is
a sign of social competency that can lead the child to
later accept social expectations. Theoretically, a child’s
ability to delay reinforcement can be interpreted as a
sign of maturity.
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Studies have shown that children who demonstrated
high levels of delayed reinforcement in their earlier life
were capable of showing better social performance in
later life (Cemore & Herwig, 2005; Hoerger et al., 2011,
Mischel et al., 1989). Toddlers who showed tolerance
for waiting were able to show more self-regulatory
skills when they went to preschool (Feldman et al.,
2011). Preschoolers who were able to forego immediate
pleasures to receive more valued rewards demonstrated
high levels of academic and emotional intelligence
during adolescence (Cemore & Herwig; Hoerger et al.,
2011). Because delay tolerance early in life has become
a crucial factor for social-emotional aptitude, the use of
strategically delayed procedures in child development
has become fairly important. Delay tolerance is even
more important for children with ASDs, because
delayed reinforcement can foster the development of
cognitive abilities and behavioral management (Juanico
et al., 2015; Kelley et al., 2011; Lee, 2015).

When children with ASDs face difficult demands, it is
common for them to display a variety of inappropriate
behaviors such are aggression and noncompliance. In
addition, they typically demonstrate higher levels of
violent behavior than children with normal development
(Potegal & Davidson, 2003). In most cases, these
behaviors stem from a desire to escape the burden of
expectations placed on them, that is, the demand (or
escape) condition (Reichle et al., 2010). The disruptive
behaviors are difficult for caregivers to handle because

children with ASDs have developmental delays.
Teaching children with ASDs how to manage time
delays requires a substantial amount of training for the
child (Fisher et al., 2000; Fisher et al., 2005; Reichle et
al., 2010), but fostering their social behaviors that depend
on delayed gratification can significantly encourage
child development (Felden et al., 2011; Hoerger, Quirk,
& Weed, 2011; Reichle et al., 2010; Wilder, Nicholson,
& Allison, 2010).

The ways in which young children effectively regulate
their emotions can strongly impact their future learning
and positively promote socially acceptable behaviors.
Teaching children with ASDs how to control emotion
to wait for a desired goal is an important behavioral
skill that can decrease challenging behaviors, such as
aggression and SIB. In addition, once they learn to delay
gratification, behavioral treatments may work more
effectively. Early initiation of behavioral intervention—
if found to be effective—will help parents and related
professionals develop tailored behavioral interventions
for children with ASDs (Lee, 2015). Overall, research
has exposed the need to understand the developmental
dynamics of children’s cognition and emotional
regulation, which represent the broader spectrum of
self-control. Future studies are needed to find relevant,
developmentally based strategies associated with
delayed reinforcement that will help children with
ASDs become socially competent outside of the clinical
setting.
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Abstract: This study was conducted to explore the influence of culture in the implementation of state gifted
identification policies within the four sample schools on English Learners’ limited learning opportunities. The study
utilized the data analysis spiral approach (Creswell, 1998) in order to examine data derived from interviews, field
notes, and observations of 66 sample population, as well as archived public documents and other written sources.
Seven significant themes emerged in the findings of the study. As the EL population in the United States continues to
grow, this study recommends a sense of urgency to create, devise, fund and implement state and district policies that
would minimize ELs’ limited learning opportunities in gifted programs.
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INTRODUCTION

The Florida Consent Decree (1990) was meant to
ensure ELs’ equitable opportunities in all educational
programs in the public school system. However, English
Learners’ (ELs) learning opportunities in K-12 gifted
programs remain limited (Gagne, 2011; Callahan, 2005;
Berliner, 2002). Many unidentified gifted ELs who
do not experience the benefits of enriched learning
opportunities in gifted programs could leave lasting
implications in the possibility of achieving academic
excellence, as well as the probability of being involved
in higher levels of thinking activities (Aguirre-Munoz
& Amabisca, 2010). This qualitative ethnographic study
explored the influence of culture in the implementation
of state gifted identification policies on ELs’ limited
learning opportunities within the four sample schools in
Florida. The data were analyzed and reported primarily
by themes.

THEORETICAL FRAMEWORK,
RESEARCH PROBLEM AND
QUESTIONS

Research Problem

Educating English Learners (ELs) is contentious and
complex (Lee & Buxton, 2008). Florida is among
a group of states that experienced a growth in EL
population from 6.0 to 9.9% (USDOE NCIES, 2014).
School leaders and educators in many school districts
in Florida continue to search for ways to address the
linguistic and cognitive needs of this group of learners.
The general problem of this study focused on exploring
the influence of culture in the implementation of state
gifted identification policies on ELs limited learning
opportunities within the four sample schools in Florida.
Gifted and talented children have outstanding abilities,
possess potential for high performance, and require
special programs and services to maximize their
contributions to society. However, Caucasians who
participate in gifted education outnumber language
minority students (Borland, 2004). This inequality
leads to disproportionality in the identified language
minority population and limited representation of
ELs in gifted programs (Baldwin, 2005). Research
associating culture, policies, heritage language, and
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experiences to the gifted identification procedures
have been conducted (Brennan, 2003; Harris, Plucker,
Rapp, & Martinez, 2009; Perez & Beltran, 2011).
Future research could produce more meaningful data to
inform education leaders and stakeholders with ways to
address or mitigate factors contributing to the limited
opportunities of ELs in gifted programs.

The key research question that guided the study was:
How does culture in the implementation of state
gifted identification policies within the culture of the
four sample schools influence ELs’ limited learning
opportunities in gifted programs in Florida? In addition,
two more research questions guiding this study were:
1) How do the cultures of ELs in the implementation of
state gifted identification policies within the culture of
the four sample schools influence ELs limited learning
opportunities in gifted programs? 2) How do cultures of
district and school administrators, teachers, guidance
counselors, and other educators in the implementation
of state gifted identification policies within the culture of
the four sample schools influence ELs’ limited learning
opportunities in gifted programs?

One benefit of the study is in assisting educators to
identify ELs’ giftedness which is difficult to recognize
because of language barrier and cultural characteristics
(Briggs, Reis, Sullivan, 2008). Policy makers could
enact policies related to instruction of ELs (Short, 2013).
See Figure 1.

Literature Review

The study falls under the scope of instructional
leadership for ELs. The theoretical framework included
intellectual, cultural, linguistic, and instructional
theories that could influence the resolution of the

problem of limited learning opportunities for ELs in
gifted programs (Ford, Harris, Tyson & Trotman, 2000).

Culture

Researchers believe that culture affects almost every
aspect of schooling, including curriculum, content,
assessment, and identification for ELs for gifted
programs (Kitano & Pederson, 2002). Trimbuli,
Rothstein-Fisch, & Greenfield (2000) associated the
link between socio-economic status and schooling.
Poor economic conditions and low socio-economic
status of ELs and their families may result from the
number of individuals in a household, which includes
extended family members, according to Borland (2004).
Cooper & Denner’s (1998) description of the individual-
collectivism, social, and multiple worlds’ theories of
culture amplified the values and norms of each cultural
group and how ELs are able to access resources and
support for the family’s benefit. Further, these culture
theories provided the structure for understanding
the challenges ELs and family members of ELs face
within the context of the school, community, and peer
environment (Phelan, Davidson, & Yu, 1991). DuPraw
and Axner (1997) associated immigrants with more
schooling and higher socioeconomic status with greater
individualism, independence, and a focus of cognitive
skills, positive self-esteem, and oral expression. Ramos
(2010) posited that teachers and other educators should
be sensitive and aware of the tremendous amount of
cultural diversity within any specific ethnic group in
order to plan for ELs’ optimal learning and interaction
in the classroom. The National Association for Gifted
Children (2010) issued position papers and task force
reports that recognized culture, language, and poverty
as factors that influence the development and expression
of abilities and talents of ELs.

CULTURE

IDENTIFICATION

POLICY
IDENTIFICATION

ENGLISH
LEARNERS

IN GIFTED
PROGRAMS

Figure 1. Variables to English Learners’ Learning Opportunities on Gifted Programs in the Four Sample Schools
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Language

ELs come from diverse backgrounds. In Florida, more
than 250 languages are spoken among ELs (Florida
Department of Education, 2016). The levels of language
proficiency may vary from entering to reaching (WIDA,
2012). Matthews (2006) indicated in his work with
English Learners who are high performers in their
heritage language and exceed academic performance
expectations based on their language proficiency levels
deserve a chance to enrich their learning opportunities
through the gifted programs. Webb (2008) emphasized
that these learning opportunities occur only when
teachers and stakeholders take into consideration the
theoretical foundations underlying the education of ELs.

Instructional theories

Kaplan and VanTassel-Baska (2011) examined the
dilemmas teachers expressed in the effort to address
and accommodate the economic, linguistic, and cultural
diversity of gifted students in urban environment. How
different cultures value giftedness, underachievement
due to lack of motivation, and communicating clearly the
standards of performance in gifted programs to students
confront teachers in schools with EL population. An
important challenge to teachers is acquiring sufficient
training in recognizing different norms of cultural and
social behaviors of students from diverse backgrounds
that may be gifted, according to Karhtigeyan & Nirmala
(2013). Elhoweris (2008) and VanTassel-Baska (2011)
considered the recognition of these challenges as a first
step to assisting teachers and school leaders in meeting
the needs of gifted and talented ELs.

Intelligence

Gardner (1983) asserted that the traditional notion of
intelligence based on IQ is far too limited. Gardner
(2009) developed and proposed nine different
intelligences that would expand the potential in adults
and in children to achieve and excel. ELs with different
kinds of intelligences display giftedness in ways more
productive to their unique mind (Gardner, 1983).
Sternberg (1984) developed the triarchic theory of
intelligence. Sternberg (1985) defined intelligence as the
ability or behavior to achieve success in life by how well
individuals capitalize on the strength to balance their
analytical, creative, and practical faculties. According
to Bracken (2008), ethnicity, language, and country
of origin do not describe nor diminish an individual’s
intelligence.

The views on giftedness and intelligence which Gardner

(1983) and Sternberg (1984) championed recognized
language, socioeconomic conditions, and culture as
factors to consider when identifying ELs for gifted
programs.

Literature Gap

Studies have been conducted around underrepresentation
of minority groups and low socioeconomic groups but
few have focused on culture, policy implementation,
and learning opportunities of gifted ELs (Olszewski-
Kibilius & Clarenbach, 2012). In addition, areas that need
reexamination include policies that address redefining
giftedness, enriching educator’s understanding of
the role of culture, poverty, and language barriers in
identifying giftedness.

Contributions and Implication of the Study

The results of this study could have significant influence
on instructional leadership. Policymakers, school
leaders, and teachers are responsible for implementing
and maintaining the integrity of the regulations and
policies of each state’s Department of Education
(Brown, et.al. 2005). The findings of this qualitative
study are significant to leadership as the analysis of
the collected data could provide pathways and steps to
expand ELs’ learning opportunities in gifted programs
(Duncan, 2014). Further, the analysis of the results
of the study adds to the body of knowledge related to
policies and instructional leadership. Literature and
studies regarding policies that influence ELs’ learning
opportunities in gifted programs are rare (Mongiello,
2011). Reforming state policies could help eliminate
barriers to ELs learning opportunities (Pfeiffer, 2002).

METHODOLOGY
Research Method

The qualitative research method was used to address
the research problem by gathering data from educators
who work closely with ELs at four sample schools in
Florida. “Qualitative studies are best at contributing
to a greater understanding of perceptions, attitudes,
and processes” (Glesne, 2006, p. 29). The process and
the product were closely observed and paid attention to
(Patton, 2002). The use of qualitative research allowed
for the exploration of the problem by using open-ended
questions in collecting evidence from study participants
while seeking to understand the complexity of the
problem (Pereira & Oliviera, 2015; Tsai & Wen, 2005;
Bowen, 2005; Pokinghorne, 2005; Szyjka, 2012).
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In order to address the research questions, various
techniques were wused to provide participants
opportunities to present various perspectives and
perceptions about the problem in a natural setting
(Denzin & Lincoln, 2005; Szyjka, 2012). Individually
or by groups, study participants participated in face-to-
face interviews, observations, and mini focus groups
where the data obtained provided the best understanding
of the sites and the people (Burnard, 2004). Open-ended
questions were worded carefully for each participant.
In addition, archived public documents were reviewed
that generated relevant information to the study. The
method’s techniques also involved making sense of
and finding meanings of the complexity of the group’s
shared cultural attitudes, beliefs, behaviors, language,
and ideas (Klopper, 2008; Sale, 2008; Toloie-Eshlaghy
etal., 2011).

Sample

The sites and population for this study were selected
based on the total number of ELs, the district’s plan
to increase efforts in identifying gifted ELs, the total
gifted student population, and the percentage of ELs in
gifted programs. In addition, districts’ approval to grant
access to the schools and the district offices to conduct
this ethnographic study was a major consideration for
the geographic selections. School districts’ willingness
to provide access to collect intense data through
observation, interviews, and focus groups during the on-
site ethnographic study also influenced the selection of
the sample (Polkinghorne, 2005). School districts with
no ELs in the gifted program based on the reports from
the FLDOE (2011c, 2012a), but which had submitted
plans to the FLDOE to increase ELs’ representation
in gifted programs, were also considered as potential
sample sites for this ethnographic study. Finally, school
districts that did not respond to the researcher’s request
for permission to conduct an on-site ethnographic study
on identifying ELs for gifted programs were excluded
from the list of sample population.

Based on these selection techniques, two schools from
a large urban school district and two schools a medium-
size urban school district in Florida were considered
the sites of the study. The first school district, District
A, was a large urban district that had made strides in
identifying gifted ELs. Among the school districts in
Florida, District A had the highest percentage enrollment
gain in EL students, from 6.8% in the 2011-2012 school
year to 13.6% in the 2012-2013 school year (FLDOE,
2011a). In the 2010 and 2012 school year, gifted ELs
represented .41% of the gifted population in District A.
The second school district, District B, was a medium-

size urban school district and ELs comprised 1.2% of
the total student population. District B has reported no
gifted ELs but had submitted to FLDOE a district plan
to increase the identification of ELs for gifted programs
(FLDOE, 2010a). See Figure 2.

Sampling techniques

The purposeful homogenous sampling technique was
used to recruit participants for the study. Participants in
a natural setting who have shared beliefs and thinking
were intentionally chosen (Burnard, 2003). The natural
settings for this study were the sample schools that were
selected based on the total number of ELs, the total
gifted student population, and the percentage of ELs in
the gifted program.

Sixty-five participants from the four sample schools
in District A and B in Florida had given consent to
participate in the study. Participants were specifically
selected based on individuals’ years in the field of
education, higher education degree, experience
related to teaching ELs, as well as their capabilities
and expertise to provide rich accounts and stories
about events and behaviors in their professional
communities (Fetterman, 2010). Participants’ accounts
of their experiences “bring refinement and clarity to
understanding an experience” (Polkinghorne, 2005,
p. 140). The population the researcher had chosen for
this ethnographic study consisted of district gifted and
ESOL program coordinators, school administrators,
guidance counselors, a school psychologist, professional
support personnel, and past or current teachers who
work with ELs and gifted students. Also included in the
sample participants were teachers of gifted education,
five general education teachers who were grade
level teacher leaders, and resource teachers who had
indicated willingness to share cultural attitudes, beliefs,
behaviors, language, and ideas towards gifted ELs and
articulate their stories about the topic. Participants from
School 1 District A included ten females and one male
participant. In School 2 District A, three males and
12 female educators participated in the interview. In
School 1 District B, one male and 15 female educators
participated in the study. In School 2 District B,
participants included nine males and 14 females. The
teaching and leadership experiences of the project
participants ranged from three years to 47 years. The
teaching experiences of the ESOL teachers ranged from
three years to 17 years.

Data Collection Procedures

The data collection process for this study were guided by

34 2017

National Teacher Education Journal ¢« Volume 10, Number 2



the research questions, the purpose, and the scope of the
study that were built upon existing literature concerning
culture, policy, and identification of ELs for gifted
programs. The methods that were used to collect data
in this study consisted of observations, semi-structured
interviews administered during 20 to 30 minute face-
to-face audio-recorded sessions, mini focus groups,
and a review of archived public documents from the
previous school year. Participants signed the informed
consent form prior to collecting data. The signed PRN
form made access to school sites and district offices
straightforward and helped the sample population have
confidence in the collection process.

Observation

Observation isameans of collecting data and information
by observing first-hand the study participants’ cultural
orientation (Polkinghorne, 2005). The observation
process was structured due to some limitations imposed
by the school administrator in order to preserve
academic instruction and conform to the school’s safety
procedures. Observations were conducted continuously.
Observations of interactions in the classrooms, hallways,

or wherever the interactions could occur were recorded
by the researcher. Observations which occurred during
interactions with gifted and ESOL coordinators and
school administrators were also recorded. For example,
field notes contained descriptions of the setting and
profiles of participants and notes of teacher and student
interactions in classrooms where ELs attended. In
addition, observation data from listening to formal
and informal conversations were also recorded as they
provided multiple data about the target population’s
shared beliefs, behaviors, and language that could expand
upon existing literature concerning identification of ELs
for gifted programs (Walcott, 1997). These types of data
were important to the study because observation notes
had added to the study participants’ perspectives on the
influence of culture on ELs’ learning opportunities in
gifted programs.

Interviews and Mini Focus Groups

Face-to-face interviews and mini focus groups provided
useful information the researcher could not glean from
observations or surveys (Fetterman, 2010). Two validated
data collection instruments were used in conducting

Figure 2. A Table of the Sample Population Demographics
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informal or semi-structured interview and mini focus
groups. The first instrument, Revised Semi-structured
Interview Protocol (Harris et. al, 2009), consisted of a
slightly modified version of a semi-structured interview
protocol from a case study on identifying gifted ELs.
This instrument was chosen because the questions were
intended to generate honest, extensive responses.

The instrument was an appropriate tool for this study
because the questions spurred conversations about the
beliefs of study participants at each sample work sites.
Thoughtful perspectives and thorough descriptions
of participants’ views demonstrated credibility,
transferability, and trustworthiness of participants’
responses to the questions (Golafshani, 2003).

Focus groups and interviews were held before school
started in a designated room at each sample school
or in another natural setting and lasted from 30 to 90
minutes. Participation was voluntary. A $20.00 gift
card was offered to participants for their participation
in the interview or focus groups beyond school hours.
The data from the interviewees were important because
their responses generated different results that “could
help shed light on the answers to the research question”
(Le Compte, 2010, p. 21).

The instrument was an appropriate tool for this study
because the questions spurred conversations about the
beliefs of study participants at each sample work sites.
Thoughtful perspectives and thorough descriptions
of participants’ views demonstrated credibility,
transferability, and trustworthiness of participants’
responses to the questions (Golafshani, 2003). The
second validated instrument that was used to gather
data a questionnaire entitled, Why Do We Indentify So
Few Gifted Children from Economically Disadvantaged
(ED) and Limited English Proficient (LEP) Backgrounds
(Frasier et al., 1995, p. 35). The researcher chose this
instrument because of the high degree of validity
and reliability. The instrument was a component of a
professional development model that was field tested
nationally among 750 educators (Frasier et al., 1995).
The researchers used the questionnaire to gather data
on teachers’ views and perception concerning the
identification of gifted students from limited English
proficientand economically disadvantaged backgrounds.
Most ELs are classified as under-represented ethnic
minorities and economically disadvantaged (FLDOE,
2002).

Review of Archived Public Documents and Other
Written Resources

Archived public documents are vital and rich sources of
information (Le Compte, 2010). In this study, archived
public documents and other written sources from
the past school year included official memos, letters,
manuals, and directives in print or electronic forms such
as district and school websites that were specific to the
identification process and program services to identify
trends and patterns of the influence of culture in the
implementation of the state gifted identification policy
on ELs’ learning opportunities in gifted programs.
Because public documents usually have been reviewed
and edited before publication, no further transcription
was required (Fetterman, 2010). LeCompte and Preissle
(1993) wrote that public documents are ready for
analysis and also reveal the culture of the time.

Overview of the analysis of data

The analysis of the data derived from interviews,
mini focus groups, observation notes, and reviews of
archived public documents from the past school year
adhered to the steps associated with Creswell’s (1998)
data analysis spiral approach. The method is described
below. The first step involved the organizing the data by
using index cards and a word processed database. This
stage entailed reading the transcribed data line by line.
Large bodies of text were divided into smaller groups or
units in the form ofsentences, captions, or words.

Participants’ identifying information to maintain
anonymity was removed. The coding system for
participants consisted of letters and numbers such as
PEI or PMDI. The letter “P” stood for participants and
the letters “E” or “M” described whether the school is
an elementary or middle school level. The letter “D”
meant district level personnel. The numeric numbers
indicated the order of the participant in interviews or in
mini focus groups.

For example, PE1 could be read as participant number 1
from District A elementary and School 1. PM1 could also
be read as participant number 1 from District A middle
school and School 2. For District B participants, a letter
B was added to each participant code. For example,
PBEI could be read as participant number 1 from
District B elementary school and School 1. PBM1 meant
participant number 1 from District B middle school and
School 2. PBDI could be read as participant number
1 from District B district level. Coding participants’
identity maintained their anonymity, which was a part
of the confidentiality agreement.
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An examination of all collected data to get an overview
of the document as a whole was the next step. These
data were generated from the responses to interview
and focus group questions, observation notes, and
highlighted passages during the researcher’s review of
archived public documents to acquire an overview of
the documents’ contents. This process also included
segmenting the data into meaningful units and coding
them. Open coding was used to classify and organize
meaningful segments into common themes. A few
examples of ways the researcher segmented thoughts,
ideas, and possible themes included highlighting,
symbols, descriptive words, or category names.

A master list of inductive codes was developed during
the coding process which provided a bank of codes to
use and apply to the appropriate segment. The initial
coding of themes continued until the researcher has
coded all the segments.

The third step involved a review of the initial coding
in case new themes had evolved during the second
examination of the transcribed data. Language barrier
and ELs’ learning opportunities in gifted programs had
emerged as a new theme that was added to the initial list
of themes. During this stage of the data analysis process,
the researcher had classified and grouped the coded data

into categories or themes. The themes were arranged in
order of major categories and close to the story data.
Responses that did not meet the validity test and were
not relevant to the study were removed. In this manner,
relationships among categories were evident and had
enabled the researcher to get a sense of what the data
means. Triangulation of data also had occurred when
various perspectives from different sources clarified
conflicting information as well as ideas and themes that
had converged to formulate the study’s conclusions. The
final step consisted of integrating and summarizing the
data. The conclusions or relationships among categories
or themes were expressed through text, tables, and
figures. Figure 3 illustrates the data analysis spiral
approach.

FINDINGS

The general problem of this study focused on exploring
the influence of culture in the implementation of state
gifted identification policies on ELs limited learning
opportunities within the four sample schools in Florida.
The responses of the participants influenced the results
of this qualitative ethnographic study. The study
involved face-to-face interviews, mini focus groups,
observations, and reviews of archived public documents

Figure 3: Illustration of Data Analysis Spiral Approach (Creswell, 1998).
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from the past school year. Seven themes with subthemes
evolved from the data analysis.

Theme one: State policies and initiatives for
identifying gifted ELs

The researcher’s review of documents revealed that
the state policies for the identification of gifted under-
represented groups are delineated in the Technical
Assistance Paper for Assessing Limited English
Proficient Students for Eligibility for Gifted Programs
and SR 6A-6.0319 Eligible Special Programs for
Exceptional Students. Public school districts were
provided an opportunity to develop and submit to the
FLDOE an alternative plan, Plan B, to identify gifted
students from these subgroups was a state initiative
issued to school districts. Participants claimed that the
state and the school districts placed less emphasis on
the implementation of the state gifted identification
policy for ELs because of the focus on raising students’
academic achievement test scores.

Theme two: Local policies and initiatives for
identifying gifted ELs

Results of the interviews indicated that school and
program administrators complied with district policies
and initiatives when identifying gifted ELs. Interview
participants believed that state policies guide school
districts when writing district policies for identifying
gifted ELs. Consideration of EL’s participation in the
ESOL and bilingual program and the availability of
bilingual psychologists during gifted screening were
considered as testing and evaluation best practices
which are appropriate for ELs and would produce the
best results as far as student success in the screening
and evaluation stage.

Theme three: Cultures and giftedness of ELs

Study participants believed traditional cultural practices
tend to mask giftedness, therefore, cultures of ELs must
be a consideration in identifying them as gifted.

Theme four: Language barrier, identification, and
learning opportunities

Study participants considered language barrier as a factor
which makes identification of gifted characteristics
in ELs difficult. In addition, majority of interviewees
thought language barrier holds back identification of
gifted ELs and could be a roadblock to identifying
gifted ELs. Participants considered gifted identification
process very limiting.

Theme five: Teacher’s background knowledge,
training, and misconceptions

Participants believed teacher’s background
knowledge and training are critical to identifying
gifted ELs. Background knowledge and training
minimize stereotyping and discrimination. Teachers’
misconceptions related to identification of gifted EL
may have added to the culture of deficit thinking among
educators about ELs. Traditional views of giftedness
and how gifted characteristics are exhibited in the
classroom inhibited most teachers from nominating ELs
for the gifted programs.

Theme six: The importance of a support system for
ELs

All study participants agreed that a support system was
vital to ELs’ learning opportunities in gifted programs.
However, they attested that the levels of support provided
by peers, teachers, and other school professionals to ELs
varied.

Theme seven: Parent knowledge, awareness, and
understanding of gifted programs and services

Participants believed that parent awareness and
understanding of gifted programs and services was
problematic. In addition, families of ELs possess limited
knowledge about the available educational services
available to all students in the district and in the schools
where ELs attend.

DISCUSSION

Federal and state laws require protection of ELs’
rights to equal educational opportunities in the public
school system. This study found that giftedness of
ELs could be manifested in and out of the classroom
in many non-traditional ways that educators who work
or teach ELs may not recognize. In addition, giftedness
comes from all cultural and linguistic backgrounds
regardless of the levels of English language proficiency,
but often is not often recognized by the host culture.
The themes that surfaced from the responses of study
participants underscored the importance of a support
system and sound state policies and initiatives that
address increased possibilities for ELs to be referred
for the gifted program. In addition, study participants
connected ELs’ limited learning opportunities in gifted
programs to parent awareness and understanding
of educational programs in school, teacher training,
culture, and language barriers.
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Policies, Initiatives and Implementation

The commitment of the state to provide the underserved
population, which includes ELs, access to gifted
programs is delineated in the Technical Assistance
Paper for Assessing Limited English Proficient
Students for Eligibility for Gifted Programs and SR
6A-6.0319 Eligible Special Programs for Exceptional
Students. However, results of data analysis indicated
several barriers to district implementation of state
gifted policies. First, while services to Plan A of gifted
programs is mandatory, submission of Plan B for
underserved student population is not. Second, study
participants reported that communicating district
policies and initiatives on identifying gifted ELs to
education stakeholders is always a challenge, although
the sample schools complied with directives from the
district. As a result, a lack of knowledge in identifying
gifted ELs district policies would amount to ELs
missing learning opportunities without state policies to
guide school districts.

Since only two participants in District B were familiar
with the state policies and process for identifying gifted
students, all participants of four sample schools hope
that the state and the school district develop a better and
more effective system of disseminating information to
teachers responsible for nominating students, including
ELs, during the screening process. Dissemination of the
policies on the identification of gifted ELs could help
facilitate the identification of those students, improve
ELs’ learning, and afford better opportunities to help
them advance in classes more quickly rather than hinder
their academic progress.

To carry out this goal, gifted district leaders
recommended the restoration of Working on Gifted
Issues (WOGI) network or create a similar state initiative
as an avenue to communicate and discuss gifted issues
with district leadership in gifted education across the
state as a priority of the state Gifted Education Bureau.
WOGI members focused on the continuous inclusion of
English Learners in Plan B for gifted education.

Many of the study participants were not aware of
a push for identifying gifted ELs and felt that not
enough is being done for ELs in this area. School
leaders vowed to make every effort to inquire about
the Plan B gifted identification policy which they felt
district ESOL personnel should share. In addition,
screening procedures, evaluation instruments and
practices appropriate for ELs vary between District A
and District B. In school 1 District A, participation in
the ESOL and Bilingual programs and the availability

of bilingual psychologists during gifted screening
positively influenced the number of ELs identified for
gifted programs. Participants reported that although the
emphasis of district and state policies lie more in raising
students’ achievement scores than in identifying ELs
for gifted programs, majority of teacher participants
would like to see state policies that consider language
differences and considerations for English Learners that
are similar to those for low socio-economic levels.

Culture

Most school staff members and educators reported that
they would like some assistance in recognizing cultural
practices and behaviors that might make recognition of
giftedness a little bit less difficult and eliminate bias
and stereotyping when identifying gifted ELs. Cultural
behaviors such as these enumerated below and which
were suggested by ESOL endorsed teachers tend to mask
giftedness and as a result, hinder teachers’ identification
of ELs’ gifted characteristics.

1) ELs from other cultures sit and listen quietly in the
classroom. Outspokenness is frowned upon in other
cultures, especially in the Asian culture.

2) Answering questions correctly is looked down
upon because some cultures consider it as bragging.
Individuals are not supposed to be boastful. This practice
may be a particular norm of a cultural group, especially
the Hispanic and the Middle Eastern cultures. A teacher
who is unaware of these characteristics may not receive
a full picture or the true abilities of ELs. Schools with
bilingual teachers recognize and understand the culture
of ELs.

Cultural practices and behaviors in some ELs should not
be overlooked by educators

and must be a consideration during the nominating
process.

Language barrier, identification, and learning
opportunities

Educators considered language barrier as a roadblock
to the lengthy identification process of student’s
giftedness, including ELs. Most study participants
believed that language barrier makes the teacher’s task
of identifying gifted ELs difficult, and therefore, limits
the chances of gifted ELs to be identified and participate
in the learning opportunities offered in gifted programs.
Data also showed misconception exists that teachers
cannot identify ELs as gifted if ELs do not speak the
English language. To expand teachers’ knowledge of
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ELs language and culture, opportunities for in-service
and a variety of professional development activities
related to diverse cultures and language should be
implemented. This way, teachers can provide ways for
ELs to show their talents in their home languages to
mitigate the language barrier and asses the language
proficiency of the first language. Furthermore, states
must require districts to provide gifted services with
native language support to ELs who are placed in gifted
programs.

Teachers’ background knowledge, training and
misconceptions

Majority of study participants reported that they have
limited knowledge of how to identify gifted ELs and the
legal implications of not providing ELs access to gifted
programs. Most study participants view giftedness
as being smart, highly verbal, motivated to achieve,
is mature, displays leadership qualities, and thinks
out of the box. This is the traditional thinking of how
giftedness is exhibited in the classroom. A change in
teachers’ misconceptions of ELs’ abilities and skills
should occur soon. A state of status quo would result
in lost learning opportunities for ELs. Training in
ESOL and gifted issues must be a part of in-service
requirements for teachers and pre-service teachers
of ELs. Language acquisition, traditional and non-
traditional characteristics of giftedness, and cultural
competence must be a part of the training curriculum
for all teachers and staff.

Support system

Study participants expressed concerns regarding the
degree and kinds of support ELs receive from their
peers, teachers, administrators, other professionals
and parents. Suggested ways to ensure ELs success
in gifted, advanced, and enrichment programs can be
adopted in any district or school, namely: a dedicated
staff member as an ESOL curriculum resource teacher
(CRT), aschool-based gifted program and gifted teacher,
flexibility in scheduling, and an environment where
language and culture are respected. This support system
is vital to eradicate ELs’ limited learning opportunities
in gifted programs.

Parent knowledge, awareness, and understanding of
gifted programs and services.

Parents of ELs possess limited knowledge and
understanding of gifted programs and services which
can be attributed to language and cultural barriers.
Study participants worried that parents were unsure if

the gifted program was appropriate for their children.
Multiple suggestions were offered by study participants,
such as formation of parent support group, organization
of a parent advisory group, evening English classes for
parents, and family cultural activities to foster pride
in native culture. Because study participants reported
that communicating with parents who are non English
speakers is challenging, all materials sent home should
be provided in a language parents understand. Parent
awareness and knowledge of gifted programs could
determine if ELs participate or not in gifted programs.

IMPLICATIONS

The results of the study created numerous implications
to education, leadership, and future research. Gifted
ELs are a part of a large segment of the next generation’s
leaders in education, politics, science, and technology.
Study participants were concerned that not enough is
being done to identify gifted ELs. To provide ELs equal
access to all educational programs, the state could create
and devise an educational system that would better serve
the needs of each child or groups of students, such as the
ELs. To accomplish this goal, the state should explore
every possibility to secure funding to support gifted
programs and initiatives.

Education policy makers and leaders who cling to the
traditional views of giftedness contribute to the limited
educational opportunities for ELs (Aguirre, 2003). This
study could be significant to leadership because the
results of the study may lead state, district, and school
leaders to increase their awareness of the needs of ELs.
In addition, the awareness of students’ language and
cultural nuances in relation to instruction and improved
teachers’ and school leaders’ sensitivity to the needs
of gifted ELs’ culturally and linguistically diverse
backgrounds are contributions to the body of literature
in the area of leadership (Ford & Grantham, 2003).

Implications for future study

The results of the study have created numerous
possibilities for future research. First, a case study
on the practical and theoretical barriers as well as the
types of support system of gifted ELS who became
accomplished or not so successful in schooling could
highlight the importance of this ongoing controversial
topic in gifted education (Harris, et al, 2009). In
addition, researchers should listen to the narratives or
stories of the 26 identified gifted ELs and the teachers
who nominated them for screening in School 1 District
A to investigate the factors surrounding their giftedness.
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Real stories are reliable sources of information and data
(Freeman, 2010).

The powerful voices of these individuals could change
the positions of those policy makers and educators who
do not believe that giftedness runs through all cultures
and languages. Professional development related the
identification of ELs would lead to the elimination of
the limitations to learning opportunities of ELs in gifted
programs (Olszewski-Kubilius & Clarenbach, 2012).

Second, the roles and influence of advocacy in securing
funding for gifted services to match program models with
the type of giftedness is crucial to serving the diverse
cognitive and social needs of gifted ELs. Financial
and human resources support and guidance from state
gifted leaders is a step to ensure teacher training on
recognizing giftedness in ELs (Fenner, 2014). Third,
a study to explore the correlation between teacher
development programs and professional development
on the identification of gifted ELs can inform training
providers on ways to eliminate the limitations of EL’s
limited learning opportunities in gifted programs
(Olszewski-Kubilius & Clarenbach, 2012). Finally, a
study on the correlation between beliefs of parents from
diverse backgrounds regarding children’s education and
learning opportunities that vary based on race, gender,

and culture (Olszewski-Kubilius & Clarenbach, 2012)
and the identification of gifted ELs could unlock the
keys to EL’s learning opportunities in gifted programs.
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and the Center for Educational and Instructional
Technology Research, University of Phoenix School
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Influence of Instructor’s Attitudes,
Gender, and Technology Training
When Implementing Blended Learning

Consuelo Villalon
Nat Rasmussen

Abstract: Instructors with lack of experience and negative attitudes with technology might experience difficulties
when implementing the blended learning method. This study explored the relationships between instructors’ attitudes
toward implementing blended learning and instructors’ self-reported hours of technology training and differences
in attitudes toward blended learning by gender. The results demonstrated a statistically significant (r = 0.45, p =
0.01) relationship between instructors’ degree of technology training and the use of multimedia resources; and a
statistically significant (r = 0.36, p = 0.05) relationship between instructors’ degree of technology training and the
instructor communication knowledge when using online learning activities. The study concluded the importance of
instructors’ technology training, expertise with technology, and knowledge of course content for the implementation
of the blended learning courses. The results of the study may be significant to leadership by providing insightful
information on instructors’ best practice to implement a successful blended learning method.
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INTRODUCTION

The blended learning method is a combination of
different learning environments that allow students to
learn and instructors to teach more effectively. Allen
and Seaman (2014) explained that the blended learning
method, also known as hybrid learning methodology,
combines the use of technology and face-to-face
instruction to meet students’ learning needs.

The blended learning method has emerged as an
answer to higher education by allowing students to
take advantage of flexible class schedules, network
development, collaborative work with peers, active and
reflective learning through the use of technology. The
blended learning method provides instructors with the
ability to connect academically and socially with their
students. The implementation of the blended learning
method requires a successful instructor’s technology
training program and the collaboration of instructors
who have experience with the blended learning method
(Deutsch, 2010; Ernest et al., 2013; Napier, Dekhane,
& Smith, 2011). Technology training programs are

planned events designed to advance the instructors’
understanding, attitudes, and abilities in their e-learning
role (Reilly, Vandenhouten, Gallagher-Lepak, &
Ralston-Berg, 2012). Instructors’ attitudes toward
blended learning method may influence implementation
and use of the method differently. This research project
analyzed the relationships between the six domains of
instructors’ attitudes toward implementing blended
learning and the instructors’ self-reported hours of
technology training, the difference in the six domains of
attitude toward the implementation of blended learning
between females and males, and the difference in the
instructors’ self-reported hours of technology training
for blended learning between female and male.

CONCEPTUAL FRAMEWORK:
RESEARCH QUESTIONS

The blended learning method could transform the way
instructors teach, and students learn by giving the
flexibility to create learning environments outside the
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classroom, such as students’ homes or while traveling
(Garrison & Vaughan, 2013; Imbriale, 2013). Exposure
to different learning environments allows instructors to
engage and interact with students with different learning
styles (Dziuban, Hartman, Cavanagh, & Moskal, 2011).
A review of the literature revealed that meaningful
data are needed to acknowledge institutions about the
importance of increasing instructor’s competence with
technology to implement a successful blended learning
method. The quantitative study investigated the
relationships and differences in instructors’ attitudes
toward implementing blended learning, and instructors’
degree of technology training for blended learning by
gender in a university located in the southwest region of
the United States.

The following research questions guided the study:
What is the relationship between instructors’ attitudes
toward implementing blended learning and instructors’
degree of technology training for blended learning?
What is the difference in the attitude toward the
implementation of blended learning between female and
male instructors? What is the difference of instructors’
self-reported degree of technology training for blended
learning between female and male instructors?

The constructivist approach has the potential to assist
instructors with implementing the blended learning
method. Administrative leaders mustboost departmental
collaboration with their peers to achieve and maintain
a successful implementation of the blended learning
method.  Departments’  collaboration  potentially
enhances program enrichment, cost avoidance, cost
reduction, and the combination of different talents from
instructors (Poon, 2012).

METHODOLOGY
Research Design

The quantitative correlational design was used for this
study. Data were analyzed using bivariate correlations,
analysis of variance (ANOVA) test, and independent
samples t-test to address the research questions. A
bivariate correlation was conducted to examine the
relationship between instructors’ degree of technology
training in blended learning based on the number of
self-reported training hours and the six domains of
instructors’ attitudes toward implementing blended.
The six domains of instructors’ attitudes toward
implementing blended learning were (a) use of a variety
of multimedia resources, (b) interface and collaboration,
(c) instructors/facilitators, (d) understanding and

implementing, (e) research-based, and (f) assessment
and evaluation (Douglas-Faraci, 2008). An ANOVA
test was conducted to examine the difference in
the attitude toward the implementation of blended
learning (dependent variable) between female and male
instructors (independent variable). The independent
samples t-test was used to find if there was a significant
difference between the instructors’ self-reported hours
of technology training (dependent variable) and female
and male (independent variable). The independent
variable was gender, and the dependent variable was the
instructors’ self-reported hours of technology training
for blended learning.

Data Source

Participants in this research were instructors from a
university situated in the southwest region of the United
States, who had taught blended learning courses and
completed the survey. The study received forty-seven
unidentified instructors’ responses to the survey, but
incomplete responses were not used. The 33 completed
responses were the only responses that were included
in the current research study. The participants’
gender demographic information was transformed
into numerical values, number one for female and
number two for male. See Table 1 for the participants’
demographic data.

Participants and Data Collection Procedures

Participants in this research were instructors from
a university situated in the southwest region of the
United States, who had taught blended learning courses
and completed the survey. The instructors meeting
the criteria for the study received an electronic email
invitation that included a web link to participate in the
study. The instructors who agreed to participate in the
study opened the SurveyMonkey link that included
the consent form. If the participants chose to sign the
consent form, the survey did open, if declined, did not
open. Permission to use the E-Learning Professional
Development Survey was obtained from the author. The
modified survey designed by Douglas-Faraci (2008)
assessed the relationships and differences in instructors’
attitudes toward implementing blended learning and
instructors’ degree of technology training for blended
learning by gender. After seven days, a reminder
was sent to all participants to increase the number of
completed responses.

46 2017

National Teacher Education Journal ¢« Volume 10, Number 2



Table 1: Participants’ Demographic Data

Variable Category N %
Female 19 57.6
Gender Male 14 424
26 - 38 8 24.24
Ace 39-51 8 24.24
& 52 - 64 13 39.39
65-72 4 12.13
. . Master’s Degree 8 24.24
Highest Education Degree Doctoral Degree 25 7576
. Yes 25 75.78
Full-time Instructor No ] 2404
1-10 27 81.82
11 -21 2 6.06
NumberTof Bll;tCourses 29 .32 ) 6.06
aug 3343 1 3.03
missing 1 3.03
Number of instructors who Yes 18 54.5
received training before No 15 45.5

teaching BL

0 8 24.24
Nomberoturend |0 || s
gy gBli & 3.00 - 4.00 6 18.19
5.00 - 6.00 1 3.03
0 10 30.3
-10.0 8 24.24
11.0-21.0 7 21.21
Self-reported hours of 22.0-32.0 2 6.06
technology training for BL 33.0-43.0 3 9.10
&y & 44.0 - 54.0 0 0
54.0 - 64.0 1 3.03
65.0 -75.0 1 3.03
100 1 3.03

Note. N = number of participants in each group; BL = blended learning

Data Analysis

Data analyses were conducted using Statistical Package
for Social Sciences (SPSS) Version 24.0. Data results
obtained from data collection were organized and coded
before testing the hypothesis (Creswell, 2013). Data were
analyzed and reported using correlation and inferential
statistic measures. The instructors’ self-reported hours
of technology training for blended learning were used
for the data analysis of variable instructors’ degree of
technology training. The scores of the 5-point Likert-
type scale were used in the analysis of the instructors’
attitudes toward implementing blended learning. The
study used a total score for each of the six domains that
included (a) use of a variety of multimedia resources, (b)

interface and collaboration, (c) instructors/facilitators,
(d) understanding and implementing, (5) research-
based, and (f) assessment and evaluation. For the first
and sixth domain, scores were ranging from three to 15.
For the second and third domain, scores were ranging
from four to 20. For the fourth and fifth domain,
scores were ranging from two to 10. For the negatively
worded items, the study reversed the codes. Descriptive
statistical techniques such as mean and standard
deviation were used to describe the demographic
data. The standard deviation was used to describe the
variability of the six domains of instructors’ attitudes
toward implementing blended learning and instructors’

National Teacher Education Journal ¢« Volume 10, Number 2

2017 47



degree of technology training for blended learning. The
completion of the Pearson correlation coefficient (r) test
was used to analyze the relationships between the six
domains of instructors’ attitudes toward implementing
blended learning and the instructors’ self-reported
hours of technology training for blended learning. The
participants’ demographic information was transformed
into numerical values. The variable, instructors’ degree
of technology training for blended learning, was reported
using hours as a numerical value. For the variable
attitude toward the implementation of blended learning,
the sum of the 5-point Likert-type scale scores obtained
for each of the six domains was used for data analysis.
The level of significance was a p-value of 0.05. An
ANOVA test was conducted to examine the difference
in the six domains of attitude toward the implementation
of blended learning (dependent variable) between
female and male instructors (independent variable).
The attitudes toward the implementation of blended
learning were divided into six domains including (a)
use of a variety of multimedia resources, (b) interface
and collaboration, (c) instructors/facilitators, (d)
understanding and implementing, (e) research-based,
and (f) assessment and evaluation (Douglas-Faraci,
2008). The independent-samples t-test was used to
explore the difference between the instructors’ self-
reported hours of technology training for blended
learning between females and males. The independent
variable was gender, and the dependent variable was
instructors’ self-reported hours of technology training
for blended learning.

RESULTS

The standard deviation was used to describe the
variability of the six domains of instructors’ attitudes
toward implementing blended learning and instructors’
degree of technology training for blended learning by
gender. The instructors’ self-reported number of hours
of technology training in blended learning was used for
the data analysis of the instructors’ degree of technology
training for blended learning. The total scores of the
5-point Likert-type scale were used in the analysis for
each of the six domains of instructors’ attitudes toward
implementing blended learning. Table 2 represents
the descriptive statistics for the self-reported hours of
technology training for blended learning and the six
domains of instructors’ attitudes toward implementing
blended.

Research Question 1

The Pearson correlation coefficient test was used to
examine the relationship between instructors’ attitudes
toward implementing blended learning and instructors’
degree of technology training for blended learning.
The results showed a moderate relationship between
instructors’ degree of technology training and domain
one: use of a variety of multimedia resources. The
correlation was significant at (p = .01), 2-tailed. In
addition, the results showed a moderate relationship
between instructors’ degree of technology training and

Table 2: Frequency Counts for the Self-reported Hours of Technology Training for Blended Learning and the
Six Domains of Instructors’ Attitudes Toward Implementing Blended Learning

Variable M SD N Minimum Maximum
Self-reported hours of technplogy training for 1754 7332 33 0 100
blended learning
Domain .1: use of a variety of 12.90 151 1 10 15
multimedia resources
Domain 2: interface and collaboration 19.06 1.26 32 15 20
Domain 3: instructors/facilitators 17.33 2.13 33 12 20
Domain 4: understanding and implementing 8.24 1.56 33 4 10
Domain 5: research-based 8.34 1.45 32 4 10
Domain 6: assessment and evaluation 13.67 1.6 31 8 15

Note. M = mean; SD = standard deviation; N = number of valid responses.
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domain three: instructor/facilitator knowledge and communication in learning activities, instructions, threaded
discussions, and email. The correlation coefficient was significant at (p = 0.05), 2-tailed. The results showed no
relationship between instructors’ degree of technology training and domain two; interface and collaboration, domain
four; understanding and implementing, domain six; assessment and evaluation, and domain five; research based.
Therefore, the result of the research study provided support to reject the null hypothesis and failed to reject the
alternative hypothesis. Table 3 presents the Pearson correlation coefficients for the variables instructors’ degree of
technology training and the six domains of instructors’ attitudes toward implementing learning.

Table 3: Pearson Correlation Coefficients for the Variable Instructors’ Degree of Technology Training and the
Six Domains of Instructors’ Attitudes Toward Implementing Learning

Six domains of instructors’ Domain | Domain | Domain | Domain | Domain | Domain
attitudes toward implementing BL 1 2 3 4 5 6
Instructors’ degree r 45%* 21 .36%* .30 .02 .26
of technology training Sig (2-tailed) .01 26 .04 .09 .90 .16
for BL N 32 32 33 33 32 31

Note. BL = Blended Learning; » = correlations coefficients; p = **correlation is significant at p = 0.01, 2-tailed;
P = *correlation is significant at p = 0.05, 2-tailed; and N = number of valid responses.

Research Question 2

An ANOVA test was conducted to examine the difference in the six domains of attitude toward the implementation
of blended learning (dependent variable) between female and male instructors (independent variable). The attitudes
toward the implementation of blended learning were divided into six domains including (a) use of a variety of
multimedia resources, (b) interface and collaboration, (c) instructors/facilitators, (d) understanding and implementing,
(e) research-based, and (f) assessment and evaluation (Douglas-Faraci, 2008). The significance levels for all the six
domains of attitude toward the implementation of blended learning between male and female were (p > 0.05) level
indicating that there is no statistically significant difference in attitudes held by male and female instructors. Table 4
will represent the results of the ANOVA test. (Next Page)
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Table 4: Results of the One-way ANOVA Test for the Six Domains of Instructors’ Attitudes Toward Implementing
Learning between Female and Male Instructors

Sum of Mean
Squares df Square F Sig.
Use of Multimedia Between Groups 07 1 07 03 .85
Resources Within Groups 70.64 30 2.35
Total 70.71 31
Participant Interface Between Groups 1.88 1 1.88 1.17 .28
and Collaboration Within Groups 47.99 30 160
Total 49.87 31
Instructor/ Between Groups 3.98 1 3.98 87 .35
Facilitator Within Groups 141.35 31 4.56
Total 145.33 32
Understanding and Between Groups 1.61 1 1.61 .65 42
Implementing Within Groups 76.44 31 2.46
Total 78.06 32
Use of Research Between Groups 258 1 258 1.23 27
Within Groups 62.63 30 2.08
Total 65.21 31
Assessment and Between Groups 3.57 1 3.57 1.41 24
Evaluation Within Groups 73.19 29 252

Note. Sum of Squares = sum of the squares of the deviations of all the observations, from their mean;
df = degrees of freedom; Mean Square = division of the sum of squares by the respective degrees of freedom;
F = ratio of two variances; and Sig = significance level.

Table 5: Independent T-Test for Instructors’ Self-reported Degree of Technology Training for BL between Female
and Male Instructors

Gender N Mean SD SE Mean
Self-reported Degree of Technology Training for BL Female 19 20.15 26.29 6.03
between Femal and Male Instructors Male 14 14.00 18.91 505

Note. N = number of participants by gender; Mean = mean of hours of technology training in BL within last five
years; SD = standard deviation; SE Mean = standard error mean.
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Research Question 3

This study used the independent-samples t-test to find if there was a significant difference between the instructors’
self-reported hours of technology training for blended learning between females and males. The independent
variable was gender, and the dependent variable was instructors’ self-reported hours of technology training for
blended learning by gender. To ensure equivalency, the t-test of independent samples used (p < 0.05) as the level of
significance to compare the instructors’ self-reported degree of technology training for blended learning between
female and male instructors. Table 5 presents the group statistics for instructors’ self-reported degree of technology
training for blended learning between female and male instructors.

Table 6 includes the results of the Independent sample t-test. According to the Levene’s test results, the t value selected
was 0.74, assuming equal variance. The significance levels for the instructors’ self-reported degree of technology
training for blended learning between female and male instructors were p > 0.05 level indicating that there is no
statistically significant difference in instructors’ self-reported degree of technology training for blended learning
held by female and male instructors.

Table 6: Independent Samples T-test by Gender for Self-reported Hours of Technology Training Towards Blended
Learning

Levene’s Test for
Equality of

Variances t-test for Equality of Means

95% Confidence

Sig. Interval of the
2- Mean Std. Error Difference
F Sig t df tailed Difference Difference Lower Upper
Self-reported Equal variances
hours of assumed 35 55 .74 31 .46 6.15 8.27 -10.71  23.02
technology

training towards

blended learning

not assumed

Note. F = is the statistic test of Levene’s test; Sig = p-value; t = result of the independent sample t-test;

df = degrees of freedom; Sig. 2- tailed = value of the two variables means that show if they are statistically different;
Mean Differences = difference of the two independent variables means; Std. Error Difference = Difference between
the two standard errors of the two variables; 95% Confidence Interval of the Difference = significance test results.
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CONCLUSIONS AND IMPLICATIONS

The Pearson correlation coefficient result (r = 0.45)
showed a moderate relationship between instructors’
degree of technology training and domain one: use
of a variety of multimedia resources. The correlation
was significant at (p = 0.01), 2-tailed. In addition, the
Pearson correlation coefficient result (r = 0.36) showed
a moderate relationship between instructors’ degree
of technology training and domain three: instructor/
facilitator knowledge related to communication in
learning activities, instructions, threaded discussions,
and email. The correlation coefficient was significant at
(p = 0.05), 2-tailed. The results showed no relationship
between instructors’ degree of technology training
and domain two; interface and collaboration, domain
four; understanding and implementing, domain six;
assessment and evaluation, and domain five; research
based. The current research study supports the research
findings of Garrison and Vaughan (2013) who found
that the instructors’ attitudes on implementing the
blended learning method might differ according to
their level of knowledge in technology. The case
study found the importance of institution leaders to
include faculty-technology-training programs for
the implementation or redesign of blended learning
courses. This study also supports the findings of
Deutsch (2010) global qualitative phenomenological
study that explore instructors’ experiences when
implementing technology in blended learning. The
study found that instructors who do not understand the
use of technology would face challenges in designing
courses, accurately assessing course effectiveness, and
performing course evaluation. In addition, the current
study supports the interpretation of Moukali (2012)
who found that the instructors with more technology
experience were a significant contributor to the positive
attitude toward implementing blended learning. Reilly
et al. (2012) conducted a literature review of instructors’
development of online learning platforms. The findings
of the study were that some contributors to the negative
attitudes toward implementing online learning were the
change of instructors’ role, limited face-to-face contact
with students, increased workloads, and time to learn
the technology skills (Reilly et al., 2012). Johnson-
Martin’s (2013) quantitative descriptive study that used
a survey to collect data and the constructivist approach.
The aim of the study was to assess the technology
training on career and technical education. The study
found that 70% of instructors who received technology
training develop positive perceptions on technological
practices and computer self-efficacy. At the same time,
Blanchette (2016) found that the instructors’ technology
training helped instructors develop a positive attitude

toward the implementation of technology in the blended
learning environment. It is important for instructors to
acknowledge the influence of their perceptions in the
blended learning course development. Instructors need
to be aware of the advantage of the blended learning
modalities to improve the attitude toward the facilitator
role and the blended learning method (Blanchette,
2016). However, instructors who belong to learning
communities are willing to venture into new teaching
method because they have the support and collaboration
of their peers that share the same endeavors (Ikhwan,
2011). Instructors working in a professional learning
community share best practices, evaluation methods, and
enhance their confidence when reaffirming consistency
between colleagues and classes (Adams & Vescio, 2015).
Education leaders can foster the formation of instructors’
communities of practice to improve collaboration,
collective inquiry, and dialogic exchanges (Ikhwan,
2011). The results of the one-way ANOVA test showed
that the significance levels for all the six domains of
attitude toward the implementation of blended learning
between male and female were (p > 0.05) indicating that
there is no statistically significant difference in attitudes
toward implementing blended learning held by male and
female instructors. In a mixed method research study,
Brooks (2009) conducted a mixed method study that
examined the attitude toward blended learning about
the online component and the traditional face-to-face
interface. Brooks (2009) found that instructors with
positive perceptions toward educational technology
have a positive attitude toward blended learning method.
The female instructors tend to have a more positive
attitude toward blended learning than male. The current
research study supported Moukali (2012) mixed method
that found that females and males had a positive attitude
toward the blended learning method. In addition, this
study supports Harb, Abu Bakar, and Krish’s (2014)
quantitative study that identified gender differences
in attitudes using technology to learn language skills.
The study found that there is no difference in attitudes
towards language learning using technology mode.
Both genders reduced the anxiety by the end of the
course. The analysis of the independent sample t-test
found that the significance levels for all the instructors’
self-reported degree of technology training for blended
learning between female and male instructors were (p >
0.05). The analysis indicated that there is no statistically
significant difference in instructors’ self-reported
degree of technology training for blended learning held
by male and female instructors. The following studies
will provide valuable information about instructors’
degree of technology training as a challenge for
blended learning implantation without taking into
consideration the gender. Welch (2011) conducted a
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qualitative phenomenological study to examine the
instructors’ technology training received to teach in a
blended learning environment. The study found that
instructors could commit to adopting new technology
when they receive the appropriate training. Welch
found that (100%) of the instructors participating in the
course program development were willing to adopt new
technology within one year. However, the study found
that instructors needed comprehensive training that
included technology, teaching skills, and pedagogical
development (Welch, 2011). Conti (2012) conducted a
study with the purpose to investigate the needed skills
and best practices for instructors’ success in the online
environment. The study used a mixed method Delphi
and an internet-based survey to collect data following the
social constructivism and connectives theories to find
that instructor required effective integration of new and
existing technology to manage the virtual classrooms.
The study found important the collaborative interface
among students and instructors and personalized
learning (Conti, 2012).

The following studies will provide valuable information
about instructors’ degree of technology training as a
challenge for blended learning implantation taking
into consideration the gender. Khechine et al. (2014)
conducted a quantitative study that included the
collection of information from participating instructors,
using a seven-point Likert-type scale questionnaire. The
purpose of the study was to evaluate a blended learning
course using a particular webinar system, including the
effectiveness by gender. The study outcome did not find
differences in gender. The analysis of the information
provided practical awareness by reflecting that the
major reason for instructors taking the blended course
using webinar was the efficient academic performance,
easy access, and use. Teo et al. (2015) qualitative study
that used a questionnaire for data collection. The
participants were 339 pre-service instructors attending
a professional development program. The purpose of the
study was to find gender differences in the technology
acceptance. The study found no gender differences in
perceived usefulness, attitudes toward technology use,
and intentions to technology use. The literature review
revealed that the degree of technology training by
gender as a challenge for implementing blended learning
indicated that there are no gender differences in the
perceived usefulness and intentions to technology use.
Based on the results, one could conclude the instructors’
degree of technology training revealed the importance
of continual and systematic technology training. The
technology training programs will support instructors
during their role shift from lecturer to facilitator. In
addition, the study acknowledged that it is important

to take into consideration the instructor’s expertise
with technology and the knowledge of course content
for the implementation of the blended learning course
(Maloney et al., 2015).

Generalizations

The findings of this study could not be generalized
because the results were obtained from instructors
who taught blended learning courses in one university
that was in the southwest region of the United States,
which may be inapplicable to other geographical areas.
The information shared by participants was specific to
the current study and was not generalizable to a larger
population. The study was limited to the number of
instructors who teach blended learning courses and
were willing to participate. The second limitation was
the participants’ ability and willingness to respond
openly and honestly to the survey questions. The third
and final limitation was the participants’ selection bias.
There was no assurance that the sample participants
had the same characteristics as the ones that did not
participate.

Implications of the Study to Leadership

The study has significant implications for education
administrators, instructional leaders, information
system designers, and developers of technology training
courses. Administrators may use the results of this study
to justify the extra expenses of technology training
developmental courses to archive the best practice for
blended learning. In addition, administrators may be
able to use findings to help justify the technical support
expense for instructors developing and teaching the
blended learning courses. Instructors who received
continuing technical assistance may feel more assertive
during the implementation of blended courses. All
supportive administrative efforts with the instructors’
master the technology skills will contribute to students’
success. By the achievement of best practice for blended
learning, students will have flexible class schedules,
network development, collaborative work with their
peers, and active and reflective learning with technology
(Chitanana, 2012; Nagel, Maniam, & Leavell, 2011).
Moreover, leaders in educational institutions can use
the findings from this study to enhance positive changes
such as increased instructors’ technology training to
enhance the use of a variety of multimedia resources
and the instructor/facilitator knowledge related to
communication in learning activities, instructions,
threaded discussions, and email.
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Implications for Future Study

One recommendation could be that educational leaders
can schedule periodic surveys to measure the instructors’
level of confidence with technology and the attitudes
toward the blended learning. The study outcomes open
the opportunity to more researchable questions. The
first recommendation is that the current study included
surveys but not interviews. Future studies may consider
a mixed method study. The addition of qualitative
data could enhance the outcomes of the current
quantitative research study by exploring the attitudes
toward implementing blended learning and instructors’
experience with the technology training received. The
second recommendation is to conduct a quantitative
study with a larger sample. The new quantitative study
could involve other educational institutions with a
higher number of instructors teaching blended learning
to enhance the generalizability of the research findings.
The third recommendation is that future studies explore
the relationship between instructors’ attitudes toward
teaching blended learning and students’ attitudes
toward taking blended learning. The outcomes of the
study could corroborate the finding of blended learning,
allowing students to take advantage of flexible class
schedules, network development, collaborative work
with peers, and reflective learning with the use of
technology (Chitanana, 2012; Nagel et al., 2011). The
fourth recommendation is the inclusion of the differences
between attitudes toward implementing blended
learning and technology training by full-time and part-
time instructors in addition to gender. The data analysis
found that the participants in the current study reported
that (75.8%) were full-time and (24.2%) were part-time
instructors. The instructors who have taught one or two
blended learning courses were (34.4%). Almost (50%)
of the instructors start teaching blended learning within
one year, and (54.5%) did not receive training before
they started teaching blended learning. The outcomes
showed that (24.2%) of the participants had taken zero
hours of technology training. This percentage concurs
with the percentage of part-time instructors, but this
study cannot assure that faculty that reported zero hours
of technology training were part-time instructors. The
fifth recommendation is the replication of the current
quantitative correlational study but having a specific
question of each of the different multimedia resources.
The specificity of the multimedia resources may provide
the opportunity to explore which of all the multimedia
resources has a relationship with the self-reported hours
of technology training in blended learning.
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Twitter as a Professional Development Tool
for Teachers and Aspiring Teachers:
A Review of Literature
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Abstract: Social media has become a common method to communicate in today’s society. The widespread use of
these communication tools has permeated the education profession. Both teachers and future teachers collaborate
and share their expertise through sites such as Facebook, Pinterest, and Twitter. Twitter’s platform allows educators
from around the world to collaborate and contribute their expertise related to various educational topics. This literature
review begins to explore what the research says about how teachers and aspiring teachers use Twitter to contribute to
their professional learning. With the ubiquitous nature of Twitter, future teachers’ education should include current
practices that could benefit them as they begin their journey into this ever-changing field. Current research is limited
on the impact that Twitter has on teacher candidates’ learning and academics. Future research is needed to determine
the ways aspiring teachers use Twitter as they are made aware of how this social media tool can contribute to and
inform their continuous professional development.
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INTRODUCTION

Social networking sites can be defined as “web-based
services that allow individuals to (1) construct a public
or semi-public profile within a bounded system, (2)
articulate a list of other users with whom they share
a connection, and (3) view and traverse their list of
connections and those made by others within the
system” (Ellison & Boyd, 2007, p. 211). Sites, such
as Facebook, Pinterest, YouTube, Twitter, Ning, and
Educators PLN, are beginning to be used as a resource
for teachers and teacher candidates. These sites provide
opportunities for educators to connect and collaborate
with others from around the globe. Connections can
be made based on interests, grade levels, subject areas,
and other criteria. Teachers and teacher candidates
also use sites such as these to find ideas that can
help them plan and teach lessons. Current trends in
education are discovered within these sites, which invite
educators to use them in their classroom. The National
Education Technology Plan Update (2017) calls for
social networking sites to play a central role in the
preparation and ongoing development of teachers. The
plan emphasizes that collaborating with educators can

now expand past their own school’s walls to educators
across the country. By using social networks, teachers’
professional development can be considered an ongoing
activity that can be a vehicle to expand communication
with mentors, peers, and colleagues.

Hur and Brush (2009) attribute participation in such
networks to sharing the many emotions associated with
teaching, having a safe place to communicate situations
that may be uncomfortable to discuss in school, combat
isolation, explore teaching resources and strategies,
and to experience a sense of camaraderie. Teachers are
interacting with learners that share their same interests
and may share their same concerns or issues. Teachers
are able to seek other professionals in the field that can
support them and be a resource as they navigate their
teaching responsibilities. This type of self-directed
learning allows for the much needed and sometimes
lacking type of professional development. These social
media sites provide the catalyst for educators to develop
relationships with those that share the same passions.
Educators begin to seek out Personal Learning Networks
(PLN), sometimes referred to as a “Professional”
Learning Networks, which are always available.
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Beginning to make connections through these networks
allows professional development opportunities to grow
and evolve. No longer do these opportunities require
scheduled times and limited topics, but are now made
just as available as a Google search.

TEACHERS: PROFESSIONAL
LEARNING VIA TWITTER

One such site that could provide professional learning
opportunities is Twitter. Twitter, founded in 2006, is an
online social networking service that enables users to
send and read 280-character messages called “tweets”
(Twitter, n.d.). This information-networking tool is a
forum to post a topic or discussion (Bista, 2015). These
messages can contain text, photos, videos, and links to
websites. Their mission is to give everyone the power to
create and share ideas and information instantly, without
barriers. Users can also share a tweet, favorite a tweet
and retweet. In addition, users can also use hashtags, a
way to label and organize tweets, within their tweets and
also follow hashtags and fellow users based on interests.
Conducting a search using a hashtag allows users to
find the specific information they are looking for. They
can also participate in a chat related to their interests
where users can collaborate with others that share the
same interests. As of June 2016, there were 313 million
active users with 79% accounts located outside the US
(Twitter, n.d). This social media site allows teachers to
make connections both locally and globally. Educators
are beginning to see the benefits of connecting virtually
as a form of professional development.

Teachers using this social media site have the opportunity
to interact with their peers that share their same interests.
They may even share their same concerns or issues they
are faced with. Using such networks allow connections
to be made that are supportive and timely. Teachers
are able to seek other professionals in the field that can
support them and be a resource as they navigate their
teaching responsibilities. This type of self-directed
learning allows for the much needed and sometimes
lacking kind of professional development that is seen as
continuous and collaborative.

The professional learning that takes place within
Twitter is not bound by the limitations of traditional
professional development. Experts from the field can
be reached quickly, questions can be answered in a
timely manner, and resources can be found on a network
available in different parts of the world. Professional
development is no longer limited by distance or time
(Carpenter & Krutka, 2014; Chesbro & Boxler, 2010).

Twitter also allows teachers to go beyond their current
school district for advice and support, peer mentoring,
and collaboration (Riser, 2013). Riser (2013) found that
the teachers’ networks primarily consisted of distant
teachers, teachers that were outside of their school and
district. Since educators are not bound by time and place,
teachers exercise their autonomy to select when and
where they will participate. The idea is that educators
have the opportunity to make decisions for their own
learning based on their specific needs. Since teachers
may not have control of the professional development
that they attend, school administrations and school
districts will hopefully begin to see the benefits of
this type of teacher learning with teachers involving
themselves with topics that are of value to them.
Twitter is considered a “bridging mechanism among
largely isolated/fragmented educator networks” (Forte,
Humphries, & Clark, 2012, p. 112). A benefit to this
type of professional development is that the individual
can control the level of interaction and the amount of
learning that results from it (Holmes, Preston, Shaw, &
Buchanan, 2013). Holmes et al. (2013) found this type
of professional development to be effective because
it is continuous. This continuous and collaborative
professional learning is most effective that that which
happens in isolation (Carpenter & Krutka, 2014; Holmes
et al., 2013). Twitter was described as being superior
to traditional professional development (Carpenter &
Krutka, 2014).

Studies have shown that that professional use of
Twitter has had an impact on classroom practice
(Visser, Evering, & Barrett, 2014). Visser et al.’s (2014)
mixed-methods study found that teachers used Twitter
primarily for professional use rather than personal use.
Teachers within this study used Twitter, particularly
for professional development. Forty-one percent of the
teachers reported using Twitter multiple times a day
for professional use. Additionally, in a study by Forte
et al. (2012), the idea of teachers building connections
with those they collaborated with through Twitter
correspondence was explored. Teachers expressed that
Twitter was “a source for new ideas and a way of keeping
abreast of educational technologies in particular” (p.
110). Many found Twitter users to be “reform-minded,
open to change, and interested in restructuring their local
communities environment to include web-based and
social media tools” (Forte et al., 2012, p. 110). Twitter is
a place where educators are receiving information that
is current and may be groundbreaking in their field. By
following leaders in the field, a network of educators,
in addition to current and relevant teaching materials
being made available (Holmes et al., 2013), an ongoing,
proactive professional learning atmosphere is available.
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Veletsianos’ (2011) findings indicate that within Twitter
leaders in our field seek help from this network while
having a forum to share their academic work.

TEACHER CANDIDATES:
PROFESSIONAL LEARNING VIA
TWITTER

While most research studies focus on in-service teachers
connections with Twitter, there are a few that include
teacher candidates’ use. These studies indicated how
the use of Twitter can create a sense of community and
allow for professional learning opportunities.

Sense of community. Studies have shown that teacher
candidates have been able to increase their sense of
community within their classes via Twitter (Lemon,
2015; Preston, Jakubiec, Jones & Earl 2015; Wright
2010; Carpenter, 2015). Lemon (2015) found that
the participants could see the unlimited learning
possibilities that were available as their network of
professionals were extended beyond the classroom.
“The intertextuality of Twitter supports multiple
learning dispositions through its capacity to place
written text and visual media (images and/or video) side
by side to represent meaning making ” (Lemon, 2015, p.
209). Conversations inspired by classroom interactions
were continued via Twitter. Lemon (2015) found that
varying perspectives that were seen within tweets were
integrated into the delivery of the course. A sense of
community was built as these students engaged in their
reflection through their microblog and engaged through
the class hashtag. Similarly, Preston, et al. (2015) found
that Twitter enhanced teacher candidates’ community
as well as their collaboration and communication. While
students were initially hesitant about using this tool to
communicate with the instructor and other students,
their attitudes changed. Twitter was found to help
students stay engaged with assignments with tweets
becoming topics of discussion. Students were active
in their learning, which led to an increased feeling of
community. In a study by Carpenter (2015), students
felt the same sense of community while they connected
to the experts in the field. Teacher candidates found
that connections to other educators can easily be made
as they are interacting with the tool through daily tweets
and participating in chats. This interaction extended
conversations that took place during class. Furthermore,
these students saw Twitter as a place where professional
growth can take place (Carpenter, 2015). Wright (2010)
explored the benefits of Twitter for self-reflection during
teacher candidates’ teaching practicum.  Students
reported that because of Twitter’s character limitation,
their reflective thinking was refined as they composed

their tweets. As a result, a sense of community was
fostered, as they all were required to tweet three times a
day. The content of their tweets was usually related to
how their lessons went in the ficld, which was relatable
to everyone.

Professional learning opportunities. In addition to
building community, studies have shown teacher
candidates realize Twitter’s informal professional
learning opportunities that are available (Bista,
2015; Carpenter, 2015; Mills, 2014). A study by Bista
(2015) focuses on pre-service teachers’ use of Twitter
for professional development opportunities as they
transition to becoming teachers. These students,
forty-two in all, did not initially see the benefits of
using Twitter as a learning tool and to support their
class assignments, they later found that using Twitter
provided a forum for learning (Bista, 2015). This study
found that Twitter participants shared their positive
views regarding the usage of Twitter for developing a
professional network. Similarly, Mills (2014) reported
preservice teachers during their internship recognized
the benefits of this informal professional development.
Twitter was incorporated into classroom pedagogy as
a place to go to encounter professional development
opportunities where students could share resources
on pedagogy, current educational technology and
also possible job openings. While these students
only interacted with the students within this class, the
findings indicated that the main benefit of Twitter was
learning about resources in the classroom, learning
about new classroom strategies, and learning about new
technologies. Although their tweets were protected and
the instructor made the decision as to the information
that was posted via the tweets, the topics related to the
class content was discussed with the students. These
students considered Twitter to be an inspiration. This
study sought to encourage professional learning, even
though the content was somewhat controlled. In a study
by Lin, Hoffman, & Borengasser (2013), Twitter was
used as a supplement to online and face-to-face classes.
Since Twitter was used to voluntarily share information
with classmates related to the course material, students
were not as motivated to interact with this forum since
the content did not go beyond the class.

CONCLUSION AND FUTURE STUDIES

While some may use Twitter’s social media platform for
personal reasons they may not realize the opportunities
Twitter has for educators. Future studies should examine
teacher candidates’ use of Twitter and its’ various tools
when given strategies to use this social media platform

National Teacher Education Journal ¢« Volume 10, Number 2

2017 59



to inform their professional learning. While Twitter has
been used to build community and provide professional
learning opportunities, more research is needed to
understand how this collaborative approach to learning
can benefit teacher and teacher candidates’ knowledge
and how that is applied. This author is currently
conducting a study, which will determine if and how
teacher candidates use this popular social media tool to
inform their personal learning.
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