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   Preface   

 The Asian Centre for Research on University Learning and Teaching (ACRULeT), 
located at the Faculty of Education, Universiti Teknologi MARA in Shah Alam, 
Malaysia, held the 7th International Conference on University Learning and 
Teaching (InCULT) on 2–3 December 2014. InCULT is a biennial conference held 
by ACRULeT since 2002. The conference aims at providing a platform for the 
extensive discussion and exchange of ideas between experts in education. Apart 
from that, it also seeks to explore new directions and possibilities in enhancing 
teaching and learning, especially in the context of higher education. 

 The theme for InCULT 2014 “Educate to Innovate in the 21st Century” was both 
timely and pertinent in today’s keenly competitive arena of globalized higher educa-
tion environments. Theoretical and academic learning is closely interwoven with 
practice, research and innovation. Therefore, there is a need to engage and leverage 
the unique capabilities of both institutions of higher learning and industry, so as to 
ensure that innovations can be translated into practical realities necessary for the 
enhancement of teaching and learning. The following were the main sub-themes of 
the conference:

    1.    Experiences in education   
   2.    Pedagogical innovations in education   
   3.    Career development and training   
   4.    Experiences in research   
   5.    Technology in education   
   6.    General issues in education     

 InCULT 2014 received a total of 145 abstract submissions, all of which were 
subjected to stringent “blind-reviews” and a total of 66 papers were fi nally selected 
for the Springer International Proceeding publication. Apart from local institutions, 
we also received paper submissions by international authors. Conference partici-
pants also came from varied backgrounds and institutions, both locally and abroad. 

 We would like to express our sincere gratitude to our collaborative partner insti-
tutions; University of Hertfordshire (UK), University of South Australia (UNISA), 
Ohio University (USA), Taylor’s University (M’sia) and the Higher Education 



vi

Leadership Academy of Malaysia (AKEPT) for their full support and cooperation 
in ensuring the success of this academic conference. Finally, our sincere thanks also 
go to all the authors, reviewers, speakers, participants and sponsors of the confer-
ence, and most importantly a “big” thank you also to all the extremely dedicated 
committee members of InCULT 2014 and not forgetting the Dean of the Faculty of 
Education, UiTM, Prof. Dr. Hj. Mohd. Mustafa Mohd Ghazali. 

 We hope you will enjoy reading the articles published in this issue. Thank you.  

    Chan     Yuen     Fook     
 Gurnam     Kaur     Sidhu     
 Suthagar     Narasuman     

 Lee     Lai     Fong   
   Shireena     Basree     Abdul Rahman    

Preface
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    Chapter 1   
 An Analysis of the Effect of Demographic 
Factors on the Level of ICT Integration       

       Suthagar     Narasuman    

    Abstract     This study examines English Language lecturers’ current level of ICT 
integration in TESL teacher training and the varying predictive effect of  demographic 
factors such as age, teaching experience, gender and level of education on ICT 
 integration. The study also sought to determine the extent to which the observed 
variability in ICT integration could be predicted by these factors. The theoretical 
framework for the study is drawn from a review of the literature on factors that 
enhance and impede ICT integration. The sample comprises 267 respondents 
 working at the English Language Unit of various teacher training institutions. 
Survey questionnaires and interviews were used to collect data which was analysed 
using descriptive statistics, Spearman’s rank order correlation, multiple regression, 
and reliability analysis. The fi nding of the study indicates that overall Faculty ICT 
Integration has a Mean of 2.61 and a Standard deviation of .537. This statistics 
 indicate that ICT integration among the respondents in teaching English is average. 
The study also found age, gender and experience are not impounding factors as all 
three variables were found to be benign in its effect on ICT Integration in this study.  

  Keyword     ICT integration  

1.1         Introduction 

 The introduction of ICT technology in a large scale in the Malaysian education 
system started with the implementation of the Smart Schools programme, one of the 
seven key fl agship ventures identifi ed by the Multimedia Development Corporation. 
The main objective of the programme is to develop and introduce a new curriculum, 
in particular for the teaching of science, mathematics and English in selected schools 
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designated as Smart Schools. The aim of the new curriculum would be to stimulate 
creative and critical thinking skills couched in well-rounded values to be delivered 
in an IT rich learning environment. Inevitably, the implementation of these  objectives 
called for changes in teacher training methods and classroom as well as school 
management practises. The various teacher training institutions in the country had 
since initiated technology units which conduct training programmes for both in 
 service and pre-service teachers to teach in smart schools. 

 The next wave of digital education impacting indirectly on the teaching and 
learning of English followed soon when the government of the day, under the 
 leadership of former Prime Minister Tun Dr. Mahathir, decided that science and 
mathematics would be taught in English in all primary and secondary schools in the 
country. This was known as the PPSMI programme. However, there was an outcry 
from teachers as many lacked the language profi ciency needed to teach science and 
maths in English. In order to enhance the language profi ciency of these teachers, the 
Ministry of Education launched the EteMS (English for Teaching Mathematics and 
Science) programme. Henceforth, the MOE, (Ministry of Education) proposed and 
was accepted, that EteMS and PPSMI would rely heavily on the use of information 
technology. Following the acceptance of the proposal by the MOE the government 
allocated a budget close to a billion ringgit which was promptly used to purchase 
and distribute a large sum of laptops, desktops, LCD projectors and screens, 
 scanners, digital cameras and relevant software and programmes to schools and the 
teacher training institutions. In a statement in parliament, the former Deputy 
Education Minister, Datuk Razali reported that thus far the government had spent 
RM2.21 billion on ICT equipment and supplies and RM2.4 million ICT software 
for the programme (The Sun, 15 May,  2008 , p. A2.). He also said that another 
RM317 million was spent on training pre-service and in-service teachers. The 
 project also involved the training of personnel to handle the equipment and subse-
quently the retraining of thousands of teachers thought the country on the basics of 
handling the equipment as well as implementing them in the context of teaching and 
learning so that they could harness and yield these new technologies in their daily 
classroom instruction. This task was also entrusted to the various teacher training 
institutions in the country. Retraining of teachers particularly those who taught 
Science, Maths and English started in phases beginning in 2002 and continued up to 
the end of 2008. In the same year science and mathematics lessons for students in 
year one, form one and lower six were conducted in English. This exercise was a 
landmark in the development in ICT integration in the classroom as it increased 
professional development programmes, ICT profi ciency and access to ICT infra-
structure in teacher training institutions and schools. The ICT profi ciency acquired 
by the respondents, ICT equipment and support service personnel employed under 
these programmes needs mention in the present study, as these components are 
important variables in the present study, on ICT integration. 
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1.1.1     Statement of the Problem 

 Several studies in schools and teacher training institutions in Malaysia (Nykvist 
 2009 ) have highlighted that accessibility is no longer a problem for educators 
 affi liated with the Education Ministry. The studies cited above, have all stated that 
teachers in schools and lecturers in teacher training institutions have some form of 
access to ICT. However, the availability of these facilities does not automatically 
guarantee that ICT would be integrated in teaching and learning and indeed these 
studies have highlighted the lack of ICT integration in the classroom. Samuel and 
Zaitun ( 2006 ) in particular have highlighted the lack of ICT integration in teaching 
English. A strong indicator of the lack of ICT integration as a problem that requires 
further study was provided by the Malaysian Education Blueprint 2013–2025 which 
states that the Ministry had spent more than RM6 billion on ICT over the past 
decade and yet close to 80 % of teachers spend less than an hour a week integrating 
ICT (Ministry of Education  2012 ). Because of the gaps identifi ed in these studies 
and the preliminary report on the Malaysian Education Blueprint the present study, 
warrants the need for identifying the level of ICT integration in teaching English as 
a second language among English language lecturers’ in Malaysian teacher training 
institutions. Identifying the level of integration and the effect of certain demo-
graphic factors is the fi rst in the quest for enhancing ICT integration in the teaching 
of English in teacher training institutions.  

1.1.2     Objectives of the Study 

 The main objective of the present study is to determine the level of ICT integration 
among English Language lecturers within the context of teaching English in teacher 
training institutions in Malaysia. The second objective is to determine the varying 
predictive effect of demographic factors such as age, teaching experience, gender 
and level of education among English Language lecturers on their current level of 
ICT integration.  

1.1.3     Research Questions 

 The data collection process of this study was guided by the following research 
questions.

    1.    To what extent are English Language lecturers in teacher training institutions 
integrating ICT for instruction in the classroom?   

   2.    Are the sub set of demographic factors, age, gender, level of education and 
t eaching experience able to predict a signifi cant amount of variance in ICT 
Integration among English Language lecturers?       

1 An Analysis of the Effect of Demographic Factors on the Level of ICT Integration
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1.2     Literature Review 

1.2.1     Instructional Views of ICT Integration 

 Instructors in English Language programmes are familiar with terms such as 
 methodology, technique and approach. These terms help to classify the overall idea 
and strategy in applying certain instructional principles. Similarly technology in 
instructional design had spawned its own range of terms in classifying the method, 
approach or technique to be used in instruction. Some of these terms are used 
 interchangeably and are quite often a source of confusion (Picciano  2002 ). 

 Following are defi nitions of some of the basic terms used in instructional 
 computing as defi ned by Picciano ( 2002 , p. 27). The present research will also make 
use of these defi nitions. Computer-assisted Instruction (CAI) for instance is defi ned 
as the use of computers to assist in the instructional process. CAI is implemented in 
instruction using any or all of the following six modes; tutorial, drill and practice, 
instructional game, modelling, simulation and problem solving. Computer-Assisted 
Learning and Computer-Augmented Learning are often used synonymously with 
CAI. Computer-Based Education (CBE) is used as a generic term for the large 
assortment of instructional ICT applications available. Computer-based teaching 
(CBT) is used as a generic term to refer to the use of ICTs as part of instructional 
presentations in the classroom. An example is the use of interactive multimedia. 
Computer-Mediated Communications (CMC) is another popular application. It 
refers to the incorporation of communications software such as e-mail and  electronic 
discussion boards in teaching. This is especially useful in distance education 
 programs and in assigning holiday assignments as well as online discussions. 
Integrated Instructional System (IIS) and Integrated Learning System (ILS) are 
used synonymously to refer to a single ICT package comprising hardware, software, 
curriculum and management modules. It is often packaged and delivered by a single 
vendor. An example of this is the Smart School Management System (SSMS) 
developed by Telekom Smart School for use in Malaysian smart schools. 

 The management of information in an institution of higher education is of crucial 
importance. Teacher training institutions which run a multitude of in-service and 
pre-service programmes have to deal with the management of a monumental amount 
of information. These include student data, course outlines, teaching material and 
assessment scores. The advancement and incorporation of ICT in these institutions 
may help to make the task manageable. However, as Petrides et al. ( 2000 , p. 118) 
point out, the use of technology to manage information in institutions of higher 
education may only be “deceivingly easier.” In reality it is a diffi cult task as the shift 
in utilising technology does not have as much to do with the actual use of the 
 technology as it does with the shift in the norms and behaviour of the various 
 components that make up the institution (Petrides et al.  2000 ). This change to a 
large extend is affected by the information culture practised by the instruction which 
would determine how and to what extend information is valued, shared and capitalized 
by the various mechanisms within the institution. 
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 With the advent in ICT innovation, teachers need to equip themselves with ICT 
knowledge and ICT literacy. This encompasses word processing, electronic presen-
tation skills, accessing the internet, handling electronic media and using server tech-
nology. However, at the teacher training level it has been noted that many teacher 
trainees fi nd it hard to cope with ICT skills and standards are still low (Teo  2008 ). 

 As future ESL teachers it is important that teacher trainees learn to integrate ICT 
into their future teaching and learning practises. Despite the increased availability 
of ICT implements and support services relatively few teachers are prepared to inte-
grate ICT in their teaching. Sang et al. ( 2010 ) state multimedia has the capability to 
enhance teaching and learning but the mere addition of technology would not render 
a lesson effective. Technology is seen as a catalyst to conducting an effective lesson 
pedagogy and psychology are essential components of a successful lesson. Hence, 
ESL teachers in producing an effective lesson should be able to integrate all three 
components – pedagogy, psychology and technology. 

 Studies show that the level of ICT usage in teaching and learning and the level of 
ICT knowledge among teachers in Malaysia is low (Mahmud and Ismail  2010 ). 
These studies cited inadequate training, knowledge and skill as an important reason 
as to why teachers continue to use traditional methods and refuse to integrate ICT 
in their teaching. In a case study carried out in a Smart School, Mohd Arif and 
Norsiah ( 2003 ) found that in a 3 month period only 24.56 % of teachers had used 
the computer lab. They further state that only 40.53 % of teaching time was used to 
incorporate ICT in their teaching and most of these involve surfi ng the net to aid 
their lessons.  

1.2.2     ICT Integration in the Teaching of English as a Second 
Language 

 ICT has the potential to improve the teaching and learning of ESL profi ciency and 
methodology classes in Teacher Training Institutions. Researchers have highlighted 
that CALL for instance can be used to teach language skills such grammar, reading, 
writing, speaking, listening and literature (Shamsudin and Nesi  2006 ) Web 2.0 
applications also has similar potential when it is integrated in profi ciency and 
 methodology classes. Shamsudin and Nesi ( 2006 ), found that the use of ICT enabled 
students to explore ESL websites, interact with students in the same fi eld through 
synchronous and asynchronous communication. Using the internet students were 
able to conduct web conferencing which helped them to improve their speaking 
skills in an authentic situation. Engaging in blogging and social media websites 
helped them to improve their ESL writing skills beyond the classroom (Izaham 
 2009 ). 

 Mustafa ( 2001 ) conducted a study on the effi cacy of using ICT on ESL students 
pronunciation and oral communication skills. The respondents in that study were 
students enrolled in an English language course at the University of Jordan. The 
study emphasized the effectiveness of using ICT in teaching most language skills 
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including oral communication. ICT provides the ESL instructor with a range of 
tools that can be used to make the teaching of English profi ciency and methodology 
courses dynamic and interactive. It provides tools that enable students to interact 
with each and the instructor face to face in the classroom and online beyond the 
classroom. Guildbaud ( 2008 ) categorises ICT in language teaching as tools for 
information seeking, information presentation, knowledge organisation, knowledge 
integration and knowledge generation. 

 As a tool for seeking information, in ESL, ICT can be used to identify, locate and 
retrieve relevant information. In teaching and learning English literature for 
 example, digital libraries can be sought and searched for particular text. Project 
Gutenberg for instance has a voluminous archive of online literary text that students 
and instructors can access as free e-books. Students working on their assignments 
could use keyword searches, websites, Wikipedia, digital libraries/database and 
online dictionaries to retrieve information on a wide range of topics and issues 
regarding the teaching of English as a second language. 

 As a presentation tool, ICT can be used to present relevant information in a 
 variety of formats to enhance interpretation (Guilbaud  2008 ). Discussion boards, 
blogs, spreadsheets and Google docs/maps for instance can be utilised in the teaching 
of ESL skills and methods. Google docs/maps can be manipulated to teach direc-
tions in a profi ciency class as well as in collaborative writing. 

 ICT as a tool for knowledge organization (Guildbaud  2008 ) can be applied in the 
ESL classroom as an implement for establishing conceptual relationships in the 
teaching and learning of grammar, critical reading, comprehension and TESL 
 theories, methods and techniques. It can also be conceptualised as a tool for text and 
knowledge reconstruction as well as to manipulate information. Concept maps, 
PowerPoint, graphic organizers and smartboards are examples of ICT tools that can 
be used for ESL knowledge organisation. Hot Potatoes for instance is an application 
that can be used for text reconstruction and developing language games using cross-
word puzzles. 

 ICT as a tool for knowledge integration in ESL teacher education can be used as 
a tool for connecting existing with new knowledge, test relationship between them 
and process the knowledge at a deeper level (Guildbaud  2008 ). In TESL teacher 
education programmes students are required to demonstrate the conceptual and 
theoretical knowledge and skills they have acquired. Recording a micro teaching 
session and commenting during playback is one way of demonstrating their 
 knowledge. Producing interactive ESL teaching websites and blogs is also an effec-
tive method that combines both their knowledge of the subject matter and their 
knowledge of the principles involved in teaching the content. 

 ICT as a knowledge generation tool in TESL teacher education can be used to 
mirror knowledge generation processes, generate and manipulate new knowledge 
and represent new knowledge fl exibly and meaningfully (Guildbaud  2008 ). This 
can be accomplished in a TESL classroom using applications such as iMovie or 
MovieMaker, Web page development, wikis and autoring tools. Various web 2.0 
applications are also available online, which can used by both TESL students and 
instructors to manipulate and present knowledge. Blendspace, for instance is a web 
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2.0 tool that combines video clips, pdf notes, graphics and quizzes constructed 
using Google docs. 

 In summary the discussion of the literature has established that ICT tools can be 
applied effectly in the teaching of English as a second language profi ciency and 
teacher education methodology programmes (Izaham  2009 ). In ESL and TESL 
teacher education programmes, ICT can be utilised as tools for knowledge seeking 
activities, knowledge organization, knowledge integration and knowledge 
generation. 

 ICT integration in general involves the profi ciency of educators in integrating a 
variety of applications such as word processing, desktop publishing, databases, 
spreadsheets and integrated programmes, multimedia, telecommunications and the 
internet. Wheeler and John ( 2008 ) discuss similar applications in teacher  technology 
integration. However, they have added e-mail, mobile technologies and interactive 
white boards (IWB) to the list. They state that mobile technologies “…have a great 
potential to transform the experience of learning that can be conducted at any time 
and in any place.” (p. 111). Wheeler and John ( 2008 ) also mention that hand held 
learning technologies have been successfully implemented by early adopters. 

 Izaham ( 2009 ) states that multimedia technology has enabled the use of a variety 
of media such as text, graphics, sound and animation to be used in the teaching and 
learning of English as a second language in teacher education. Izaham ( 2009 ) also 
believes that categorically there four advantages to integrating ICT in the teaching 
of English. Firstly combining listening with seeing through hyper media creates an 
authentic learning environment. Secondly, the use of ICT facilitates integrative 
 presentation of all four language skills. Thirdly, the non-linear nature of hypermedia 
allows students to focus on both form and content simultaneously. Lastly, hyperme-
dia provides an opportunity for students’ to learn at their own pace. He also states, 
with the integration of ICT “the computer can act as a tutor to teach grammar, 
 listening, pronunciation, reading, text construction, vocabulary, writing, and 
 comprehensive skills” (p. 42). 

 In conceptualizing this variable the present study, had outlined the following 
applications in integrating ICT in the teaching of English as a second language in 
teacher training institutions. The sub headings provide an outline of the techniques 
required for integration of these applications. However, this outline is not exhaus-
tive and forms a sample of the totality of techniques that could be employed in 
integrating ICT using these applications. Nevertheless, this outline conceptualises 
ICT integration in the context of the present study. Based on ISTE NETS standards 
for teacher ICT integration, the use of these applications in the class defi nes ICT 
integration. The outline also provides the framework for the survey questionnaire 
used in the present study, as an instrument to collect data on ICT integration among 
the respondents. 

 Outline of ICT applications and techniques for integration in ESL:

    1.    Word Processing in the ESL classroom   
   2.    Text reconstruction software   
   3.    Reference tools: electronic dictionaries and encyclopaedias   
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   4.    Moodle/course management system (cms)/learning management system (lms) 
for teaching and learning English   

   5.    Social networking/blogs/wikis   
   6.    Email   
   7.    Mobile hand held devices   
   8.    Administration and management/database/spreadsheet      

1.2.3     Gender 

 Much of the literature on gender and ICT integration is based on an implied digital 
reticence among females and inequity of access. Nevertheless, a review of the 
 literature returned contradictory evidence on ICT and integration by gender. Some 
studies indicate that males are more prone to technology adoption and integration. 
Whereas, other studies indicate females as having a better disposition to adopt 
 technology (Kabachi et al.  2009 ). 

 The literature also revealed studies which could not fi nd a signifi cant difference 
in ICT integration between male and female faculty members (Agbatogun  2010 ). 
Liaw ( 2002 ) conducted a study on computer attitudes and web attitudes of doctoral 
students in a school of education. His fi ndings indicated a signifi cant difference 
between male students and female students in terms of their attitude towards 
 computers and the internet. 

 Adams ( 2002 ) conducted a study on faculty members ICT integration and tech-
nology development programmes. Adams ( 2002 ) reports that female respondents 
were more eager to attend technology development programmes and they were also 
keener to integrate technology in teaching compared to male faculty members. 
Gender as a variable has the potential to infl uence ICT integration therefore, gender 
is a variable that needs to be considered in the present study. Gender could be a fac-
tor that infl uences English language lecturers’ level of ICT integration.  

1.2.4     Age and Experience 

 Teachers’ age and experience is bound to have an effect on the level of ICT integra-
tion (Mahmud and Ismail  2010 ). Younger teachers’ may be confi dent in using ICT 
due to their social exposure to ICT while for older teachers, confi dence could be due 
to the knowledge of ICT that they have garnered over the years attending profes-
sional development activities. Nevertheless, there is not much evidence of either 
factor concerning lecturers teaching English in teacher training institutions in 
Malaysia. 

 The National Center for Education Statistics ( 2009 ) also reported similar fi nd-
ings whereby faculty members with less than 9 years of teaching experience were 
more prone to integrate ICT in their teaching. Another study where experience is a 
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variable was conducted by Adams ( 2002 ). In the study respondents were 589  faculty 
members in a metropolitan teaching institution. His study revealed that faculty 
members with less than 10 years of teaching experience were more likely to inte-
grate computers and the internet in their teaching. The study also revealed female 
members with fewer years of teaching experience as the most active integrators of 
technology compared to their older male colleagues’ who were the least prone to 
adopt technology. Venkatesh et al. ( 2003 ) also fi nd report similar fi ndings in their 
survey of ICT integration among faculty members. They fi nd older users lagging 
behind their younger counterparts in technology uptake. They also fi nd younger 
users placing more importance on the extrinsic rewards of technology uptake com-
pared to older members of the faculty. Contrary to these fi ndings, Teo ( 2008 ) states 
that he did not fi nd any signifi cant relationships between technology and age.   

1.3     Research Design 

 Descriptive analysis was used to describe the demographic structure of the sample 
population. Multiple linear regression was used to analyse the degree of observed 
variance in the relationship between the demographic factors and ICT integration. 
Correlationship statistics were used to establish the signifi cance in the relationship 
between the variables. In addition, interview data is collated and used to enhance the 
reliability of the quantitative fi ndings. The evaluation design in the present study, is 
quantitative. Interview data is used to consolidate and verify the quantitative proce-
dures. Filtering meaning from a variety of sources helps to confi rm the validity and 
reliability of the investigation. The population for this study are English Language 
lecturers in Malaysian Teacher Training Institutions. Currently there are 27 such 
institutions located in the country. A total of 3,129 lecturers serve in these colleges. 
Out of these, about 400 serve as English Language lecturers. They conduct in- 
service as well as pre-service TESL teacher training courses. These courses include 
subjects such as literature, TESL methodology and social studies. The instruments 
selected to answer the research questions would be administered to a random  sample 
of this population following conventions used for probability sampling. 

1.3.1     Instrumentation 

 The study employs a cross-sectional design which means that the instrument i.e. the 
survey questionnaire would be administered once to a sample of the population 
which would yield data as they exist at the time of the administration of the survey. 
The researcher believes that a comprehensive investigation of current technological 
practices and its impact on ICT integration among English Language lecturers in 
Malaysian Teacher Training Institutions can be carried out by assessing and analys-
ing the components of the proposed conceptual model. In other words, assessment 
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would be carried on the individual components that make up the model. In assessing 
these components the researcher had identifi ed a number of tools which had been 
used and tested in similar studies. The design consists of a combination of survey 
questions and interviews constructed to glean information relevant in providing 
answers for the research questions. Specifi cally these questionnaires would involve 
the gathering of two categories of data:

   English Language lecturers’ demographics i.e. teaching load, years served as 
teacher/lecturer, years served in TTI, gender, age, professional qualifi cation.  

  Indicators for level of ICT integration for instructional purposes      

1.4     Data Analysis 

1.4.1     To What Extent Are English Language Lecturers 
Integrating ICT for Instruction in the Classroom? 

 Research question 1 seeks to fi nd out the extent to which English language lecturers 
are integrating ICT for instruction in the classroom. Overall Faculty ICT Integration 
has a Mean of 2.61 and a Standard deviation of 0.537. This statistics indicate that 
ICT integration among the respondents in teaching English is average. These 
 fi ndings are an improvement in comparison to the fi ndings of some studies (Mahmud 
and Ismail  2010 ) which have indicated that the level of ICT usage among teachers 
in Malaysia is quite low. 

 Nevertheless, the respondents in the present study, are lecturers in teacher train-
ing colleges and not school teachers. Therefore, there is a possibility that they would 
have more access to ICT equipment and training and this should rightfully engender 
a higher level of integration in teaching and learning. Further analysis in this chapter 
would reveal the predictors that affect the current level of ICT integration. 

 The data reveals that the respondent’s frequency of ICT integration is focused 
more on administration and management (M = 3.66, SD = .55) rather than classroom 
integration. The use of ICT for teaching and learning is relatively low in comparison 
to their frequency of use for administration and management. The use of ICT for 
administration predominantly involves the use of software such MS word and MS 
Excel in preparing notes and exam questions. It also involves the use of exam 
 management or course management software to upload marks to a centralised 
server. These activities are conducted out of the classroom and do not require direct 
student participation. 

 The present study, uses a questionnaire to explore respondents use of various 
software application in their ICT integration in the process of teaching and learning. 
ICT usage for instructional purposes can be accounted for by analysing data 
 pertaining to the level of usage of instructional software and application software. 
Instructional software is defi ned as the use of educational software, software used 
for drill and practice activities and educational games. Application software is 
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defi ned as the typical use of processors, web browsers and presentation programs. 
In the present study, it is found that the use of this software for teaching and learning 
is still low. The highest frequency of integration was recorded for the use of refer-
ence tools, electronic dictionaries and encyclopaedias (M = 2.97, SD = 1.11). This is 
followed by the integration of word processing software (M = 2.85, SD = .78). The 
mean for the rest of the software and applications are below 2.50. Nevertheless, this 
fi nding is in agreement with other studies. Slaouti and Barton ( 2007 ) for instance 
state that the most frequently used ICT component in teaching is word processing. 

 The least integrated component are Learning Management Systems (M = 1.93, 
SD = .52) and Course Management Systems (M = 1.73, SD = .57). The use of LMS 
and CMS as an integrated learning system allows ESL learners to access material in 
their own time. It also provides a central system for course instructors to upload 
teaching and learning content. A typical integrated system would consist of forums, 
discussion platforms, assignment management, course content and notes. Most uni-
versity faculty in Malaysia are already utilising such systems. This can be verifi ed 
from public university websites. One pertinent reason the respondents in the present 
study, have not made full use of such systems could be the non-availability of LMS 
and CMS in teacher training institutions. These fi ndings are consistent with the 
 fi ndings of other studies don ICT integration. Based on a study done two teacher 
training institutions in Malaysia, Nykvist ( 2009 ) reported that internet connections 
were slow and unreliable. The study also noted that lecturers were not using  learning 
management systems and the most frequently used programmes were word process-
ing, presentation software and some word processing. 

 Nevertheless, based on literature review (Mahmud and Ismail  2010 ) ICT 
 integration among teacher training institution lecturers is deemed slightly higher 
than that of school teachers. However, as was mentioned in the studies quoted 
above, the respondents in the present study, also have a positive attitude towards 
ICT but lack the necessity skills to further integrate ICT to a higher level. The inter-
view data had revealed many shortcomings in the infrastructural and the provision 
of access to ICT which could have a negative effect on the respondents ICT integra-
tion. As was mentioned in the previous studies mentioned above, these Malaysian 
educators are still facing the challenge of poor infrastructural facilities, access to 
equipment and professional development programmes. 

1.4.1.1     Variance in ICT Integration According to Demographic Factors 

 The current section will provide the analysis of variance for the respondents ICT 
integration according to the demographic factors of age, gender, level of education 
and teaching experience. Multiple regression statistics was employed in assessing 
the variance. Table  1.1  provides a summary of the hierarchical regression modal.

   Hierarchical multiple regression was used to assess the ability of the three  control 
measures, gender, level of education and teaching experience after controlling for 
the infl uence of age to predict Faculty ICT Integration. Age was entered at Step 1, 
explaining 0 % of the variance in ICT Integration. Therefore in the present study, 
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age is not a predictor of Faculty ICT Integration. There was not much difference in 
the variance after entry of the sub-set of demographic factors, gender, level of edu-
cation and teaching experience. At Step 2 the total variance explained by the modal 
as a whole was only 1 %,  F (4, 271) = .701,  p  < .001. The three control measures were 
only able to explain 1 % of the variance in Faculty ICT Integration after controlling 
for age, R squared change = .01, F change (3, 271) = .598, p < .001. In the fi nal modal 
none of the demographic factors were found to be statistically signifi cant.   

1.4.2     Are the Sub Set of Demographic Factors, Age, Gender, 
Level of Education and Teaching Experience Able 
to Predict a Signifi cant Amount of Variance in Faculty 
ICT Integration? 

 Research question 2 seeks to fi nd out if the sub set of demographic factors, age, 
gender, level of education and teaching experience are able to predict a signifi cant 
amount of variance in faculty ICT integration. The current section will provide the 
analysis of variance for the respondents ICT integration according to the demo-
graphic factors of age, gender, level of education and teaching experience. Multiple 
regression statistics was employed in assessing the variance. 

 The study was conducted with the involvement of 276 respondents. Ninety one 
percent of the respondents were between the ages 35 and 54. A larger proportion of 
the respondents were females (68.5 %). However, age and gender is not an impound-
ing factor as both variables were found to be benign in its effect on ICT Integration 
In this study. These fi ndings are in keeping with the fi ndings of other studies 
(Agbatogun  2010 ) which found no signifi cant difference in ICT integration levels 
between male and female respondents. The fi ndings of the present study, and those 
that are mentioned above could mean that the information gap between age, gender 
and ICT integration is in regression in the teaching profession and among teacher 
educators in particular. One reason for these could be the common background that 
they share in terms experience as former school teachers, amount of exposure to 
professional development programmes where there is no age or gender discrimina-
tion in the selection of participants. As former school teachers they may be used to 
traditional pedagogic techniques employed as school teachers where the integration 

   Table 1.1    Hierarchical regression modal summary   

 Model  R 
 R 
square 

 Adjusted 
R square 

 Std. error of 
the estimate 

 Change statistics 

 R square 
change 

 F 
change  df1  df2 

 Sig. F 
change 

 1  .061 **   .004  .000  .53715  .004  1.014  1  274  .315 
 2  .101 **   .010  −.004  .53834  .007  .598  3  271  .617 

  **Correlation is signifi cant at the 0.01 level (1-tailed).  
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of ICT is often quoted to be low (Nykvist  2009 ). Upon starting work at the teacher 
training institutions, these former teachers are not placed in probation and they do 
not have to serve as assistant lecturers where they could learn from senior lecturers. 
Quite often the Ministry of the institution concerned does not conduct comprehen-
sive induction programmes where ICT integration is a component. Therefore, they 
continue with old habits, banking on traditional pedagogy, regardless of age, gender 
or experience. Another factor is the intersection of other variables within the study 
which exert a stronger infl uence on ICT integration other than age and gender. 
Factors such access, ICT profi ciency and attitude may have a stronger effect on ICT 
integration. 

 In terms of experience a large majority had worked as school teachers before 
joining the teacher training institution. This is quite the norm as the Teacher 
Education Division at the Ministry of Education often conducts recruiting exercises 
among school teachers to fi ll the post of lecturers at Teacher Training Institutions. 
Therefore, the respondents in this study, are experienced both as lecturers and 
school teachers and this experience would provide an impact on their procedural 
and declarative knowledge of their subject matter and the requisite pedagogical 
knowledge needed for classroom teaching. The long years of service would have 
also provided them with opportunities to attend professional development programs 
in their content area, pedagogy and ICT. As for the respondents who have been 
integrating ICT in their lessons, the long years of service would have accorded them 
with time and opportunity to hone their skills in integrating ICT with content and 
pedagogy. However, despite the opportunity of time, experience like gender and age 
does not show a signifi cant effect on ICT integration in the present study. A perti-
nent reason for this could be the lack of professional development programs over 
the years both in school; their former workplace and at the Teacher Training 
Institutions. With the years of service also comes old habits and entrenched comfort 
zones which are hard to change. These could be the factors that render age, gender 
and experience as insignifi cant predictors of ICT integration in the present study.   

1.5     Conclusion 

1.5.1     Pedagogical Implications 

 The fi rst specifi c objective of the study was to determine the respondents’ current 
level of ICT integration within the context of teaching English in teacher training 
institutions in Malaysia. With regards to this objective the fi ndings indicate that ICT 
Integration among the respondents is statistically signifi cant at an average level of 
integration. Nevertheless, this fi nding indicates that there is an overall improvement 
in ICT Integration in comparison to the fi ndings of other studies among Malaysian 
teachers and teacher educators. 

1 An Analysis of the Effect of Demographic Factors on the Level of ICT Integration
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 This improvement in the right direction is an indication that the ICT policies of 
the Teacher Education Division at the Ministry of Education are successful. 
However, ICT administrators and policy makers should also take note of the com-
ponents factors that constitute ICT Integration among the respondents. The fi ndings 
had revealed that the respondents’ frequency of integration is skewed towards ICT 
Integration in administration and management of courses, students and data. 
Pedagogic integration seems to brush the surface and lacks depth. Quite often ICT 
is used in preparing course content but is not used in the classroom extensively. The 
highest frequency of integration in the classroom was noted for the integration of 
reference tools, electronic dictionaries and encyclopaedias. In second place are 
word processing software. Faculty members who are able to integrate ICT in admin-
istration, management and the development of course content and course materials 
are already comfortable with the use of computers and certain programmes. Policy 
makers and administrators should fi nd ways to help them to bring their skills a step 
further into the classroom. One way of doing this is to conduct more hands-on 
 professional development programmes. 

 The least integrated aspects were Learning Management Systems, Content and 
Course Management Systems. These components are known for their versatility 
and usefulness in managing learning. They are also widely used in among Education 
Faculties in universities in the country. The reason cited for the poor integration of 
these components as discussed in the fi ndings is simply the lack of such facilities at 
the various teacher training institutions. It is incumbent upon the administrators and 
policy makers to ensure that the right facilities are made available for faculty mem-
bers in order to propel ICT Integration to the next level.  

1.5.2     Predictive Effect of Demographic Variables 

 The second specifi c objective of the present study is to determine the varying pre-
dictive effect of demographic factors such as age, teaching experience, gender and 
level of education on the respondents’ current level of ICT integration. While a 
number of different studies have noted that gender, age, experience and educational 
levels have a signifi cant effect on ICT Integration; the present study differs in its 
data analysis which could not identify any signifi cant effect from these variables on 
ICT Integration. Therefore, these variables are not predictors of ICT Integration in 
the context of TESL teacher training.      
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    Abstract     Numerous of studies have indicated signifi cant relationship between 
organizational culture with job satisfaction. This study is specifi cally examined the 
relationship between two dimensions of organizational culture which comprises of 
“learning culture” and “high performance and productivity culture” with job 
 satisfaction. The respondents of study consisted of 60 employees from a public 
organization in the district of Sri Aman, Sarawak, Malaysia. The selection of sample 
was done through a simple random sampling, and a cross-sectional survey question-
naire was used as a mean of data collection. Data was analysed using the Statistical 
Package for the Social Sciences (SPSS) Version 11. Pearson Product-Moment 
 correlation and the Stepwise regression analysis were used to analyse the relation-
ship between variables under the study. The results of the Pearson Product-Moment 
correlation indicated that there were signifi cant and positive relationships between 
both dimensions of organizational culture with the job satisfaction. The strongest 
relationship was between the “learning culture” and job satisfaction. The fi ndings 
indicated that the “learning culture” and “high performance and productivity 
 culture” help to generate and promote high level of employees’ job satisfaction. 
This study provided compelling evidences on the importance of organization’s 
continuing efforts to understand the relationship between organizational culture and 
job satisfaction.  
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2.1         Introduction 

 Extensive studies have been conducted on the subject of  job satisfaction  over the 
last four decades of organizational research (Currivan  1999 ). For example, several 
studies have attempted to examine the association between  job satisfaction  with 
organizational commitment (Currivan  1999 ), cohesions (Odom et al.  1990 ) and 
management practices (Burke  1995 ). Although many research have been done to 
study the relationship between  job satisfaction  with numerous organizational 
 variables (Lund  2003 ), however less study has investigated the relationship between 
 job satisfaction  with  organizational cultures  (Lund  2003 ). Nevertheless, the 
interconnection between  organizational cultures  with  job satisfaction  have been 
indicated in few earlier studies like Quinn ( 1988 ), Odom et al. ( 1990 ), Cameron 
( 1992 ) and Sheridan ( 1992 ). Despite these few studies, a void appears to exist in the 
literature examining the direct relationship between  organizational cultures  types 
and  job satisfaction  (Lund  2003 ). In relation to the previous mentioned past research, 
thus this study sought to examine the relationship between two dimensions of 
  organizational culture  that was the  learning culture  and  high performance and 
productivity culture  with  job satisfaction  in one public organization in Sri Aman, 
Sarawak, Malaysia. 

 Specifi cally, there were six research objectives of this study:

    1.    To identify the level of  learning culture  practice.   
   2.    To identify the level of  high performance and productivity culture  practice.   
   3.    To identify the level of  job satisfaction .   
   4.    To identify the relationship between  learning culture  with  job satisfaction .   
   5.    To identify the relationship between  high performance and productivity culture  

with  job satisfaction.    
   6.    To identify the most dominant dimension of  organizational culture  (between 

 learning culture  and  high performance and productivity culture ) affecting  job 
satisfaction .     

 As it was stated by authors like Deal and Kennedy ( 1982 ) and Peters and 
Waterman ( 1982 ), adopting a certain common cultural traits would result in excel-
lent performance. In relation to this, a study by Pool ( 2000a ) has indicated a strong 
correlated relationship between a supportive culture with a level of learning in an 
organization. According to Pool ( 2000a ) the essential attributes of a supportive 
 culture are open communication, trust, innovation, providing challenging work and 
cohesion among employees. In relation to Pool ( 2000a ), it was indicated by Quinn 
( 1988 ), Odom et al. ( 1990 ), Cameron ( 1992 ) and Sheridan ( 1992 ) that the  organiza-
tional culture  in which characterized as people-oriented, supportive and personal 
was associated with positive affective outcomes including  job satisfaction  and 
 organizational commitment. In addition, a study by Chang and Lee ( 2007 ) in their 
attempt to make business organizations aware of the effect of organization learning 
activities in Taiwan, has showed that the operation of learning organizations has a 
signifi cantly positive effect on employees’  job satisfaction . 
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 Furthermore Pool ( 2000b ) has revealed that a constructive culture was 
 signifi cantly reducing the role stressor and thereby decreasing job tension and 
increasing  job satisfaction , job performance and job commitment. As indicated by 
Pool ( 2000b ) a constructive culture is characterized as a culture that recognize 
employee’s achievement, expect the managerial staffs to set challenging yet realistic 
goals and establish plan to achieve these goals, encourage creativity that support 
quality over quantity of work, and anticipate the managerial staffs to deal with 
 associates in a friendly manner and help each other to grow and develop. 

 The two dimensions of  organizational culture  in this study, that was the  learning 
culture  and  high performance and productivity culture  has the characteristics of the 
supportive culture and constructive culture respectively, that were previously men-
tioned by Pool ( 2000a ,  b ). In this study, the independent variables were the  learning 
culture  and  high performance and productivity culture , and the dependent variable 
was the  job satisfaction.  

 Consequently in addition to the research objectives, the study also tested two 
research hypotheses that were formulated based on previous related studies. In this 
study, the independent variables were the  learning culture  and  high performance 
and productivity culture , and the dependent variable was the  job satisfaction. 

   Hypothesis 1: There is a signifi cant relationship between  learning culture  with  job 
satisfaction .  

  Hypothesis 2: There is a signifi cant relationship between  high performance and 
productivity culture  with  job satisfaction.      

2.2     Method 

 A survey research was conducted in an attempt to examine the relationship between 
 learning culture  and  high performance and productivity culture  with  job satisfac-
tion . For hypotheses testing, a correlational approach was used to determine the 
relationship exists between variables of the study. The population of this study were 
employees from one public organization in the district of Sri Aman, Sarawak, 
Malaysia, and a simple random sampling technique was used to gather data from 
employees in the organization. At the time of study, approximately 100 employees 
were eligible and the required sample size was 40 (Luck et al.  1987 ). However a 
total of 90 questionnaires were distributed and 63 were returned back. Nevertheless 
only 60 questionnaires were usable for the fi nal analysis. A cross-sectional survey 
questionnaire was designed to collect data for the study. The questionnaire had three 
sections. Section one was on respondent’s background. Section two was on 
 organizational culture that covers both  learning culture  and  high performance and 
productivity culture  and developed based on McGill and Slocum ( 1993 ), Watkins 
and Marsick ( 1993 ), Pool ( 2000a ,  b ) and Robbins and Coulter ( 2005 ), and Section 
three was on  job satisfaction  adapted from Smith et al .  ( 1969 ). All items used in the 
questionnaires were closed ended, in both English and Malay language and 
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measured using the fi ve-point Likert scale ranging from “strongly disagree” (1) to 
“strongly agree” (5). A pilot test was done prior to the actual study to determine the 
reliability and validity of the research instrument.  

2.3     Results 

 This section show the fi ndings of this study in relation to the research objectives and 
hypotheses. Specifi cally, fi ndings are discussed in the form of descriptive and 
 inferential statistics. 

2.3.1     Demographic Characteristics 

 Table  2.1  indicated the sample profi le of the study. Majority of the respondents were 
male (70 %), in the group of age between 42 and 49 years old (38.3 %), Ibans (55 
%), possessing the Lower Secondary Assessment and Malaysian Certifi cate of 
Education (80 %), and married (83.3 %).

2.3.2        Level of Perceived  Learning Culture  Practice 

 Table  2.2  showed that most of the respondents perceived that the  learning culture  
was well practiced in their organization (46.7 %). Meanwhile, 25 % of respondents 
perceived that the  learning culture  was moderately and highly practiced in their 
organization, respectively. Nevertheless, interestingly there were few respondents 
(3.3 %) believed that the  learning culture  was less practiced in their organization. 
As a whole results indicated that most of respondents believed that the  learning 
culture  was practices at a good level in their organization.

   Table 2.1    Demographic characteristics   

 Gender (%)  Age (%)  Race (%)  Education level (%)  Marital status (%) 

 Male = 70  18–25 = 11.7  Malay = 16.7  Completed primary 
school = 8.3 

 Single = 15 

 Female = 30  26–33 = 10  Chinese = 26.7  Lower Secondary 
Assessment/Malaysian 
Certifi cate of Education = 80 

 Married = 83.3 

 34–41 = 15  Iban = 55  Malaysian Higher School 
Certifi cate = 3.3 

 Divorcee/
Widower = 1.7 

 42–49 = 38.3  Others = 1.7  Diploma/Bachelor’s 
degree = 8.3  50 and 

above = 25 
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2.3.3        Level of Perceived  High Performance and Productivity 
Culture  Practice 

 Results showed in Table  2.3  indicated that half of the respondents (50 %) perceived 
that the  high performance and productivity culture  was highly practiced in their 
organization. While 38.3 % of the respondents recognized that this culture was well 
practiced in their organization, the remaining of 11.7 % felt that the  high perfor-
mance and productivity culture  was moderately practiced. In general the fi ndings 
indicated that all respondents perceived that the  high performance and productivity 
culture  was practices thoroughly in their organization. This practice benefi ted their 
respective organization in terms of delivering the high quality services that will 
satisfy their customers.

2.3.4         Job Satisfaction  Level 

 As indicated in Table  2.4 , more than a half of the respondents were satisfi ed with 
their job (63.3 %). While 31.7 % were moderately satisfi ed and 1.7 % were very 
satisfi ed, interestingly there were few respondents who were unsatisfi ed with their 
job (3.3 %). In overall, the results implied that majority of the respondents perceived 

   Table 2.2    Level of perceived  learning culture  practice   

 Min scores  Classifi cation  Frequency (N = 60)  Percentage (%) 

 1.8 and below  Not practiced  0  0 
 1.9–2.7  Less practiced  2  3.3 
 2.8–3.6  Moderately practiced  15  25 
 3.7–4.5  Well practiced  28  46.7 
 4.6 and above  Highly practiced  15  25 
 Total  60  100 
 Min: 3.84  Median: 4  Mod: 4 

   Table 2.3    Level of perceived  high performance and productivity culture  practice   

 Min scores  Classifi cation  Frequency (N = 60)  Percentage (%) 

 1.8 and below  Not practiced  0  0 
 1.9–2.7  Less practiced  0  0 
 2.8–3.6  Moderately practiced  7  11.7 
 3.7–4.5  Well practiced  23  38.3 
 4.6 and above  Highly practiced  30  50 
 Total  60  100 
 Min: 4.08  Median: 4.13  Mod: 4.25 
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that they were satisfi ed with their job, which is, in terms of the job facet, salary, job 
promotion opportunity, boss and colleague.

2.3.5        The Relationship Between  Learning Culture  with  Job 
Satisfaction  

 The result of the Pearson Product-Moment Correlation analysis indicated in 
Table  2.5  portrayed a signifi cantly positive relationship between  learning culture  
with  job satisfaction  (r = 0.812, p-value = 0.000). Therefore, the fi rst hypothesis of 
this study which indicated that there is a signifi cant relationship between  learning 
culture  with  job satisfaction  was accepted. This fi nding is consistent with the past 
study by Chang and Lee ( 2007 ).

2.3.6        The Relationship Between  High Performance 
and Productivity Culture  with  Job Satisfaction  

 As indicated in Table  2.6 , the Pearson Product-Moment Correlation analysis’s result 
proven a signifi cantly positive relationship between  high performance and produc-
tivity culture  with  job satisfaction  (r = 0.752, p-value = 0.000). Accordingly the 

   Table 2.4     Job satisfaction  level   

 Min scores  Classifi cation  Frequency (N = 60)  Percentage (%) 

 1.8 and below  Very unsatisfi ed  0  0 
 1.9–2.7  Unsatisfi ed  2  3.3 
 2.8–3.6  Moderately satisfi ed  19  31.7 
 3.7–4.5  Satisfi ed  38  63.3 
 4.6 and above  Very satisfi ed  1  1.7 
 Total  60  100 
 Min: 3.84  Median: 3.9  Mod: 4.3 

   Table 2.5    The relationship between  learning culture  with  job satisfaction    

 Learning culture  Job satisfaction 

 Learning culture  Pearson correlation  1  0.812** 
 Sig. (2-tailed)  0.000 
 N  60  60 

 Job satisfaction  Pearson correlation  0.812**  1 
 Sig. (2-tailed)  0.000 
 N  60  60 

  **Correlation is signifi cant at the 0.01 level (1-tailed).  
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second hypothesis of this study which indicated that there is a signifi cant relationship 
 high performance and productivity culture  with  job satisfaction  was accepted. This 
fi nding supported past study by Pool ( 2000b ).

2.3.7        Most Dominant Dimension of  Organizational Culture  
Affecting  Job Satisfaction  

 Table  2.7  indicated the results of the Stepwise Regression analysis. The results 
revealed that the  learning culture  was the most dominant dimension of  organizational 
culture  affecting the  job satisfaction  with the beta value of 0.568. Consequently the 
fi ndings implied that the  learning culture  infl uences the  job satisfaction  greater as 
compare to the  high performance and productivity culture .

2.4         Discussion and Conclusion 

 This study has proven that exists a signifi cantly positive relationship between 
 organizational culture  with employee’s  job satisfaction . Therefore the two hypotheses 
of this study were accepted. Specifi cally this study has evidenced that the  learning 
culture  and  high performance and productivity culture  were signifi cant and 
 positively related to  job satisfaction . Thus the fi ndings of this study supported the 
past research by Quinn ( 1988 ), Odom et al. ( 1990 ), Cameron ( 1992 ), Sheridan 

   Table 2.6    The relationship between  high performance and productivity culture  with job 
satisfaction   

 High performance and 
productivity culture 

 Job 
satisfaction 

 High performance and 
productivity culture 

 Pearson correlation  1  0.752** 
 Sig. (2-tailed)  .000 
 N  60  60 

 Job satisfaction  Pearson correlation  0.752**  1 
 Sig. (2-tailed)  .000 
 N  60  60 

  **Correlation is signifi cant at the 0.01 level (1-tailed).  

   Table 2.7    Most dominant type of  organizational culture  affecting  job satisfaction    

 Variables 
 Beta 
value  T 

 Level of 
signifi cant 

 Learning culture with job satisfaction  0.568  5.132  0.000 
 High performance and productivity culture with job 
satisfaction 

 0.322  2.914  0.005 
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( 1992 ) and Pool ( 2000a ,  b ). These past studies have evidenced that the  organizational 
culture which characterized as supportive and constructive, high in cohesiveness 
and creativity, and emphasizing on developing human resources and innovation 
were signifi cant and positively related to job satisfaction and commitment. 
Furthermore the results of this study were also shown that the  learning culture  had 
the highest relationship with the  job satisfaction  and was also the most dominant 
dimension of  organizational culture  affecting the  job satisfaction . Hence the fi nd-
ings were consistent with a study done by Chang and Lee ( 2007 ) that indicated the 
operation of learning organizations has a signifi cantly positive effect on employees’ 
job satisfaction. 

 The results drawn from this study were considering the following limitations. 
The researchers recognized that there are others potential factors that may infl uence 
the  job satisfaction  like job characteristics and personal characteristics. However, 
this study did not consider any other variables that may moderate or mediate the 
relationship between the  learning culture  and the  high performance and  productivity 
culture  with the  job satisfaction . Consequently, future researchers are encouraged to 
complement the previous studies or to extend this research further by considering 
the others factor that might related to the variables in the study. In addition, the data 
used in this study were derived from a simple random sample of a single public 
organization which obtained from a survey questionnaire. These limitations 
decreased the ability of the researchers to generalize the fi ndings to others organiza-
tion setting. For this reason future studies are encouraged to conduct their studies 
across a broader cross-section of organizations in Malaysia to enable the generaliza-
tion of fi ndings. Furthermore a qualitative method such as the use of interviews can 
also be considered as an additional method of data gathering to further explain the 
relationship between the  organizational culture  with  job satisfaction . 

 Practically, the results of this study might be used as guidelines by the organiza-
tions’ management to strengthen the existing  organizational culture  practices in 
their respective organizations. This objective may possibly be achieved by consider-
ing the following recommendations. Firstly, the organizations are encouraged to put 
emphasis on the learning activities like training and development where employees 
are continuously trained with updated knowledge and important skills. Secondly, 
the organization should recognizing their employees’ achievements and motivating 
them to establish their own career goals. Thirdly, encouraging employees’ creativity 
and stressing the quality of employees’ work over the quantity of their work. Finally, 
the organizations should anticipating their employees to help each other to grow and 
develop. These recommendations might positively driven employees to perceive 
that their contributions are appreciated and therefore will help to elevate their  job 
satisfaction’s  level. 

 In conclusion, the empirical fi ndings derived from this study provided a greater 
insight as to what extent that the employee’s  job satisfaction  was related to and 
affected by the  organizational culture  particularly in the local context of Malaysia. 
The fi ndings of this study supported and extended the previous studies on 
  organizational culture  and  job satisfaction  that were mainly published in the 
Western organizational settings. For this reason, current research and practices 
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should consider that the  organizational culture , specifi cally the  learning culture  and 
the  high performance and productivity culture  as important variables that are related 
to and infl uenced employee’s  job satisfaction . A greater understanding on the 
 relationship between organizational culture and employee’s job satisfaction can 
helps  organizations to plan and decide on effective ways to elevate their employee’s 
job satisfaction by adopting an excellent organizational culture practice.     

   References 

    Burke, R. J. (1995). Management practices, employees’ satisfaction and perceptions of quality of 
service.  Psychological Reports, 77 , 748–750.  

     Cameron, K. (1992). Organizational downsizing.  Organizational change and redesign.  New York: 
Oxford University Press.  

      Chang, S. C., & Lee, M. S. (2007). A study on relationship among leadership, organizational 
 culture, the operation of learning organization and employees’ job satisfaction.  The Learning 
Organization, 14 (2), 155–185.  

     Currivan, D. B. (1999). The causal order of job satisfaction and organizational commitment in 
models of employee turnover.  Human Resource Management Review, 9 , 495–524.  

    Deal, T. E., & Kennedy, A. A. (1982).  Corporate cultures: The rights and rituals of corporate life . 
Reading: Addison-Wesley.  

    Luck, D. J., Taylor, W. G., & Robin. (1987).  Marketing research . Englewood Cliffs: Prentice Hall.  
      Lund, D. B. (2003). Organizational culture and job satisfaction.  Journal of Business and Industrial 

Marketing, 18 (3), 219–236.  
    McGill, M. E., & Slocum, J. W., Jr. (1993). Unlearning organization.  Organizational Dynamics, 

22 (2), 67–79.  
       Odom, R. Y., Boxx, W. R., & Dunn, M. G. (1990). Organizational cultures, commitment, 

 satisfaction, and cohesion.  Public Productivity and Management Review, 14 (2), 157–169.  
    Peters, T. J., & Waterman, R. H. (1982).  In search of excellence: Lessons from America’s best-run 

companies . New York: Harper & Row.  
         Pool, S. W. (2000a). The learning organization: Motivating employees by integrating TQM 

 philosophy in a supportive organizational culture.  Leadership and Organization Development 
Journal, 21 (8), 373–378.  

         Pool, S. W. (2000b). Organizational culture and its relationship between job tension in measuring 
outcome among business executives.  Journal of Management Development, 19 (1), 32–49.  

      Quinn, R. E. (1988).  Beyond rational management: Mastering the paradoxes and competing 
demands of high performance . San Francisco: Jossey-Bass.  

    Robbins, S. P., & Coulter, M. (2005).  Management  (8th ed.). Englewood Cliffs: Prentice Hall.  
      Sheridan, J. E. (1992). Organizational culture and employee retention.  Academy of Management 

Journal, 35 , 1036–1056.  
    Smith, P. C., Kendall, L. M., & Hulin, C. L. (1969).  The measurement of satisfaction in work and 

retirement . Chicago: Rand-McNally.  
    Watkins, K. E., & Marsick, V. J. (1993).  Sculpting the learning organization: Lessons in the art 

and science of systematic change . San Francisco: Jossey-Bass.    

2 The Relationship Between Learning Culture and High Performance…



27© Springer Science+Business Media Singapore 2016 
C.Y. Fook et al. (eds.), 7th International Conference on University  
Learning and Teaching (InCULT 2014) Proceedings, 
DOI 10.1007/978-981-287-664-5_3

Chapter 3
e-INTEGRAL MAP: An Innovative  
Integral Calculus Learning

Tang Howe Eng, Nor Hazizah Julaihi, and Voon Li Li 

Abstract  This study has proposed e-INTEGRAL MAP as an innovative learning 
tool through the application of mapping techniques, which provides an alternative 
way for learners to learn integral calculus. This study aims to report the features, 
significances of e-INTEGRAL MAP and students’ opinion on the use of 
e-INTEGRAL MAP.  The review of literature indicates that university students 
encountered difficulties in identifying the correct integration techniques and devel-
oping understanding on applications of the integral calculus. In view of this phe-
nomenon, e-INTEGRAL MAP are developed to help and enhance better memory so 
as to reproduce information with the use of mapping techniques as these techniques 
use both sides of the brain. Through e-INTEGRAL MAP, these students are able to 
identify the most suitable map for the relevant integration techniques hence help to 
disseminate the bridging conceptual knowledge of the procedural learning. The 
critically constructed concepts and meaningful relationships between ideas allowed 
students to choose and explore the various integration techniques, and worked out 
the integral calculus solution systematically. e-INTEGRAL MAP assists the student 
to know the purpose, condition, process and examples of each of the integration 
techniques. The results from the analysis of questionnaire indicated that 52.8 % of 
the respondents would highly recommend e-INTEGRAL MAP.  The samples of 
engineering programmes from the public university provided positive feedback on 
their usage of e-INTEGRAL MAP. This study serves as inputs for future studies in 
developing useful learning aid and evaluating the product for better improvement.
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3.1  �Introduction

There are many innovations in the learning of mathematics. Several recent exam-
ples range from the use of instructional activities game in learning mathematics, 
ICT (information and communications technologies)-based mathematics learning 
and the use of mapping techniques or ICT-based concept mapping in learning 
mathematics.

Integral calculus has always been an issue in learning mathematics. According to 
Tang et al. (2008), this issue started with the identification of the correct integration 
techniques out of the many different techniques. Traditional manner do not help 
students develop their problem formulation ability, problem solving skills, deepen 
their understanding of integration, or enrich their appreciation of the diverse appli-
cations of integral calculus (Allen 2001). This phenomenon has caused much diffi-
culties among university students in identifying the correct integration techniques 
and developing understanding on applications of the integral calculus. Today, indus-
tries and businesses demand for the application of calculus as a powerful tool to 
understand, analyze, apply and solve a wide range of problems. Thus, a good mas-
tery in integral calculus is deemed necessary for university students.

This study has proposed e-INTEGRAL MAP, a tool created by the researchers, 
as an innovative learning tool through the application of mapping techniques, which 
provides an alternative way for learners to learn the integral calculus. The mapping 
techniques are used because of their visualization effects and the benefits of inter-
knowledge correlation through procedural learning. The mapping techniques pro-
vide a rich learning experience for different abilities of students in a simple and 
systematic manner. This study aims to explore the features and significances of 
e-INTEGRAL MAP. This study also seeks to investigate students’ opinion on the 
use of e-INTEGRAL MAP in the learning of integral calculus.

3.2  �Literature Review

3.2.1  �Innovative Teaching and Learning

NIER (National Institute of Educational Research 2004) survey reported that the 
most common attitude of Japanese high school students to mathematics is that 
mathematics is not useful in daily life but must be learnt for entrance examinations. 
This survey signals the urgent need of improving students’ ability to solve daily life 
problems using ICT in conjunction with mathematical thinking processes.
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Tonkes et al. (2005) revealed a learning model that has worked well in practice, 
from the lecturers’, tutors’ and students’ perspectives with regard to the usage of 
MATLAB across first year mathematics courses. MATLAB is a sophisticated soft-
ware tool for numerical analysis and visualization. After great effort in tuning, a 
sequence of innovations finally captured student support and added considerable 
value to both the computational and traditional learning process. The learning model 
employed a progression of MATLAB commands, programs and Graphical User 
Interfaces (GUIs) to deliver programming skills, numerical mathematics knowl-
edge, computational science exposure and illustrations to provide a better under-
standing of calculus, linear algebra and differential equations.

3.2.2  �Mapping Techniques in Learning

The mind mapping technique was developed by Tony Buzan with the aim to activate 
both hemispheres of the human brain. Buzan and Buzan (1996) reported that mind 
map is a powerful graphic technique that aims to use the brain with full capacity, 
organize an individual’s thoughts and other information. Mind mapping enables 
human to group the concepts, re-group and compare the concepts. The grouping and 
re-grouping of the concepts and also synthesizing them together in new clusters 
help to reveal new ideas.

Buzan (1990) explained that in order to create a mind map, one begins by writing 
the main topic in the middle of a blank piece of paper. Sub-topics are then “mapped” 
around the main topic. The sheet of paper begins to look like a set of branches as all 
ideas are linked to each other. The key towards creating an effective mind map is to 
use words, colors and images to assist the brain in conceptualizing ideas as they 
relate to other ideas.

3.2.3  �Effectiveness of Mapping Techniques

Pehkonen (1997) has viewed mind-mapping as great advantage to the mathematics 
students for the reason that mathematical tasks engaged both left and right hemi-
spheres of the human brain. Whilst the left brain deduced analytically and arithmeti-
cally, the right brain was more geometrically. Seyihoglu and Kartal (2010) revealed 
the opinions of teachers on using the mind mapping technique in Life Science and 
Social Studies lessons. Teachers think that it would be more appropriate in using the 
mind mapping technique to oral lessons. While expressing the factors that are pro-
viding permanence in students’ acquisition and increasing the success in the exams 
among the advantages of this technique, the possible troubles about time limitation 
can be expressed among the disadvantages.

The usage of mapping techniques seemed to benefit the slow learners as it was 
believed that their abilities towards understanding, inquiring and accepting knowl-
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edge in an orderly but active manner became more natural (Coffey et al. 2003). With 
the implementation of concept mapping in engineering course, Kemble and Tembe 
(2013) reported significant students’ performance in problem solving as compared 
to the traditional way of learning.

3.3  �Methodology

This is a cross-sectional study in which samples are drawn to describe its character-
istics and study only once. Fifty-three samples were randomly selected to give their 
opinions on e-INTEGRAL MAP through questionnaire. The samples comprised 53 
engineering students from a public university in Sarawak. These students enrolled 
from two engineering programmes of diploma studies, i.e. Diploma in Electrical 
Engineering (EE111) and Diploma in Civil Engineering (EC110). The random sam-
pling technique was used to select these respondents from the course code cluster of 
MAT235 (Calculus II for Engineers) for Semester June–October 2013.

A questionnaire was given to elicit the students’ opinion on the usage of 
e-INTEGRAL MAP in integral calculus learning. In this questionnaire, the students 
were asked to give their feedback regarding the strengths of the e-INTEGRAL MAP 
as well as the weaknesses of the e-INTEGRAL MAP.  In addition, the samples’ 
recommendation on e-INTEGRAL MAP were also collected through this question-
naire. These perceived views from the samples were collected after they had been 
exposed to the usage of e-INTEGRAL MAP for 2 months. Descriptive statistics was 
analyzed and qualitative finding was generated.

3.3.1  �e-INTEGRAL MAP, the Interface

The main interface of e-INTEGRAL MAP consists of seven icons; namely Calculus 
Atlas, Process In e-INTEGRAL MAP, Prior Knowledge, Future Knowledge, List of 
Formulas, Bridge Map and e-INTEGRAL MAP (Fig. 3.1). The user can freely 
explore e-INTEGRAL MAP as it provided user-friendly environment to the user. 
Besides, menus such as Home Content, Help Manual, Glossary, About and Log Out 
also help the user to explore e-INTEGRAL MAP effectively.

The main map of e-INTEGRAL MAP is known as the Bridging Map. This map 
is extremely useful when the user explore the integration problem provided. It 
assists the user in identifying the most suitable map for the relevant integration 
techniques hence help to disseminate the bridging conceptual knowledge of the 
procedural learning (Fig. 3.2).

To further assist the user, there are three options of Bridge Map; naming Bridge 
Map Type-1 (Fig. 3.3), Bridge Map Type-2 and Bridge Map Type-3. Bridging Map 
Type 1 caters for ≡p x dxq x( ) ( ) , Bridging Map Type-2 caters for ≡p x q x dx( ) ( )  and 

Bridging Map Type-3 caters for ≡
p x

q x
dx

( )

( )
.
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From the Bridge Map, the user can choose to explore any of the seven 
e-INTEGRAL MAP that contains various integration techniques; namely e-standard 
integral, e-by u-substitution, e-by parts, e-rational function of sin x & cos x, e-by 
trigonometric/hyperbolic substitution, e-by partial fraction and e-product of two 
trigonometric functions. The specific map of e-by u-substitution is shown in Fig. 3.4.

The e-INTEGRAL MAP also consists of some notes on the Prior Knowledge 
(Fig. 3.5) that is useful for specific reference when using the maps; at the same time, 
more potential ideas for the Future Learning can be explored together with Calculus 
Atlas and List of Formulas.

3.4  �Findings

Table 3.1 shows the respondents’ views on the usage of the e-INTEGRAL MAP. The 
results indicated that 52.8 % of the respondents would highly recommend 
e-INTEGRAL MAP, 28.3 % of them would recommend the map with little or no 
change whilst 13.2 % of them would recommend the maps only if certain changes 

Fig. 3.1  The main interface of e-INTEGRAL MAP
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were made. Only three of the respondents which contributed to 5.7 % chose the last 
statement, “I would not use and recommend this map”. This clearly showed that the 
respondents were very positive on the use of e-INTEGRAL MAP in assisting them 
to learn and solve integral calculus problems.

The finding also shows that the respondents provided positive feedback on their 
usage of e-INTEGRAL MAP. Below are a few examples of the encouraging com-
ments made by the respondents on the sentiment “useful, helpful and easy to under-
stand”. Ten respondents explained:

“e-INTEGRAL MAP is well done developed with many tables and maps that can guide 
students according to the steps.”.

Fig. 3.2  The bridging map of e-INTEGRAL MAP
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“Really easy to understand e-INTEGRAL MAP as the maps are provided with accurate 
information and relevant formulas”.

“e-INTEGRAL MAP helps the students to identify the correct technique used to solve the 
integration problem.”

“All formulas and explanation can be found in e-INTEGRAL MAP including the explana-
tion on how to solve integrals using different technique of integration.”

“I like the way map been made. Using map really help me to answer the question.”
“Easy to get answer for any integration method.”
“Useful and easy to use once you get the hang on it.”
“Easy to understand and helpful.”
“Useful tool and good for learning.”
“Easy for self study.”

Fig. 3.3  The bridging map Type-I of e-INTEGRAL MAP
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Fig. 3.4  The e-by u-substitution map
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When asked about the design of e-INTEGRAL MAP, four respondents viewed it 
as “systematic and user friendly”. The comments shared by these respondents are as 
follows:

“The maps are very systematic.”
“The maps are easily to understand because have examples we can refer to.”
“The maps is properly manage and able to guide user efficiently.”
“I can stimulate faster than other source. Quite an easy understanding example works and 

procedure of executing any work.”

The qualitative findings also revealed that eight respondents wanted more exam-
ples while using e-INTEGRAL MAP to assist their learning process. Below are 

Fig. 3.4  (continued)
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Fig. 3.5  Prior knowledge

examples of the comments given by three respondents on the sentiment “need more 
examples with solutions”.

“This map is very good for the students like us to study or revise on the chapter of integra-
tion. I think this map can be upgraded. In my suggestion, the way to improve this map 
quality or grade of this are add more example on every sub-topic and show the best 
solution that make students easy to remember.”

“Good, but need more examples so that consumers will be able to use it fully.”
“Not all type of equations included in the examples.”
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3.5  �Conclusion

Although there are many teaching aids online, e-INTEGRAL MAP has been devel-
oped specially for students’ reinforcement in learning the integration techniques in 
an easy manner. The findings reported in this study revealed the features and signifi-
cance of e-INTEGRAL MAP as an interactive structured process map which aims 
to facilitate the learning of integral calculus in a procedural manner. The findings 
shows the respondents’ claims that these maps were useful, helpful, easy to under-
stand, systematic and user friendly. It is hope that this study can serve as inputs and 
supports on the use of mapping techniques and supplementary technology in math-
ematics learning enhancement. The findings of this study can also serve as inputs 
for future studies in developing useful learning aid and evaluating the product for 
better improvement. The framework in this study will be very useful to anyone who 
is interested in exploring the related field of study.
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    Chapter 4   
 Science Learners’ Conceptions 
on the Scientifi c Theory-Law Relationship: 
A Phenomenographic Case Study       

       Jasmine     Jain     ,     Nabilah     Abdullah     , and     Beh     Kian Lim    

    Abstract     This study was grounded on the ultimate goal of science education in 
Malaysia, which is to produce individuals who are scientifi cally literate. The study 
specifi cally aimed to probe how science learners conceptualize the relationship 
between scientifi c theory and law. Guided by the phenomenographic structure of 
awareness as the methodological framework, this study involved interviewing 10 
Secondary Four Science students. Differing from the literature reviewed, the fi ndings 
revealed that there were unique ways in which the scientifi c theory-law relationship 
is conceptualized by the interviewees in the study, namely “Scientifi c laws are supe-
rior to theory” and “Scientifi c theories are different from law”. The fi ndings inferred 
the interviewees’ understanding of nature of science as absolute and objective. To 
summarize, it is pertinent to further probe and rectify incorrect, alternative understand-
ing about science knowledge among science learners to ensure sound understanding 
about science in promoting students’ motivation to learn science.  

  Keywords     Nature of science   •   Phenomenography   •   Science literacy  

4.1         Introduction 

 Producing students who are literate in science has been the aim of science education 
both locally (Ministry of Education  2006 ) and globally (AAAS  1990 ). Scientifi cally 
literate means that a person is said to possess the “knowledge and understanding of 
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scientifi c concepts and processes required for personal decision-making, participation 
in civic and cultural affairs, and economic productivity” (National Research Council 
 1996 , p. 22). One of the ways to achieve science literacy among students is to ensure 
that they understand the nature of scientifi c knowledge, or better known as the 
Nature of Science.  

4.2     Nature of Science 

 NOS can be defi ned simply as an epistemology of science or how science is done 
(Lederman et al.  2002 ). Although there has been much disputes among historians, 
sociologists, philosophers and scientists on what and which nature of science should 
be manifested to students, most researchers believe that there are seven aspects of 
NOS which are neutral and should be taught to science learners for the sake of 
 science literacy (Lederman et al.  2002 ). The aspects are:

•    Tentativeness of scientifi c knowledge  
•   Empirical nature of science  
•   The creative and imaginative nature of science  
•   Theory-laden nature of science  
•   The relationship between scientifi c theories and laws  
•   The social and cultural embeddedness of science  
•   The scientifi c method (p. 500–502)    

 Wheeler-Toppen ( 2005 ) contended that individuals can be more critical and 
 analytical if they understand the aspects of NOS. This is because understanding 
NOS enable individuals to establish internal links between science ideas learned. 
Corresponding to that, the studies on the conceptions held by students in relevance 
to constructivist’s framework in science have been an on-going effort in ensuring 
that learners can make informed judgment about scientifi c issues in their life. 
Wheeler-Toppen ( 2005 ) also claimed that individuals who do not understand 
 science or the nature of it can hardly participate or contribute to the betterment of 
the knowledge. 

 Consistent with that, research has been conducted to examine the conceptions 
held by learners at various levels (Akerson Buzzelli and Eastwood  2011 ; Keiser 
 2010 ) and even the conceptions held by teachers (Buaraphan  2010 ; Jones  2010 ). 
Albeit the importance of understanding NOS, a review on the past studies suggested 
that the students continue to hold naïve views about the nature of science (Abd-El- 
Khalick and BouJaoude  1997 ). Similar attempts to probe the NOS conceptions 
among science learners in Malaysia were also found. A study by Eng ( 2002 ) using 
Nature of Scientifi c Knowledge Scale (NSKS) reported that the percent mean score 
for the overall understanding of NOS was 53.6 %. Another study conducted by 
Nyanaseakaran ( 2004 ) on Secondary Five students, reported that the overall NOS 
understanding among his respondents is 64.1 %.  
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4.3     Theories and Laws 

 This paper focuses on only one NOS aspect: the need to understand the difference 
between theories and laws in science (Lederman et al.  2002 ). According to the 
American Science Position Statement, “laws are generalizations or universal 
 relationships … [which] behaves under certain conditions” (NSTA  2000 , para. 9). 
Simply, laws in science are descriptive statements about the discerned patterns of 
world phenomena that allow human to understand better about these phenomena. 
On the other hand, scientifi c theories are well-founded and inferred explanations of 
those phenomena (Abd-El-Khalick and BouJaoude  1997 ). From the perspective of 
scientists, theories and laws in science are two different constructs. 

 Contrasting with what have been scientist’s understanding, previous studies had 
reported that science learners commonly believed that theory and law possess 
 somewhat hierarchical structure, where theory can develop into law with enough 
evidences (Dogan and Abd-El-Khalick  2008 ; Tan and Boo  2003 ). Such belief in a 
hierarchical structure led students to perceive theories as less credible knowledge 
compared to law (Park & Young  2009 ). Following such fi ndings, it is deemed 
important to fi rst diagnose and correct these inadequate understandings of NOS 
among the science learners before they are posted to teach in schools. Although 
 science learning in schools involved the usage of terms “theories” and “laws”, students’ 
understanding of the relationship between theories and laws has been scarce, 
especially in the local setting. As such, this study aimed to probe in-depth the 
conceptions held by Malaysian science learners with regard to the relationship 
between scientifi c theories and laws.  

4.4     Method 

 This is a qualitative study where data were collected through phenomenographic 
approach. Phenomenography can be defi ned as “a description of the limited number 
of qualitatively different conceptions people may hold of a given phenomenon” 
(Marton  1981 , p. 13). Phenomenography adopts a non-dualistic view which believes 
that “internal” (thinking) and the “external” (world) are not isolated entities (Saljo 
 1997 , p. 173). Hence, the meaning an individual gives to a certain phenomenon 
stems from the relationship that exists between the individual (subject) with the 
phenomenon (object). The purpose of this study in probing the meaning of NOS as 
experienced by the science learners made phenomenography an ideal methodological 
framework. However, the fi ndings deriving from this work are limited in terms of 
generalizability due to its small sample size. 
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4.4.1     Participants 

 In the effort to gain data, 10 Secondary Four science learners of a Malaysian public 
school aged between 15 and 16 were interviewed to investigate the different ways 
they perceived the theory-law relationship in science. All participants were in 
 science streams who obtained A for their science subject prior to entering Secondary 
Four. As such, they are taught to have good understanding of scientifi c concepts. 
This is also to ensure that they were having similar experiences in studying 
science.  

4.4.2     Data Collection 

 The interview sessions were guided with the questions adopted from VNOS(C) 
(Lederman et al.  2002 ). Instances showing the examples of theories and laws in 
 science were given (Hewson and Hewson  1989 ) to ensure that “shared defi nition” 
(Bowden  2000 , p. 58) of the terms “theory” and “law” were achieved. The interview 
session with every participant lasted for about 40–55 min. All the interviews were 
recorded both visually and verbally. These raw data were then transcribed, labelled 
and prepared for data analysis.   

4.5     Data Analysis 

 At the earliest phase of data analysis, the researcher immersed herself by recursive 
reading of the transcripts (Bowden  2000 ). The similar meaning was highlighted 
with colours to ease the process of rechecking. Towards the end of this process, the 
relevant parts of transcripts which have been identifi ed were analysed for “pools of 
meaning” (Marton  1981 , p. 43) with excerpts illustrating the same pool. One of the 
pool that were identifi ed was “Law is more believable compared to theories”. This 
was also the preliminary category which was then further analysed with regards to 
“awareness” to ensure that the variation of participants’ experiences is captured 
(Marton  1981 ). In the phenomenographic perspective, an individual must be aware 
of something in order to experience it (Marton and Booth  1997 ). As experiences are 
always in the context of a phenomenon, an individual experience about a phenom-
enon depends on how his or her awareness is structured. Structure of awareness 
(Marton  1997 ) is commonly used to guide the validity and of phenomenographic 
study. Cope ( 2004 ) also asserted that internal consistency can be reached by 
 fundamentally basing data collection method, nature of interview and data analysis 
on the structure of awareness. Such structure also shifts the focus off the researchers 
from interpreting the data using their prior knowledge (Cope  2004 ). 
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 In the effort to achieve rigor of research through its internal consistency (Spencer 
et al.  2003 ), the analysis of data are highly centred on identifying the structure of 
awareness of each response received. Generally, the responses gained were  identifi ed 
into three different levels of awareness, namely theme, thematic fi eld and margin.

•    Theme: the meaning attached to the phenomenon when respondent articulates 
their thoughts on scientifi c theory and law.  

•   Thematic fi eld: what is directly relevant with the theme but was not focused upon 
by the respondent during the articulation of thoughts  

•   Margin: the horizon that a respondent is aware of but did not bring to the fore of 
awareness when refl ecting about a particular phenomenon.   

By identifying the structure of awareness, it was found that the preliminary category 
identifi ed earlier can be better defi ned as “Law is superior to theory” and “law is 
different to theory” as the thematic fi eld associated to the theme were explained dif-
ferently by the respective participants. Figure  4.1  illustrates three-tiered structure of 
awareness. The validation of the fi ndings was also carried out with the help of three 
other experts of the philosophy of science.

   For example, when asked about what a research participant thinks about the 
 relationship between scientifi c theory and law, the following response was given.

  Law is more true than theory. Law is like…erm…nature’s rules which can’t be…[paused]…
how do I put it…In chemistry for instance, a chemical, when mixed with another chemical, 
it will be a specifi c mixture, and not other mixtures. For example, Sodium has a charge 
while Sulphate has two negative charges. So when they are mixed, it will Secondary 
Na 2 SO 4 . It will not become NaSO 4 …theories is invented based on that and somehow or 
later, it becomes law. (Participant 1) 

   In the example above, the theme identifi ed to be the focus of the Participant 1’s 
explanation is the superiority of law. This is because it was the fi rst notion that 

Margin

Thematic field

Theme

Internal horizon

External horizon

  Fig. 4.1    Structure of awareness       
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Participant 1 associated with, inferring that it was the theme of the phenomena as he 
is aware of. This notion was derived from his experience and knowledge about 
 scientifi c theory and law which were used to support his idea about the superiority 
of law and hence, the thematic fi eld is based on the knowledge of theory and law. 
The margin of such conception which was subtly articulated by him is the concep-
tion that science is an objective knowledge. 

 Unlike other qualitative studies which normally carry out inter-rater reliability 
derived from the objectivist’s paradigm, phenomenograhic study uses inter judge 
communicability which is defi ned as ‘the communicability of categories and thus 
gives the researcher information that someone else can see the same differences in 
the material as he or she does’ (Saljo  1988 , p. 45). The focus is not on whether the 
other researcher can derived with the same fi ndings, but rather on how the outcome 
fi nding is described. In this study, inter-judge communicability has been carried out 
with three experts who taught Philosophy of Science in one of the local public 
 universities. To check the reliability of fi ndings of the present study, the three experts 
were provided with a list of categories found through the analysis and a separate list 
constituted of the labels describing the categories. These experts were asked to 
match the categories to its descriptions in the labels and subsequently derive 
 meaning from the outcome space provided. Although at fi rst there were mismatches 
of the categories with its labels, it provided insights to how the descriptions can be 
revised and amendments were made to improvise the results. Finalized outcome 
space agreeable by the three experts indicated that the fi ndings of the present study 
are reliable.  

4.6     Findings 

 Analysis using the analytical framework of awareness (Cope  2004 ) resulted in two 
major categories, namely Law is superior to theory (Category A) and Law is 
 different from theory (Category B) as described in the subsequent subheadings. 

 Despite being introduced to scientifi c law through formal instruction at this point 
of educational tier (Secondary Four), there are three students who still appeared 
confused and unsure when asked to distinguish what are “law” and “theory” in 
 science. Although there are few respondents that were confused about what relationship 
between law and theory in science is, they articulated what they think law in science 
actually is. The following excerpts describe their notion of law to them.

  Law cannot change, because we learn it until now. So they invent things depend on the law, 
and they cannot change the law. (UR3H) 

   They are also explanation, but they are slightly different from the theory. I think law has 
been more proven compared to theories. (UR4H) 

   Law is something which…(pause)…has been proven that it is real. (UR5H) 

 They had the notion that law in science is somewhat proven too, and more con-
vincing compared to theory. However, they felt rather reserved when the researcher 
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asked about what they think the relationship between law and theory in science was. 
Other responses provided by the participants interviewed at this tier are categorized 
as “law is more superior to theory” (Category A) and “Law is different than theory” 
(Category B). 

4.6.1     Category A: Law Is Superior to Theory 

4.6.1.1     Theme 

 When contemplating the scientifi c theory- law relationship, the respondents brought 
to the fore of their awareness that “law is superior to theory” (Fig.  4.2 ). The higher 
status of law was emphasized by the respondents when they inferred the meanings 
they attached to the relationship between theories and laws in science.

   Participant 2 and Participant 7, for example, indicated the conception favouring 
scientifi c laws as proven facts. They said:

  Law, I think is the fi nal result, law is the foundation, the last fi nal result. I think it won’t 
change because it’s what it seemed. Like it is true already. If theory we can still investigate. 
Theory becomes law I think. (Participant 2) 

   I think theory can become law, if they can proof that the theories are real. (Participant 7) 

 They felt that theories which are proven and are supported with ample evidences 
can be upheld as laws. Participant 9 who held a similar view, added technology as a 
facet in aiding the “upgrade” of the status from theory to law. Participant 9 provided 
the following account.

  Can, theory can become law, when technology is more sophisticated and those theories 
which have been investigated repeatedly can become law. (Participant 9) 

Margin
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Thematic field

Science as an objective
epistemology

Superiority of law

Knowledge about scientific
theory and law

  Fig. 4.2    Structure of awareness for Category A: law is superior to theory       
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4.6.1.2        Thematic Field & Margin of Category A 

 When refl ecting about the relationship between theory and law, the fi eld in which 
the theme was derived from was associated with the learners’ knowledge about 
theory and law through their experiences. For example, law was referred to as rules 
readily made and obeyed perceived as nature’s rule.

  Law? Law is like…erm…nature’s rules which can’t be…[paused]…how do I put it…In 
chemistry for instance, a chemical, when mixed with another chemical, it will be a specifi c 
mixture, and not other mixtures. For example, Sodium has a charge while Sulphate has two 
negative charges. So when they are mixed, it will Secondary Na 2 SO 4 . It will not become 
NaSO 4 …theories is invented based on that and somehow or later, it becomes law. 
(Participant 1) 

   Laws are like…[paused]…rules which cannot be changed. (Participant 5) 

   Science was perceived as true knowledge in the margin of participants’ aware-
ness. This was because laws in science were referred as entity containing truth, 
refi ned and developed further from theories. Science knowledge is perceived as 
objective in this sense.   

4.6.2     Category B: Law Is Different from Theory 

4.6.2.1     Theme 

 Another way of conceptualizing scientifi c theories and laws refl ected theories and 
laws as two different entities. Different from the previous category, the respondents 
brought about the differences in theory and law to the focal of their awareness. 
However, both theory and law are seen as different merely because they encoun-
tered the terms used in different settings. The respondents were referring to law as 
something fi xed and will never change. Figure  4.3  details the structure of awareness 
for Category B.

   For example, Participant 8 referred laws as different because laws unanimously 
agreed by all scientists but theories are still under disputes.

  Both are different because theories are ways of how things happen while law is law 
 (translated into Malay language). The infl uence of law is stronger. All theories obey law but 
we still do not know whether the theories are right or wrong. A law has been proven through 
experiments and everyone agreed that it is a law but there are still people do not agree about 
theories. 

 For Participant 6, he saw that law governs how things happen but theories are 
postulations of how phenomena happen.

  Theory and law are two different things [sic] in an experiment, there must be theory and 
law. If we conduct the experiment, we follow the law- following the law of gravity for 
instance. Then after we have conducted the experiment, we postulate a theory about it. The 
infl uence of law is stronger because every experiment obeys the laws, but theories are just 
the explanation of what we get from the experiments only. (Participant 6) 
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 For Participant 10, laws are regarded as more specifi c as they can be used for 
calculations and expressed in terms of scientifi c formulae.

  Theory and law are different, because they explain different things. Law is more specifi c 
than theory…like formula and calculations, but both of them are proven through  experiment. 
(Participant 10) 

   The varied of ways the respondents in Category B experienced science learning 
made them think that scientifi c law and theory are two very different entities in 
 science, but law is fi xed and theory was portrayed as not.  

4.6.2.2     Thematic Field & Margin 

 While contemplating about the theory-law relationship in science, a theme that was 
related but not focused upon was the function of theory and law as they experience 
science learning. The experience of learning science provided them with knowledge 
about the roles that is undertaken by both theory and law in explaining 
phenomena. 

 The margin of the theme brought to awareness while contemplating about the 
relationship of theory and law was their knowledge obtained from their experience 
during scientifi c problem solving. The previous problem solving activities in  science 
which used the formula derived from laws were placed at the peripheral of their 
awareness. This experience surfaced as the interviewees refl ected on their experi-
ences with scientifi c laws, but did not explicitly mention about such experience. 
Hence, experiences of encountering laws in science were only in their margin of 
awareness. Although law was explained as “something fi xed”, the objectivity is not 
made the margin of awareness in this category because law was said to be “fi xed” 
and no indication of it entailing “truth”.    
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theory and law
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  Fig. 4.3    Structure of awareness for Category B: law is different from theory       
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4.7     Discussion and Conclusion 

 In this study, the relationship between theory-law in science was conceptualized 
differently by the science learners based on their experiences. The category “Law is 
more superior to theories” was similar with what McComas ( 1998 ) has reported as 
one of the most pervasive misalignment among the learners’ and scientists’ under-
standing in NOS. 

 Unique to this study, was the fi nding that there were other ways of understanding 
the relationship between scientifi c theories and laws in science by the science learn-
ers other than the one reported in the literature. The categories “Law is different 
from theory” was not explicitly found to be reported previously. This is a unique 
conceptions adapted by the respondents in understanding what they have learnt and 
experienced from their surroundings. McComas who earlier reported on the perva-
sive misalignment in scientist-learner conceptions (McComas  1998 ) later on 
reviewed 15 textbooks in the United States suggested that the textbooks used maybe 
the contributing factor leading to the understanding that theories develops into laws 
(McComas  2004 ). His analysis deduced that none of the 15 textbooks accurately 
portrayed precise elaborations, explanations or defi nitions in regards to theories and 
laws. A quick survey by the researcher of the local science textbooks also found that 
there is no clear elaboration about the meaning of scientifi c theory and law in any of 
the local textbook. With inadequate defi nitions of scientifi c theories and laws in 
 science textbooks, science learners are left to fi gure out the meaning of theory and law 
themselves, with wrong conception impede the robust understanding of NOS. The 
fi ndings of this study suggested that an effective course should be tailored to diagnose 
the existing conceptions held by the science learners to promote more holistic 
understanding of NOS in school. This, in turn, will produce science learners who 
are more literate in science, in line with the global objective of science education.     
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    Chapter 5   
 Attitude on Microteaching: A Study on Third 
and Fourth Year Science Student Teachers 
of the Faculty of Education, UiTM       

       Johan     Eddy   Luaran     ,     Kamarol     Baharen     Mohd Rom    , and     Jasmine     Jain   

    Abstract     This research investigates the attitude of the Third and Fourth Year stu-
dent teachers in Science Programs from Faculty of Education, UiTM. The objectives 
of this study is to gather student teachers’ attitude towards microteaching subject and 
to identify the difference in attitude about microteaching among Third and Fourth 
Year Science student teachers. Eighty Science student teachers were involved in this 
study. The respondents from Fourth Year of study had completed their microteach-
ing course and had done their practical teaching in school during previous semester 
while the Third Year Science students only completed their microteaching course. 
Each respondent answered a set of questionnaires consisted of 40 items made up of 
three parts which are demographic information, student’s attitude and open-ended 
questions. The fi ndings of the study indicate that the student teachers have mixed 
attitude towards microteaching that warrant further studies.  

  Keywords     Microteaching   •   Science student teachers  

5.1        Introduction 

 Currently, there are many higher institutions opening in Malaysia which offer vari-
ous courses to those who opt to further their studies into higher public and private 
institution or into teacher training colleges. However, only a few higher institutions 
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in Malaysia offer courses for education programs namely Sultan Idris University of 
Education (UPSI), Universiti Teknologi MARA (UiTM), University Technology 
Malaysia (UTM) and etc. To enroll into education programs, applicants are required 
to meet the standards set by the Ministry of Education such as Malaysian Educators 
Selection Inventory (MEdSI) Test and then followed by passing an interview. The 
qualifi ed candidates are then streamed into teacher preparatory programs, where 
they are expected to be well-trained and serve as dedicated and competent teachers 
thereafter. 

 In the Faculty of Education, UiTM, one of the core requirements is for student 
teachers to pass the microteaching and teaching practice. Microteaching subject is 
taken before student teachers go for their teaching practice in school. Microteaching 
provides opportunity for student teachers to experience the vignette of school’s 
practicum session. Microteaching intends to develop student teacher’s confi dence to 
teach in front of a crowd, and hopefully, to teach effectively. In UiTM, microteach-
ing subject is taken by the third year student teachers during their course of studying 
before they are placed in school in their fourth year. Student teachers need to pass 
all the courses during their third year as a pre-requisite to enter their fourth year. 
Microteaching is being introduced to bring and expose the student teachers to the 
classroom environment and at the same time they can learn and gain experience on 
several types of teaching techniques (Wan Zarina and Nik Azraini  2008 ). 
Microteaching can guide and give opportunity to student teachers to explore and 
refl ect on themselves with regard to teaching methods used to enhance their teach-
ing techniques and strategies (Muhlise  2009 ). Microteaching subject implemented 
in UiTM is “peer teaching” where the teaching process is conducted in front of a 
small group of peers and supervised by a lecturer. The supervisor critically evalu-
ates and observes the student teachers’ teaching skills, and provides constructive 
feedback to help student teachers refl ect back on their teaching performance to 
understand the dynamism of teaching and learning processes in a classroom (Wan 
Zarina and Nik Azraini  2008 ). However, Wan Zarina and Nik Azraini ( 2008 ) indi-
cated that student teachers who cannot see the signifi cance of microteaching with 
their teaching practice often feel demotivated to commit themselves completely. 
Therefore, microteaching sessions are often taken for granted or decide to not do it. 
Several numbers of reasons why this problem occur is because of the non-natural 
classroom environments, material production procedures, and limited time of course 
schedules, where it reduces the effi ciency of microteaching (Stanley 1998, in 
Muhlise  2009 ). To bridge the theory and the implementation, this study then takes 
the initiative to study on the attitudes of student teachers towards microteaching.  

5.2     Literature Review 

 Based on the National Commission on Teaching and America’s Future [NCTAF] 
(1996) in Maria ( 2006 ), it stated that in ways to develop the teaching and learning 
process to come alive, the implementation on the methods of teaching needs to 
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inspire, motivate, and help the student teachers. Maria ( 2006 ) further supported the 
point by saying that it is important to engage the student teachers in several experi-
ences of teaching to cater to more student teachers’ interest and thinking about the 
teaching and learning process. Thus Microteaching lesson study (MLS) had been 
developed to provide the student teachers with hands-on teaching experiences that 
engage them in cycles of planning, refl ecting on and revising lesson (Fernandez 
2005 in Maria  2006 ). 

 According to Khaled ( 2010 ), “[The word] microteaching was coined in the early 
and mid-1960s by Dwight Allen and his colleagues at the Stanford Teacher 
Education Program.” Microteaching as a course then spread to the majority of 
teacher training institutions recognizing it as a core subject which has been made 
compulsory to all student teachers. Amobi ( 2005 ) who supported the similar notion 
mentioned that student teachers benefi t from it because microteaching increases 
their competencies of teaching skills and techniques through the hands-on experi-
ence. He also stated that the use of microteaching in teacher education programs has 
expanded from its main focus which the mastery of discrete teaching skills to pro-
viding opportunities of teaching experience and orientating the student teachers to 
teach in the natural classroom during fi eld experience. 

 Microteaching can be the best and effective tools in developing good and skillful 
teachers. Based on a research by Khaled ( 2010 ) in his research, he says that microte-
aching can give chances to the student teachers to practice their teaching skills and 
get feedback on their performance from their friends and supervisor as it can 
increase and enhance student teachers’ skills in teaching and classroom manage-
ment. In addition, Muhlise ( 2009 ) in his study stated that microteaching activities 
exposed the student teachers to several kinds of experiences regarding teaching pro-
fession especially in preparing and conducting lesson plans according to the stu-
dents’ abilities, needs and capabilities to receive the knowledge. Arend ( 2009 ), 
pointed out that microteaching can help the student teachers reduce their level of 
anxiety, fear to stand in front of the class that result in self-confi dence and aware-
ness on teaching as a profession Abdurrahman ( 2010 ) says that microteaching has 
already been seen as a successful method to gain teaching experience among the 
student teachers and in the same way to improve their pedagogical skills by involv-
ing the cycle of teach-again teaching. 

 Muhlise ( 2009 ) stated that lesson plans is the initial stage of microteaching 
whereby student teachers can experience teaching. Richards (1998) (as in Muhlise 
 2009 ) compared lesson plans prepared by the student teachers who are less experi-
enced with the experienced teachers and found that less experienced teachers tend 
to follow their plan and depending on it while the experienced teachers tend to 
divert some points in their lesson plans or adding activities to provide more practice. 
Muhlise ( 2009 ) also stresses that microteaching has its limitations but nonetheless, 
the signifi cance of it is undeniable. He stated that, the self-motivation in every stu-
dent teacher to improve themselves by refl ecting the feedback from others may 
bring the improvements in teaching skills. 

 The purpose of this study is to answer the following research objectives:
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    (i)    To gather the student teachers’ attitude towards their microteaching class.   
   (ii)    To identify the difference in attitude between Third and Fourth Year Science 

student teachers towards microteaching as a course.      

5.3     Research Methodology 

 This study was conducted through surveys. The samples of this study are Third Year 
(Part 5) and Fourth Year (Part 8) of the student teachers under Science Programs 
majoring in Chemistry, Biology and Physic from Faculty of Education, UiTM. The 
number of samples in this study consists of 80 student teachers constituted by 19 
respondents from Third year and 61 respondents from forth year Science student 
teachers. Only the third year and fourth year students were included in this study as 
they experienced the microteaching course. 

 The questionnaire for this study was adopted from Khaled ( 2010 ). The question-
naire consists of three parts; Part 1 covers the demographic information of the 
respondent, Part 2 is about the student teachers’ attitude on microteaching subject 
which consists of 40 items and the last part which is Part 3 is an open-ended ques-
tions. For the item of questionnaire in Part 2, the researcher used Likert-scale, which 
consists of four options; strongly agree (1), agree (2), disagree (3) and strongly dis-
agree (4). The 40 items were divided into four sub construct as depicted in Table  5.1 .

5.4        Results and Discussion 

5.4.1     Student Teachers’ Attitudes Towards Their 
Microteaching Class 

 Table  5.2  shows that Year 3 and Year 4 Science student teachers have no difference 
in mean for all items under the sub domain students’ attitudes towards microteach-
ing regarding type of course. Majority of the respondents agreed that microteaching 
subject is a productive and valued course to them. In short, they considered that 
microteaching subject can help them in many ways.

   Table 5.1    Sub construct of the questionnaire   

 Sub domain  Item number 

 Students’ attitude towards microteaching in 
negative manner 

 33, 34, 35, 36, 37, 38, 39, 40 

 Students’ attitude towards microteaching in 
positive manner 

 2, 3, 5, 6, 7, 19, 26, 27, 28, 29, 31, 32 

 Students’ attitude towards microteaching 
regarding type of course 

 1, 4, 8, 9, 10, 11, 12, 13, 14, 15, 16, 17, 18, 
20, 22, 23, 24, 25, 30 
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   Table 5.2    Students’ attitudes towards microteaching regarding type of course   

 No.  Item 

 Year 3  Year 4 

 Mean  S.D  Mean  S.D 

 1.  Microteaching is vital to bridge the gap between 
theory and practice 

 1.79  .419  1.70  .667 

 4.  Microteaching provides me with specialized 
knowledge for teaching and learning 

 1.63  .597  1.52  .504 

 8.  Microteaching helps me refl ect on knowledge-
in-action by observing others’ practices 

 1.84  .688  1.64  .606 

 9.  Microteaching helps me to evaluate others’ 
teaching techniques by seeing them teach 

 1.74  .562  1.54  .565 

 10.  Microteaching helps me appreciate the 
importance of shared experience of practice in 
building up my own experience 

 1.68  .582  1.59  .559 

 11.  Microteaching helps me to learn how to write 
and conduct a good lesson plan 

 1.47  .612  1.66  .629 

 12.  Microteaching provides me with a good chance 
to select appropriate teaching materials 

 1.89  .567  1.56  .592 

 13.  Microteaching promotes my ability to provide 
clear instruction and models 

 1.74  .562  1.66  .544 

 14.  Microteaching is an artifi cial teaching 
environment 

 1.89  .459  1.72  .636 

 15.  Microteaching makes me discover good and bad 
language teaching behaviors 

 1.89  .459  1.70  .615 

 16.  Microteaching allows for a great deal of 
teaching methods 

 1.79  .419  1.61  .556 

 17.  Microteaching helps me speak in English to a 
reasonable degree of fl uency 

 1.84  .602  1.74  .575 

 18.  Microteaching develops my ability to stimulate 
classroom interaction 

 1.68  .582  1.70  .558 

 20.  Microteaching helps me to learn how to divide 
up the class, individual and teams 

 1.84  .501  1.77  .589 

 22.  Microteaching helps me to learn how to use 
different techniques for class management 

 1.68  .478  1.75  .596 

 23.  Microteaching helps me learn how to introduce 
different stages of the lesson 

 1.74  .562  1.69  .534 

 24.  Microteaching develops my ability to exploit 
different teaching supports (blackboard, audio, 
video etc) 

 1.58  .607  1.56  .533 

 25.  Microteaching builds my capacity to use 
simulations to make the classroom activity more 
relevant and real 

 1.79  .535  1.69  .593 

 30.  Microteaching builds up my ability to use my 
voice to the full (voice-audibility) 

 1.68  .582  1.70  .691 

  Reference: 1-Strongly agree, 2-Agree, 3-Disagree, 4-Strongly disagree  
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   Based on Table  5.3 , there are differences in mean for both Third and Fourth Year 
Science student teachers. Most of them have positive attitude towards microteach-
ing subject seeing it as benefi cial for future teacher. According to Khaled ( 2010 ), 
microteaching can provide the student teachers with specialized knowledge in 
teaching and learning process and also can helps them make their teaching process 
more interesting and fun.

   Table  5.4  shows students’ negative attitude towards microteaching. It shows that 
there are big difference in mean between Third Year and Fourth Year. It shows that 
most of Part 8 has negative attitude towards microteaching subjects because of they 
have a lot of experience on it throughout the semester and they already go for their 
microteaching and have their own understanding towards the microteaching subject 
on how it benefi ts to them. Several numbers of problems that usually rise up among 
the student teachers such as because of the non-natural classroom environments, 
material production procedures and time limited course which can reduce the effi -
ciency of microteaching (Stanley 1998 in Muhlise  2009 ).

   Table 5.3    Students’ positive attitude towards microteaching   

 No.  Item 

 Year 3  Year 4 

 Mean  S.D  Mean  S.D 

 2.  Microteaching activities motivate me in my 
present courses 

 1.68  .478  1.52  .504 

 3.  Microteaching is favorable for my future 
occupation 

 1.58  .507  1.62  .610 

 5.  Microteaching is enjoyable and benefi cial 
when applied individually 

 2.00  .667  1.69  .620 

 6.  Microteaching is benefi cial for evaluating my 
teaching performance 

 1.74  .562  1.54  .535 

 7.  Microteaching gives me a good chance to 
refl ect on my performance 

 1.84  .501  1.54  .594 

 19.  Microteaching improves my ability to 
conduct class management to the full 

 1.79  .535  1.75  .596 

 21.  Microteaching improves my ability to use 
time effi ciently 

 1.84  .688  1.70  .667 

 26.  Microteaching improves my ability to use 
non-verbal gestures and facial expressions 

 1.84  .501  1.69  .593 

 27.  Microteaching helps me build my own 
self-confi dence 

 1.68  .478  1.61  .585 

 28.  Microteaching helps me reduce the degree of 
shyness, fear and anxiety 

 1.79  .535  1.69  .696 

 29.  Microteaching improves my ability to 
stimulate students’ interest 

 1.74  .562  1.69  .696 

 31.  I enjoy dealing with microteaching activity or 
subject 

 1.74  .562  1.67  .598 

 32.  Microteaching is useful for getting experience  1.63  .597  1.56  .563 

  Reference: 1-Strongly agree, 2-Agree, 3-Disagree, 4-Strongly disagree  
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5.4.2        The Difference in Attitude Between Third and Fourth 
Year Science Student Teachers Towards Microteaching 
Subject 

 Based on Table  5.5 , the researcher had evaluated all the items in three sub construct 
in this study to see the differences between Third Year (Part 5) and Fourth Year (Part 
8) Science students’ attitude towards microteaching. The three sub construct are 
students’ attitudes towards microteaching in negative manner, students’ attitudes 
towards microteaching in positive manner and students’ attitudes towards microte-
aching regarding the type of course. Its shows that majority of the respondents 
agreed with all the items under the sub construct students’ positive attitude towards 

   Table 5.4    Students’ attitudes towards microteaching in negative manner   

 No.  Item 

 Year 3  Year 4 

 Mean  S.D  Mean  S.D 

 33.  I think that microteaching is risky when I put 
myself up for criticism by my peers 

 3.26  .806  2.07  .704 

 34.  I think that microteaching can be threatening 
and demoralizing experience 

 3.05  .621  2.07  .704 

 35.  I think that microteaching is costly in terms of 
the hardware that may use 

 3.05  .621  2.54  .886 

 36.  I think that microteaching activities are time 
consuming (they are not useful) 

 3.16  .958  2.03  .774 

 37.  I think that the classroom environment seems 
artifi cial to me when I present a microteaching 
lesson 

 3.21  .419  2.66  .834 

 38.  I have diffi culties while producing materials for 
microteaching activities 

 2.89  .737  2.26  .794 

 39.  Microteaching activities create obstacles within 
learning process 

 3.16  .501  2.15  .792 

 40.  Microteaching is time limited, so I cannot 
teach freely as a teacher 

 2.95  .524  2.80  1.046 

  Reference: 1-Strongly agree, 2-Agree, 3-Disagree, 4-Strongly disagree  

   Table 5.5    Mean difference between third year and fourth year science students’ attitudes towards 
microteaching subject   

 Sub domain 

 Year 3  Year 4 

 Mean  S.D  Mean  S.D 

 Students’ attitudes towards microteaching 
regarding course type 

 1.75  .359  1.66  .423 

 Students’ attitudes towards microteaching in 
positive manner 

 1.76  .371  1.64  .457 

 Students’ attitudes towards microteaching in 
negative manner 

 3.09  .450  2.32  .548 
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microteaching. There is also no huge difference in mean where both Year 3 students 
teachers (mean = 1.75) and Year 4 student teachers (mean = 1.65) generally looked at 
microteaching as a benefi cial course.

   However, for sub domain students’ negative attitudes towards microteaching, we 
can see that there is a difference in mean between Year 3 and Year 4 Science student 
teachers with 3.09 and 2.32 respectively. From the mean obtained, it shows that 
many of the respondents from Year 4 agreed with most of the items under this sub 
domain while most of Year 3 students disagree with all the negative attitude towards 
microteaching. Generally, most of Part 8 students have both positive and negative 
attitude towards microteaching as they have gained more of the authentic experi-
ences in teaching through their teaching practice. This led them to feel that microte-
aching does not provide them with so much benefi t.  

5.4.3     Advantages and Disadvantages of Microteaching Based 
on the Attitudes of Third and Fourth Year Science 
Student Teachers 

 Based on Table  5.6 , the researcher has evaluated 124 responses given by the respon-
dents about the microteaching subject and categorized all of them under seven 
themes. It shows that the three highest themes that given by the respondents are; 
microteaching subject have given them a chance to learn how to manage the class-
room in proper way (22 %), increase their self-confi dence in teaching and confront 
the students (18 %) and provide them a room to practice in preparing to become a 
teacher (17 %). On the other hand, the three lowest themes of responses given by the 
respondents are; microteaching subject can improve their teaching skills (12 %), 
give experience of teaching in the class in front of their friends (9 %) and only 9 % 
of responses received by the respondents said that microteaching is useful and help-
ful to them in writing their daily lesson plan. In addition, there are 13 % of the 

   Table 5.6    Responses on microteaching as a useful course   

 Themes  No. of response  Percentage 

 Class management  27  22 % 
 Increase self-confi dence  22  18 % 
 As a practice for practical teaching  21  17 % 
 Sharing process of teaching methods  16  13 % 
 Improve teaching skills  15  12 % 
 Teaching experience  12  9 % 
 Help in writing lesson plan  11  9 % 
 Total  124  100 % 
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responses from the respondents said that microteaching is good and benefi cial to 
them because they can have a sharing session regarding the teaching methods that 
can be used and implement in their teaching during their practical. According to 
Metcalf (1993) in Khaled ( 2010 ) in his study, he found that both refl ective teaching 
and microteaching provide valuable experiences in acquiring and practicing profes-
sional skills and give positive impact on developing teacher’s identity (Mergler and 
Tangen 2010 in Khaled  2010 ).

   The researchers have also identifi ed the list of reasons on why the respondents 
regarded microteaching as not useful to them. This list is of reasons are refl ected 
in Table  5.7 . The highest percentage is the theme artifi cial classroom management 
(36 %) where they feel that microteaching is a well-planned activity and all vari-
ables are controllable. Another 31 % of the responses said that microteaching 
provide different classroom situation as the crowd control is better when their 
friends are acting out as students but this is irony to the real classroom situation. 
The last theme is Time consuming with 3 % out of the total responses, as they felt 
that it takes up a lot of time for each and every one of their classmates to 
micro-teach.

5.5         Conclusion 

 In conclusion, this study implies that although it is well known that microteaching 
offers various benefi ts in molding future teachers, such course cannot be taken for 
granted. As reported, student teachers who have experienced teaching practice in 
school regarded microteaching as less useful as it cannot provide them with ample 
experiences and challenges as what they have faced in schools during their place-
ment. The shortcoming of microteaching which are less reported and explored in 
the literature but are found through this study can provide useful measure for future 
work on enhancing the microteaching course that can suit the need of the student 
teachers better. With that, the teacher preparatory programs can be made more 
wholesome in shouldering the nation to produce successful twenty-fi rst century 
resources for the future.     

   Table 5.7    Responses on microteaching as not a useful course   

 Themes  No of response  Percentage 

 Artifi cial classroom environment  10  36 % 
 Different classroom situation  9  31 % 
 Time consuming  1  3 % 
 Total  29  100 % 
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    Chapter 6   
 Use of CAOS Test in Introductory Statistics 
Subject       
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    Abstract     The purpose of this study was to examine the students’ basic statistical 
literacy and reasoning using a CAOS test ( Comprehensive Assessment of Outcomes 
in Statistics  from   https://app.gen.umn.edu/artist/    ) at the University of Wollongong. 
For this reason, a case study was conducted involving samples taken from two 
cohorts of undergraduate students: 132 students in March/Autumn 2010 and 79 
students in March/Autumn 2011 who enrolled in an Introductory Statistics subject 
(STAT131). A quantitative method was employed using the CAOS test as  instrument 
in addition to the conventional assessments. Students were required to complete a 
CAOS pre-test (baseline) and post-test (end of session). This test was used as an 
external measure to assess the students’ basic statistical literacy and it generally 
represents as accepted measure of statistical literacy developed by statistics educa-
tion researchers. The fi ndings revealed that the students’ performance at the baseline 
(CAOS pre-test) and at the end of session (CAOS post-test) was identical between 
the two cohorts, 2010 and 2011. However particularly in their fi nal marks, the 2011 
cohort outperformed (p = 0.004) than those in 2010. This implied that some issues 
regarding its suitability, validity, and reliability will need to take into account when 
using the CAOS test as to measure students’ learning and understanding of  statistics. 
The paper concludes with a discussion on the issues raised and followed by 
 suggestions for further research.  
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6.1         Introduction 

 For the purpose of examining the students’ basic statistical literacy and reasoning in 
an Introductory Statistics subject (STAT131) at the University of Wollongong, an 
instrument called a CAOS test ( Comprehensive Assessment of Outcomes in 
Statistics ) was used as external measure in addition to the conventional assessments. 
This case study involved samples taken from two cohorts of undergraduate students; 
they were 132 students in March/Autumn 2010 and 79 students in March/Autumn 
2011. The test was administered at the beginning (pre-test) and the end of session 
(post-test) for both cohorts. 

 The CAOS test was developed by a team of statistics education researchers 
 (delMas et al.  2006 ) based on their work with the ARTIST project funded by The 
National Science Foundation (NSF). ARTIST is an acronym for “Assessment 
Resources Tools for Improving Statistical Thinking” accessible from   https://app.
gen.umn.edu/artist/index.html    . This tool was designed to measure students’ basic 
literacy and reasoning about descriptive statistics, probability, bivariate data, and 
basic types of statistical inference. 

 The test instrument was developed through a 3-year process of development, 
revisions, and feedback from the ARTIST advisors and class testers, and a large 
content validity assessment using 30 experienced Advanced Placement Statistics 
Readers (delMas et al.  2006 ). The fi rst version of CAOS was developed in late 2004 
which consisted of 34 multiple-choice items then followed by the second version of 
CAOS in January, 2005 consisting of 37 multiple-choice items resulting from 
 additional revisions. After further revisions, the fi nal version of CAOS known as 
CAOS 4 was developed in late 2005 and it consists of 40 multiple-choice items. 
Based on a sample of 1470 students, an analysis of internal consistency of the 40 
items on the CAOS 4 (post-test) produced an acceptable level of reliability, a 
Cronbach’s alpha coeffi cient of 0.82 (delMas et al.  2007 ). Therefore, this test was 
assumed to be a valid measure of important learning outcomes in an introductory 
statistics subject. Furthermore, the three learning outcomes that were measured 
through this test suffi ciently closely related to the six general categories in Bloom’s 
taxonomy as briefl y discussed in the following section,

  … some current measurement experts feel that Bloom’s taxonomy is best used if it is 
 collapsed into three general levels (Knowing, Comprehending, and Applying). We see 
statistical literacy as consistent with the “knowing” category, statistical reasoning as 
 consistent with the “comprehending” category (with perhaps some aspects of application 
and analysis) and statistical thinking as encompassing many elements of the top three levels 
of Bloom’s taxonomy. (from   http://app.gen.umn.edu/artist/glossary.html accessed on 
24/01/2011    ) 

   To date, however only few studies (e.g. delMas et al.  2007 ; Jersky  2010 ) were 
conducted using the test instrument in assessing students’ statistical literacy, 
 thinking, and reasoning in comparison to the conventional assessments. Furthermore, 
the test instrument possibly needs to be examined in terms of its effi ciency and 
adequacy as to align with the desired learning outcomes particularly in STAT131. 
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Thus, the aim of this study was to determine the suitability and validity of the use of 
CAOS test as to measure students’ performance in an introductory statistics 
subject.  

6.2     Review of Literature 

   Teaching students to both think and compute, however, proved diffi cult. Statistics relied 
heavily on mathematics, in part because data were expensive and calculations were tedious 
and slow, and so approximation methods were required. … in order to fully understand 
statistics, one had to understand it through mathematics.’ (Gould  2010 , p. 298) 

   Indeed, mathematics plays an important role in teaching and learning statistics 
hence this statement seems to lend support to the false implication in Bullock’s 
( 1994 ) assertion that ‘[m]any statisticians now claim that their subject is something 
quite apart from mathematics, so that statistics courses do not require any  preparation 
in mathematics’. Not to mention a specifi c curriculum, Herbert G. Wells contended 
the role of  numeracy  (particularly mathematics) in societies as essentially a need to 
produce “good citizens”,

  The time may not be very remote when it will be understood that for a complete initiation 
as an effi cient citizen of one of the new great complex world wide states that are now 
 developing, it is as necessary to be able to compute, to think in averages and maxima and 
minima, as it is now to be able to read and write. (Cited in Gould  2010 , p. 297) 

   In the context of teaching and learning statistics, basically there are some degree 
of differences between these two disciplines, mathematics and statistics, postulated 
by Moore and Cobb ( 2000 ) and Cobb and Moore ( 1997 ). However, there is a belief 
among practitioners that view statistics is another part of the mathematics subject 
(Morris  2008 ). Cobb and Moore ( 1997 ) argued that for statistics in particular,  data  
are not just a matter of numbers; statistics deal with numbers as well as providing a 
“context” making problems more realistic, and forcing students and teachers to 
think about the validity and applicability of their solutions. They viewed context 
differently in mathematics subjects,

  … the [fundamental] focus in mathematical thinking is on abstract patterns: the context is 
part of the irrelevant detail that must be boiled off over the fl ame of abstraction in order to 
reveal the previously hidden crystal of pure structure.  In mathematics ,  context obscures 
structure …  In data analysis ,  context provides meaning . (Cobb and Moore  1997 , p. 803) 

   In the 1980s when the curriculum had become focused on teaching procedures 
and rote memory, the design of the curriculum in statistics was evidently unsuccess-
ful in achieving its aim of preparing a citizenry for thinking and computing with 
data (Gould  2010 ). Matthews and Clarks ( 2003 ) recently discovered that even the 
best students could not understand the fundamental concepts of statistics several 
weeks after completing a traditional-based college level introductory statistics 
 subject. As raised by one student: ‘I’m not really sure how to explain what [the 
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mean] would mean. I just know how to do the formula’, quoted in Gould ( 2010 , 
p. 298). Deming ( 1940 ) essentially pointed out the substantial role of statisticians that

  [a]bove all, a statistician must be a scientist… Statisticians must be trained to do more than 
to feed numbers into the mill to grind out probabilities; they must look carefully at the data, 
and take into account the conditions under which each observation arises. (Cited in Gould 
 2010 , p. 298) 

   Furthermore Deming argued that statistics might use mathematics, but most 
importantly it was about  data  and hence in the 1990s many statisticians or educators 
including Moore ( 1997 ), Cobb ( 1991 ,  1993 ) and Wild ( 1994 ) fi rmly urged the 
 curriculum designers or educators to put data at the centre of the statistics subject. 
Gould ( 2010 , p. 307) recently proposed a new defi nition of  data ,

  … [it] should be inclusive, rather than exclusive. It should acknowledge that data are 
 created by both need and accessibility. Data arises from activities, objects, experiences, and 
relations. Data can be shared and stored and transmitted. Data include a context, but data 
also create context, as when emails (data) are studied to produce more data to recreate 
institutional social structures or make a better spam fi lter. 

   As noted in Moore ( 1997 , p. 127) the focus in statistics courses has been shifted 
to include ‘[m]ore data and concepts… fewer recipes and derivations… emphasize 
statistical concepts…[and]… point to core statistical ideas that are not mathematical 
in nature’ and this affords more active learning opportunities that align with 
 constructivist views of learning. Garfi eld and Ben-Zvi ( 2007 ) therefore posited the 
important contributions in statistics education to understanding the nature and 
development of student’s statistical reasoning and what it means to understand and 
learn statistical concepts. This is necessary in developing the desired learning 
 outcomes in introductory statistics courses where these outcomes are frequently 
referred to as  statistical literacy ,  statistical reasoning , and  statistical thinking . 

6.2.1     Statistical Learning 

 In this study, the selection involved the teaching of introductory statistics subject 
taken by the undergraduate program. The delivery of this subject was high function-
ing with technology embedded approaches to learning within the e-learning system. 
Technology has been used to facilitate communication between students and the 
teacher, and to increase access to learning resources and feedback. It also facilitates 
the processes of learning the discipline content. That is, it allows students to 
 emphasise the statistical process that precedes the calculations and the interpretation 
of the results of these calculations. Moore ( 1997 , p. 134) argued the use of technol-
ogy in teaching and learning statistics:

  [c]ontent and pedagogy – our understanding of what students should learn and of effective 
ways to help them learn – should drive our instruction. Technology should serve content 
and pedagogy. Yet technology has changed content and allows new forms of effective 
pedagogy. 
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 and Moore further posited

  [t]he most effective teachers will have a substantial knowledge of pedagogy and technol-
ogy, as well as comprehensive knowledge about and experience applying the content they 
present. 

6.2.2        Statistical Concepts 

 In the context of this study, the author is in accord with the work of Chance, Garfi eld, 
delMas, Ben-Zvi, Gould, and Rumsey in their search for a  taxonomy  which affords 
more effective classifi cation of statistical learning. The three domains:  statistical 
literacy ,  statistical reasoning , and  statistical thinking  have been selected to provide 
the mechanism for defi ning statistical learning in this study. Garfi eld and Ben-Zvi 
( 2007 ) distinguished between the three domains and cautioned statisticians and 
 statistics educators to carefully defi ne the unique characteristics of statistics. The 
three domains are distinguishable in terms of the cognitive outcomes of statistical 
learning. They canvassed several defi nitions, fi rstly defi ning  statistical literacy  as

  … a key ability expected of citizens in information-laden societies, and is often touted as an 
expected outcome of schooling and as a necessary component of adults’ numeracy and 
 literacy. [It] involves understanding and using the basic language and tools of statistics: 
knowing what basic statistical terms mean, understanding the use of simple statistical 
 symbols, and recognizing and being able to interpret different representations of data. 
(Garfi eld and Ben-Zvi  2007 , p. 15) 

 and  statistical reasoning  as

  … the way people reason with statistical ideas and make sense of statistical information. [It] 
may involve connecting one concept to another (e.g., center and spread) or may combine 
ideas about data and chance. [It] also means understanding and being able to explain statis-
tical processes, and being able to interpret statistical results. (Garfi eld and Ben-Zvi  2007 , 
p. 16) 

 and concluded that  statistical thinking  implicated a higher order of thinking 
skills (that is, the way statisticians think) rather than statistical reasoning,

  [i]t includes the knowing how and why to use a particular method, measure, design or 
 statistical model; deep understanding of the theories underlying statistical processes and 
methods; as well as understanding the constraints and limitations of statistics and statistical 
inference. [It] is also about understanding how statistical models are used to simulate 
 random phenomena, understanding how data are produced to estimate probabilities, recognizing 
how, when, and why existing inferential tools can be used, and being able to understand and 
utilize the context of a problem to plan and evaluate investigations and to draw conclusions. 
(Garfi eld and Ben-Zvi  2007 , p. 16) 

   Rumsey ( 2002 , p. 4) claimed that the defi nition of  statistical literacy  can be 
regarded as two different learning outcomes, these are statistical competence that 
‘refers to the basic knowledge that underlies statistical reasoning and thinking,…’, 
and statistical citizenship which ‘refers to the ultimate goal of developing the ability 
to function as an educated person in today’s age of information’. 
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 Gould ( 2010 ) further viewed the defi nitions of  statistical literacy  and  statistical 
thinking  according to two paradigms on how statistics courses are designed, either 
for “consumers” or “producers” of statistics. He posited that  statistical literacy  
seems to be aimed fairly at consumers which refer to individuals who must learn to 
“read” statistics.

  Consumers, … will read about statistics in the news media, and will need to understand 
basic statistical concepts (such as median vs. mean) in order to make household decisions 
and in some cases workplace decisions… they are consumers of statistical summaries. 
Consumers are majoring in literature, law, and mathematics… (Gould  2010 , p. 307) 

   On the other hand, he postulated that producers are better served in a statistics 
course that teach  statistical thinking  in which it is more comprehensive competency 
than statistical literacy.

  … [P]roducers will, at some point in their intended career, perform statistical analyses on 
data that either they or colleagues have collected. Producers are majoring in biology, atmo-
spheric science, social science, psychology, engineering. (Gould  2010 , p. 307) 

   Garfi eld and Ben-Zvi ( 2007 ) contended that the three learning outcomes are 
unique; however there appears to be some overlap and a type of hierarchy, with 
statistical literacy serving as a foundation for statistical reasoning and statistical 
thinking (see Fig.  6.1 ). The domains proposed by Rumsey ( 2002 ), Garfi eld ( 2002 ), 
and Chance ( 2002 ) have been discussed in delMas ( 2002 ). delMas compared and 
contrasted the two different perspectives, showing through Venn diagrams, how the 
outcomes of instruction are associated (see Figs.  6.1  and  6.2 ). delMas claimed that

BASIC
LITERACY

THINKINGREASONING

  Fig. 6.1    Independent domains with some overlap (Source from delMas  2002 , p. 4)       
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  [i]f we focus on literacy as the development of basic skills and knowledge that is needed to 
develop statistical reasoning and thinking… then a Venn diagram such as the one presented 
in [Fig.  6.1 ] might be appropriate. This point of view holds that each domain has content 
that is independent of the other two, while there is some overlap. (delMas  2002 , p. 3) 

 and the other perspective is represented by Fig.  6.2  in which

  [t]his perspective treats statistical literacy as an all-encompassing goal of instruction. 
Statistical reasoning and thinking no longer have independent content from literacy. They 
become subgoals within the development of the statistically competent citizen… It may 
also be the case that the statistical expert is not just an individual who knows how to “think 
statistically”, but is a person who is fully statistically literate as described by Rumsey. 
 (delMas  2002 , p. 4) 

     Refl ecting on the above perspectives, delMas ( 2002 ) highlighted a different view 
on how statistics educators can distinguish the aims of statistical literacy, reasoning 
and thinking based on their instructional activities.

  What moves us from one of the three domains to another is not so much the content, but, 
rather, what we ask students to do with the content. (delMas  2002 , p. 5) 

   From this perspective, delMas viewed the nature of the assessment tasks as 
essential to identifying whether instruction promotes these outcomes as illustrated 
in Table  6.1 . To promote the development of  statistical literacy , instructors can set 
tasks that ask

  … students to identify examples or instances of a term or concept, describe graphs, distribu-
tions, and relationships, to rephrase or translate statistical fi ndings, or to interpret the results 
of a statistical procedure. (delMas  2002 , p. 5) 

LITERACY

THINKINGREASONING

  Fig. 6.2    Reasoning and thinking within literacy (Source from delMas  2002 , p. 4)       
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 and  statistical reasoning  can be developed if we ask

  … students to explain why or how results were produced… or why a conclusion is 
 justifi ed[.] (delMas  2002 , p. 5) 

 delMas ultimately believed that  statistical thinking  can be distinguished from the 
other domains in which we ask

  … students to apply their basic literacy and reasoning in context… [and]… is promoted when 
instruction challenges students to apply their understanding to real world problems, to critique 
and evaluate the design and conclusions of studies, or to generalize knowledge obtained from 
classroom examples to new and somewhat novel situation. (delMas  2002 , p. 5) 

    Drawing from delMas’s ( 2002 ) perspective, Morris ( 2008 ) argued that the 
 development of  statistical literacy  is closely related to “lower order skills” whilst the 
other two domains,  reasoning  and  thinking  seem associated with “higher order skills”. 

 As stated previously, the CAOS test was deemed as a valid measure of important 
learning outcomes that aligned with the three domains in an introductory statistics 
subject. Nonetheless, it is also necessary particularly in this study to examine 
whether the test suffi ciently assess those outcomes in comparison to the conven-
tional assessments specifi cally designed for the subject.   

6.3     Methodology 

 A case study was set as a research design selected for this study. Samples were 
drawn from two cohorts of undergraduate students involving 132 students in March/
Autumn 2010 and 79 students in March/Autumn 2011 who enrolled in an 
Introductory Statistics subject (STAT131). 

 As mentioned previously, the CAOS test was considered as an adjunct to the 
conventional assessments for measuring learning outcomes in an introductory 
 statistics which closely aligned to the collapsed Bloom’s taxonomy. The CAOS test 
therefore was used to assess the students’ understanding and learning of statistics in 
which this was administered twice to the class, once in week 2 (baseline test) and 
once in week 12 (post-test) of the 13-week session via online tests (refer   https://app.
gen.umn.edu/artist/user/scale_select.html    ) using an access code provided by the 
lecturer. Students were assigned marks worth 2 % of their fi nal marks for completing 

   Table 6.1    Assessment tasks that may distinguish the three instructional domains   

 Basic literacy  Reasoning  Thinking 

 Identify  Why?  Apply 
 Describe  How?  Critique 
 Rephrase  Explain  Evaluate 
 Translate  (The process)  Generalize 
 Interpret 
 Read 

  Source from delMas ( 2002 , p. 6)  
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the tests that is, they were awarded participation marks of 1 % for each test irrespective 
of the marks achieved in both tests. No time limit was set, thus the test was taken 
out of class with students completing in their own time. As soon as all students 
completed the test, the lecturer could download two reports of students’ data, one is 
a copy of the test with the percentages fi lled in for each response given by students, 
and with the correct answers highlighted. The second report is presented in an Excel 
spread sheet with percentage correct scores for each student. 

 The CAOS test is an established instrument which could provide valuable 
 information on what students appear to learn and understand on completing a fi rst 
year level statistics course (delMas et al.  2007 ). In specifi c, it can be used to  formally 
assess what the students knew coming into the class, and then to assess them after 
they had completed the class. The conventional assessments particularly fi nal exam 
marks and the fi ndings from other studies were included in the analysis in compari-
son to the test instrument.  

6.4     Results and Discussion 

 To compare the students’ performance at the beginning of session between the 2010 
and 2011 cohorts, an independent two samples t-test on the CAOS pre-test was used 
for analysis. The result revealed that no signifi cant difference was found in the 
 average per cent correct (t 209  = 0.114, p = 0.910 with equal variances assumed, 
F = 0.049, p = 0.826) for the CAOS pre-test between the cohorts. That is, there was 
no difference in the average skills performance at the commencement of the subject 
(see Table  6.2 ).

   A matched-pairs t-test was used to test for signifi cant learning gains (from 
 pre- test to post-test) within each cohort. The means and standard deviations of the 
average per cent correct for the CAOS tests were presented in Table  6.3 . The table 
also showed the results from delMas et al.’s ( 2007 ) study as to compare the  outcomes 
in different context. In 2010, the students demonstrated signifi cant learning gains 
throughout session from an average per cent correct of 50 % on the pre-test to an 
average per cent correct of 54 % on the post-test (t 131  = 3.634, p < 0.001). While 
 statistically signifi cant, this was only a small average increase of 4 percentage 
points, with a 95 % confi dence interval of the difference between 1.8 and 6.2, or 

   Table 6.2    Average skills performance at the commencement of STAT131 the 2010 and 2011 
sessions   

 Percentages of correct answers 

 Descriptive  March/Autumn 2010 (N = 132) 
 March/Autumn 
2011 (N = 79) 

 Average  49.98  49.78 
 Standard deviation  12.21  13.07 
 Standard error mean  1.063  1.471 
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0.7–2.5 of the 40 items. However, no signifi cant gains or improvement in the  average 
per cent correct from pre-test (50 %) to post-test (52 %) were found in 2011 
(t 78  = 1.702, p = 0.093).

   In different context, an increase of 9 percentage points was evident from delMas 
et al.’s study (t 762  = 20.98, p < 0.001) with a 95 % confi dence interval of the  difference 
between 8.2 and 9.9, or 3.3–4.0 of the 40 items. Although this result was slightly 
better than 2010 and 2011 cohorts, in all cases the students were correct on a little 
more than half of the items, on average, by the end of the session. 

 In the literature, the CAOS test had not been used in the Australian context. 
Nonetheless, Jersky ( 2010 ) had used similar test instrument containing 31 multiple- 
choice type questions accessed from the ARTIST website. This test was adminis-
tered twice (pre-test and post-test) within a 15-week session to the introductory 
statistics class at Macquarie University, Australia. Twenty seven voluntary students 
took both pre-test (in week 1) and post-test (in week 14). The results revealed no 
signifi cant improvement in the mean scores (from pre-test to post-test) with a mean 
difference of 4.3. Though this was insignifi cant, 96 % of the 27 students (except one 
student) passed the subject. This small insignifi cant change in scores of 4.3 % is 
consistent with 4 % change in this study. Jersky ( 2010 ) noted,

  [r]egardless of the diffi culties and challenges that are experienced by secondary or primary 
teachers in the teaching of statistics, we must all assume that students have acquired at least 
some statistical knowledge by the time they enter our fi rst-year statistics classes. (p. 1) 

   In contrast, a one-way ANOVA and Scheffe post-hoc tests were used to examine 
the differences in means of fi nal marks between the three cohorts (including  March/
Autumn 2009 cohort however no CAOS test was administered). The result revealed 
a strong evidence of differences in mean fi nal marks (F = 10.004, p < 0.001) between 
the cohorts. In particular, the 2011 cohort attaining signifi cantly higher mean fi nal 
marks than the 2010 cohort (p = 0.004) with a mean difference of 8.2 marks (see 
Table  6.4 ).

   In regards to examine the association between the post-test and the students’ fi nal 
marks, the fi ndings revealed that there was a signifi cant but weak positive correla-
tion between the post-test performance and fi nal marks for 2010 cohort (r = 0.380, 
p < 0.001) and 2011 cohort (r = 0.260, p = 0.006). 

   Table 6.3    Changes in overall performance in the CAOS tests between cohorts in comparison to 
delMas et al.’s ( 2007 ) study   

 Average per cent correct  Difference in 
average per cent 
correct  Pre-test  Post-test 

 N  Mean  S. D. a   Mean  S. D. a   Mean  S. D. a  

 March/Autumn 2010  132  50.0  12.2  54.0  15.3  4.0  12.6 
 March/Autumn 2011  79  49.8  13.1  51.9  14.3  2.1  11.1 
 delMas et al. ( 2007 )  763  44.9   b   54.0   b   9.1  12.0 

   a Standard deviation 
  b Standard deviations for the pre and post-test were not available, but the standard deviation of the 
difference was recorded in delMas et al. ( 2007 )  
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 In 2010 and 2011, the students were assigned marks worth 2 % of their fi nal 
marks for completing the CAOS tests, in other words, they were awarded participa-
tion marks of 1 % on each test irrespective of the marks they achieved for both tests. 
In response to no changes in the average per cent correct on the CAOS tests at the 
end of session, this might be the reason of, as some students were not completing 
the tests seriously. Besides, this test was taken out of class where the students 
 completed it in their own time. Hence in this condition, it was recommended that the 
tests to be taken at least 10 min but not more than 60 min (delMas et al.  2007 ). 
According to delMas et al. ( 2007 ), the reason was to eliminate the students who did 
not engage suffi ciently with the test items or who spent an excessive amount of time 
on the test, possibly those who searching for answers. It remains possible that 
 students were not serious or caring in their attempts. 

 In this study however, nearly one fi fth (15.9 %) of the 2010 students and a 
little over one third (40.5 %) of the 2011 students completed the post-test within 
less than 10 min meanwhile almost none of them (only one student) took more 
than 60 min. In accord with delMas et al. ( 2007 ), the fi ndings revealed that the 
students did not successfully complete the test with an average per cent correct 
less than 35 % when they took less time to complete it. But from another 
 perspective, there was an issue on whether 10 min is an adequate time to com-
plete the test. For this reason, two experts in statistics education area were asked 
to complete this test. The results showed that both of them were able to complete 
it between 20 and 30 min with an average per cent correct of 87.5 % and 75 %, 
respectively. Thus, it was suggested that the students might suffi ciently able to 
complete the test between at least 20 min and not more than 60 min as noted by 
delMas et al. ( 2007 ). Both experts also  highlighted some issues particularly on 
language or the terms used in the tests (Jersky  2010 ) which might contribute to 
low performance on the CAOS tests, for instance, item 2, 9, 31, and 37. This 
 suggests for a revision on these four items or perhaps the exclusion of those 
items in the future assessment. 

 For a particular item on the post-test, responses to each item were coded as 0 for 
an incorrect response and 1 for a correct response. For each 40 item assessed, report 
on the percentage of students who selected a correct response on the  post-test was 
recorded separately for the 2010 and 2011 cohorts, and also the computed p-value 
of the respective independent two samples t statistics. The independent t-test was 
used to compare the correct responses for individual items between the cohorts. 

   Table 6.4    Comparison of mean fi nal marks between the three cohorts in STAT131   

 N  Average marks  Standard deviation 

 March/Autumn 2011  195  67.93 a,b   22.38 
 March/Autumn 2010  191  59.73 a   23.84 
 March/Autumn 2009  89  55.51 b   27.66 
  Total    475    62.30    24.48  

   a The mean difference is signifi cant at p = 0.004 
  b The mean difference is signifi cant at p < 0.001  
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 In this study, an analysis of individual items was undertaken by topic using the 
nine major topic groupings as proposed by delMas et al. ( 2007 ). According to 
 delMas, some items measuring students’ understanding relates to more than one 
topic (see Table  6.5 ). The major topics were: data collection and design, descrip-
tive statistics, graphical representations, boxplots, bivariate data, probability, 
sampling variability, confi dence intervals, and tests of signifi cance. Table  6.5  
 provides a summary of differences of correct responses on the post-test between 
the 2010 and 2011 cohorts by topics. It was found that one of the four items for 
which the 2011 cohort performed better than the 2010 cohort was related to 
boxplots. The item showing poorer performance among the 2011 cohort was 
related to graphical representations. However as 40 items were undertaken it is 
quite feasible that these two would be signifi cantly different by chance. That is, 5 
% of items are likely to give rise to a type I error. The remaining 38 items were 
grouped into topics that showed no signifi cant differences on the post-test between 
the two cohorts. A Cronbach’s alpha on each topic that is, treating the items as a 
scale possibly generate information as to whether all items are reliable. As shown 
in Table  6.5 , based on a sample of 211 students there appeared that all topics 
produced a Cronbach’s alpha coeffi cient of less than 0.65, and this was below the 
acceptable level of reliability.

   Considering all of the outcomes discussed above, this posed an issue on suitability, 
validity, and reliability of using the CAOS test to measure students’ learning and 
understanding of statistics specifi cally in this study. While there are many interest-
ing patterns seen in these results, the author will not discuss or interpret those results 
in detail as it falls outside the scope of this study.  

     Table 6.5    Differences of correct responses on the CAOS post-test by topics between the 2010 and 
2011 cohorts   

 Topic a  
 Total number 
of items 

 No signifi cant differences 
between the 2010 and 
2011 cohorts 

 Cronbach’s alpha 
coeffi cient (N = 211) 

 1. Data collection and 
design 

 4  7, 22 * , 24, 38  0.06 

 2. Descriptive statistics  3  14, 15, 18, 33 *   0.33 
 3. Graphical 
representations 

 9  1, 3, 4, 5, 6, 11 * , 12 * , 13 * , 
20 * , 33 *  

 0.64 

 4. Boxplots  4  2, 8, 9, 10  0.24 
 5. Bivariate data  3  20 * , 21, 22 * , 39  0.32 
 6. Probability  2  36, 37  0.07 
 7. Sampling variability  5  16, 17, 32 * , 34, 35  0.27 
 8. Confi dence interval  4  28, 29, 30, 31  0.27 
 9. Test of signifi cance  6  11 * , 12 * , 13 * , 19, 23, 25, 

26, 27, 32 * , 40 
 0.48 

   * Items related to understanding more than one topic 
  a CAOS item numbers  
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6.5     Conclusion 

 In STAT131, when the CAOS post-test revealed no such improvement, it cast some 
doubt on the effi ciency of the test instrument in measuring student learning  outcomes 
in the subject. An examination of all evidence, including the weaker evidence 
 provided by the conventional assessments suggested that, results for the CAOS 
post-test were anomalous. As previously noted, this could be due to the test being 
weighted of only 1 % participation marks (regardless of the actual scores) hence the 
test appeared inappropriate to measure student performance at the end of the session 
at least with this reward system. 

 In this study, the CAOS test was also used an external measure to assess student 
statistical literacy, thinking, and reasoning for the STAT131 both in 2010 and 2011. 
However there were shortcomings in using this instrument to measure student 
 learning outcomes as there were no signifi cant learning gains in the 2011 cohort 
though only a small average increase of 4 percentage points in the 2010 cohort at the 
end of session. Furthermore, students in both cohorts were correct on a little over 
than half of the 40 items included in the test by the end of session and fi nding was 
not dissimilar to other researchers (delMas et al.  2007 ; Jersky  2010 ). It appeared 
that the instrument might possibly need better structure of test items in questioning 
key aspects of learning on nine major topics. There were issues raised such as the 
terms used for some items in measuring students’ learning and understanding on 
particular topics, for example, item 2 (boxplots), 9 (boxplots), 31 (confi dence interval), 
and 37 (probability). This suggested that the CAOS test was less adequate in 
 assessing students’ statistical literacy, thinking, and reasoning compared to the 
conventional assessment applied in STAT131 and this was possibly due to the low 
mark assigned to it and lack of care in completion by many students. This test perhaps 
be more validly included in the subject if a higher mark was allocated for its com-
pletion and it was compulsory for all students. There were also shortcomings in the 
time limit specifi ed to complete the test and the terms used in some of the items as 
discussed previously. However before it is increased in value a closer examination 
of what it measures as compared to the STAT131 desired outcomes is warranted.     
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    Chapter 7   
 Culturally Responsive Pedagogy: Experience 
in the Visual Art Education Classroom       

       Siti     Zuraida     Maaruf     ,     Muhamad     Azhar     Abdullah     ,     Saedah     Siraj     , 
and     Voviana     Zulkifl i    

    Abstract     The lack of research references in the approach of a culturally responsive 
pedagogy in arts education at the global and local level has paved the way for the 
need to conduct a more comprehensive study in the fi eld. To successfully implement 
and achieve the aims of an effective multicultural education, emphasis should be 
placed on several critical actions. It is evident that there is a need to introduce a 
multicultural responsive pedagogical approach system that provides more room to 
the element of knowledge and awareness of the diversity of culture to assist teachers 
in the matter. The research examines the experience of using culturally responsive 
pedagogy in Visual Art Education. From the survey, results indicated that the  module 
has high potential to be incorporated into the current curriculum as it is a new 
 pedagogical approach that is responsive to multicultural education.  
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7.1         Introduction 

 The aim of this research is to develop a Culturally Responsive Pedagogical Module 
(CRPM) for Visual Art Education (VAE) at the secondary school level. A culturally 
responsive pedagogy is a teaching and learning approach developed based on the 
knowledge of culture, and extant experiences that student from multi ethnic 
 backgrounds possess, built upon references and the performance styles of these 
multiracial students so as to make the learning process more relevant and effective 
to them. Rasool and Curtis ( 2000 ), also Gollnick and Chinn ( 2009 ) concluded and 
asserted that a culturally responsive pedagogical approach is an important funda-
mental component for a multicultural education. Research in the fi eld of a culturally 
responsive pedagogical approach is not new. Although researches and critical 
 writings on the approach of a culturally responsive pedagogy are many, they are 
inclined toward theoretical analyses and researches in the fi eld of language literacy 
and special education. 

 Research into a culturally responsive pedagogical approach in arts education is 
still lacking and in need of more in depth studies. Consequently, the lack of research 
references in the approach of a culturally responsive pedagogy in arts education at 
the global level also the lack of research at the local level has paved the way for the 
need to conduct a more comprehensive study in the fi eld. Hence, it is most 
 appropriate for a study on the development of a culturally responsive Visual Art 
Education module at the secondary level be conducted in aiding teachers to  integrate 
and to implement a multicultural education in the teaching and learning practices at 
schools with the aim of enhancing students’ knowledge and awareness regarding the 
elements of art and culture inherited by each race that makes up the multiracial 
society in Malaysia. It is also hoped that with the existence of this culturally respon-
sive pedagogical module for Visual Art Education at secondary level in Malaysia, 
there will be an improvement in students’ interests and academic achievements 
 consequently making them become more responsive towards their own culture and 
those of others.  

7.2     Background of the Research 

 Multicultural education has long been an issue globally. Researches and critical 
writings in the fi eld of multicultural education were fi rst mooted after the break of 
the Second World War. Banks ( 2010 ) elucidated that the outbreak of the Civil Rights 
Movement was responsible for the introduction of the Multicultural Education in 
the United States in the 1960s. Among the better known researchers who are still 
actively pursuing the study and critical writing of multicultural education until 
today are Banks ( 1989 ), Nieto ( 1992 ), Banks and Banks ( 1993 ), and Grant and 
Sleeter ( 1993 ). To date, the research of multicultural education that broaches into 
the fi eld of specifi c curriculum such as language and arts education is gaining 
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momentum throughout the world that it produces new researchers such as Jacobs 
( 2002 ), Hatton ( 2003 ), Glazier and Seo ( 2005 ), Anita Malhotra ( 2006 ), Bastos 
( 2006 ), Gina Martin ( 2006 ), Graham ( 2009 ) and a host of others. 

 In Malaysia, the study of multicultural education is receiving more attention 
from academicians. However, a majority of the researches conducted are set towards 
theoretical analyses and general perspectives either at the school level or at the level 
higher learning. These local researches include those conducted by Najeemah 
( 2005 ,  2008 ), Raihanah ( 2009a ,  b ), Abdul Rahim Hamdan et al. ( 2010 ), 
Malakolunthu et al. ( 2010 ), Malakolunthu ( 2011 ) as well as Abdul Razaq et al. 
( 2011 ). In his research, Samsudin ( 2010 ) used comics as a teaching aid material in 
Malay language subject which saw the integration of a multicultural education 
 element. Likewise with the research performed by Ahmad Ali et al. ( 2010 )  pertaining 
to the effectiveness of a multicultural approach in the national integration of history 
subject. Badrul Isa ( 2006 ) included the issue of multicultural education within the 
context of Visual Art education in Malaysia but once again, the consideration that he 
put forth was limited to theoretical analysis and general perspective only. These 
researchers feel that the time is ripe to venture into the need to focus and establish a 
research in the application of theory in teaching and learning practices in schools. 

 As such, the research in the development of a Culturally Responsive Pedagogical 
Module for Visual Art Education for secondary school is not only important but 
meets current requirements in the Malaysia setting. This pedagogical module will 
provide the opportunity for a diversity of cultures to be exposed to students by 
improving and purifying the Visual Art Education curriculum. Through this 
 culturally responsive teaching, teachers are able to teach Visual Art Education while 
incorporating elements of culture or art from the Indian or Chinese communities in 
a Malay handicraft lesson, for example. This way, students indirectly learn art in a 
comprehensive manner as it encompasses every race from the context of history, 
medium or motive employed by certain races. This classroom process may be able 
to inculcate sensitivity and tolerance among students of different backgrounds and 
cultures.  

7.3     Research Problem 

 UNESCO ( 2010 ) advocates a school curriculum that is based on the principle of 
equality and to ensure that student’s combat discrimination and stereotyping 
involved in the development of multicultural education in a learning environment. 
Current researches in the fi eld of multicultural education show that multicultural 
curriculum strategy that emphasizes a holistic approach encourages students to 
achieve better (Bank and Bank  2004 ; Pang  2004 ). 

 The research conducted by Najeemah ( 2005 ) shows that the practice of 
 multicultural education among teachers in Malaysia is not to the desirable level. The 
teachers involved in the research adduced four reasons for their lack in practising 
multicultural education in schools. Firstly, teachers do not know or do not  understand 
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as to what constitutes a multicultural education. Secondly, teachers lack the 
 knowledge in applying the pedagogical approach relating to an effective multicul-
tural education. Thirdly, teachers do not receive any encouragement to learn about 
a pedagogical approach that leads to multicultural education. Fourthly, teachers lack 
the awareness of their full responsibility as educators to prompt them in utilizing a 
pedagogical approach relating to an effective multicultural education. The research 
carried out by Abdul Razaq et al. ( 2011 ) also suggested that the Ministry of 
Education Malaysia (MOE) seeks a mechanism to improve on the degree of accep-
tance toward the issue of diversity in schools among teachers in order to ensure that 
the quality of education is one that is free from any form of prejudice toward any 
race in Malaysia. Malakolunthu ( 2011 ) is of the opinion that to successfully 
 implement and achieve the aim of an effective multicultural education, emphasis 
should be placed on several critical actions which include the aspect of developing 
the professional teacher, the development of the curriculum framework, the peda-
gogy strategy, teaching materials and textbooks as well as the evaluation process. 

 It is evident that there is a need to introduce a multicultural responsive  pedagogical 
approach system that provides more room to the element of knowledge and aware-
ness of the diverse culture to assist teachers in the matter. Additionally, this module 
will create the opportunity for the sharing of knowledge to students for them to 
become more sensitive to the practice of culture of the society around them. This is 
in tandem with what was proposed by Mitchell ( 2009 ) that specifi c exercises will 
help teachers to generate understanding regarding the diversity of culture in the 
minds of students. Subsequently, students need to be exposed not only to the recog-
nition of various cultures, also to look for similarities that exist in their respective 
diverse cultures. This will prevent them from being culture-illiterate or turning into 
an ethno-centric group. One of the aspects that need to be given attention to is the 
art that the multiracial society in Malaysia possesses which is shaped through their 
cultural practice. Martin ( 2006 ) stressed that art plays a major role in a multicultural 
education as it inherently exists in the context of any culture. Hence, it is imperative 
for the young generation to have an awareness of the cultures of Malaysia society 
with a high degree of aesthetic value, subsequently to possess imaginative, critical, 
innovative and creative minds. Art can be one of the ways or tools to build and 
strengthen a harmonious and integrated society that is culturally responsive. 

 In this context, the curriculum for Visual Art education needs a revamp that is 
compelling to multicultural standing to remain relevant with current requirements. 
This is in keeping with the proposal by Bates ( 2000 ) that Art Education should be 
multicultural in nature encompassing all segments of society. A curriculum need not 
be created to cater to every ethnic group and a curriculum also need not be concen-
trated on a majority ethnic group either. Md. Nasir Ibrahim and Iberahim Hassan 
( 2003 ) averred that the diversity of culture should be given due consideration as the 
main objective in art education. It can be safely affi rmed that art is not necessarily 
confi ned to a particular race or community alone. This is because art education 
should serve as a passage that enables all to know, to learn, to comprehend and 
consequently to appreciate the culture belonging to the entire Malaysian society 
specifi cally and the global community generally in accordance with how multicul-
tural art is defi ned. 
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 Visual Art Education is a subject found in the education system curriculum in 
Malaysia that is introduced as early as at the pre-school level right until the secondary 
school level. Visual Art Education is an area of art that focuses solely on visual art and 
does not include other art forms such as music, dance and martial art as outlined in the 
Secondary School Education Syllabus (Description of Visual Art Education Syllabus 
 2002 ). The Visual Art Education curriculum covers visual communication, design 
industry and traditional craft. Visual Art Education incorporates the process of 
creating artworks from the perspective of understanding and a high degree of critique 
of aesthetic value and individual creativity. This subject combines theory and practice 
to assist students become more creative, more aware and more sensitive of their envi-
ronment. Referring to the existing Description of Visual Art Education Syllabus 
( 2002 ), particularly the craft component, it focuses on the handicraft of the Malay 
society and those of ethnic natives only. Therefore, to remain impartial it is most 
appropriate to provide the same opportunity to every individual student to learn and to 
explore this diversity of crafts. For instance, a Chinese student may learn to under-
stand and thereby respects the artistic value found in the handicrafts of the Malay 
and Indian communities, and vice versa. If the curriculum is centred on a particular 
dominant race only, it will be more diffi cult for the efforts promoting integration, 
sensitivity and tolerance among multiracial students to be realized. This will also 
contribute to the diffi culty in process of knowledge sharing relating to the similarities in 
the element of art in a diverse culture as aspired by the National Education Philosophy. 

 Inopportunely, there are constraints from the aspect of reference materials such as 
books and articles that touch on the culture of Malaysian society particularly on other 
than the Malay society like the Chinese, Indian and Indigenous groups as well as the 
various tribes from Sabah and Sarawak. Lacking the sources for reference with regard 
to other cultures and heritage arts have resulted in the lack of knowledge and awareness 
of their customs. This makes learning and understanding the essence of these groups’ 
customs and community arts diffi cult for every strata of society. It is possible that these 
materials are written in that particular society’s languages like the Chinese or Indian 
languages, and that these materials are not published for  public reference. It is of utmost 
importance for all to own these reference materials on the subject matter of customs 
and community arts for the sake of teaching and learning. These references could be 
the key for the young generation to empower them with knowledge about their own 
community and others so that they will not be counted as a generation that is ignorant 
of their own culture. Moncrief ( 2007 ) stated that this condition may give rise to certain 
segment of society to be ‘blind’ to the effects of culture when there exists a dominant 
culture in a society as what happened to the dominant Euro-Americans.  

7.4     Research Objective 

 The aim of this research is to examine the experiences of teachers during the 
conduct of a culturally responsive pedagogical module for Visual Art Education for 
secondary schools applying the multimedia interactive teaching aid material that 
has been developed.  
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7.5     Implementation and Evaluation 

 The study will examine the perceptions of teachers regarding the application of a 
Culturally Responsive Pedagogical Module in Visual Art Education for secondary 
schools and interactive multimedia teaching material in their teaching and learning. 
Consequently, data will be used to identify the barriers faced by teachers and 
 students during the application of a Culturally Responsive Pedagogical Module in 
Visual Art Education for secondary schools and interactive multimedia teaching 
material for the purpose of improving the module.  

7.6     Methodology 

 This research applies the Design and Development of Research approach (Richey 
and Klein  2007 ) that focuses on the processes of developing a Culturally Responsive 
Pedagogical Module through the subject of Visual Art Education at secondary 
schools. The present study takes up the survey method to gather the feedbacks from 
the teachers who apply the designed module of a culturally responsive pedagogy.  

7.7     Interview 

 To identify the benefi ts and effectiveness as well as the weaknesses of the module, 
in addition to understanding the experience of the teachers conducting the teaching 
and learning process by using the Culturally Responsive Pedagogical Module for 
Traditional Craft in Visual Art Education for secondary schools and the interactive 
multimedia teaching material that has been developed for improvement purposes, 
the researcher has elected to use interview in the research approach. 

 Furthermore, the researcher would also wish to discover the barriers or  challenges 
faced by teachers while conducting the teaching and learning process through the 
use of a culturally responsive pedagogical module for traditional craft in Visual Art 
Education for secondary schools and the interactive multimedia teaching material 
that has been developed. For the purpose of accumulating data, researchers will 
carry out an in-depth interview on teachers who use the pedagogical module that 
this has been developed. The rationale behind the choice of interview as the approach 
for the research by taking into account several aspects and characteristics of qualita-
tive research as stated by McMillan ( 2008 ) and Creswell ( 2009 ) are as follows:

    (i)    Exploration of an Issue or Problem   
   (ii)    Rich Narratives Descriptions   
   (iii)    New Perspective   
   (iv)    Natural Setting   
   (v)    Researcher as Key Instrument   
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   (vi)    Multiple Sources of Data   
   (vii)    Inductive Data Analysis   
   (viii)    Participants Meanings   
   (ix)    Emergent Design   
   (x)    Theoretical Lens   
   (xi)    Interpretive Inquiry   
   (xii)    Holistic Account.    

7.8       Research Participants 

 Research participants in Phase 3: Implementation and Evaluation are selected using 
the Purposive Sampling approach in view of the fact that the research participants 
are teachers and students who are undergoing the process of teaching and learning 
applying the culturally responsive pedagogical module for Visual Art Education in 
secondary schools and the interactive multimedia teaching material. In this research, 
the participants chosen were two experienced teachers of Visual Art Education 
 subject in a national secondary school. The selection of research participants were 
also motivated by several factors which include:

    (i)    Background of the subject taught   
   (ii)    Teachers’ experience in teaching the VAE subject   
   (iii)    Teachers’ experience in using a culturally responsive pedagogical module for 

Visual Art Education in Secondary schools.     

 Table  7.1  highlights the matrix for phase 3.

7.9        Findings 

7.9.1     Analysis of the Interview on Two Visual Art Education 
Teachers Who Teach Using the Module 

 This section discusses and describes the research fi ndings of the whole collection 
process for the fourth data namely the evaluation of the usefulness of the culturally 
responsive pedagogical module for traditional craft in Visual Art Education for 
 secondary schools based on the qualitative technique applied on teachers and 
 students involved in the teaching and learning process utilising this module. The 

   Table 7.1    Matrix for phase 3 research: implementation and evaluation   

 Research participant  Number (N)  Sampling approach  Research approach 

 Teacher interview  2  Purposive sampling  In-depth 
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evaluation analysis of the usefulness of the module in this research is for the  purpose 
of distinguishing the perceptions of teachers and students toward the usefulness of 
the culturally responsive pedagogical module for Visual Art Education in secondary 
schools in their teaching and learning. Apart for that, researchers also wish to iden-
tify the barriers faced by teachers and students while using the culturally responsive 
pedagogical module for Visual Art Education in secondary schools with the aim to 
improve the module. 

 The research fi ndings in this section are divided into two parts. In Part A, 
researchers analysed the research fi ndings in the qualitative form by way of the 
interview approach on 2 Visual Art Education teachers who were chosen through 
the sampling method for the purpose of teaching the module. The results will  discuss 
the research fi ndings analysis based on the following research question as well as 
several arising issues or emerging data from the interview conducted:

    (i)    What is the perception of teachers toward the usefulness of the culturally 
 responsive pedagogical module for traditional craft in Visual Art Education for 
secondary schools in their teaching and learning process?     

 The discussion on the analysis of the fi ndings from the interview with the Visual 
Art Education teachers will be performed according to the views and experience of 
teachers on the culturally responsive pedagogical module for traditional craft in 
Visual Art Education for secondary schools.  

7.9.2     Views and Experience of Teachers Toward the Culturally 
Responsive Pedagogical Module for Traditional Craft 
in Visual Art Education for Secondary Schools 

 The research fi nding discussed in this section was based on the analysis of the 
 interview transcription conducted on both the Visual Art Education teachers chosen 
through the purposive sampling approach whereby the Visual Art Education  teachers 
were involved in the teaching of the culturally responsive pedagogical module for 
traditional craft in Visual Art Education for secondary schools developed by the 
researcher. For a more in-depth discussion regarding the teachers’ perception on 
the culturally responsive pedagogical module for traditional craft in Visual Art 
Education for secondary schools that has been developed, the researcher performed 
the analysis based on the following themes:

•    New experience and knowledge  
•   High potential for module to be integrated in the current curriculum  
•   New pedagogical approach that is responsive to a multicultural education  
•   New approach to apply good values across the curriculum    
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7.9.2.1     New Experience and Knowledge 

 Overall, both teachers gave highly positive responses regarding their experience in 
handling a culturally responsive pedagogical module for traditional craft in Visual 
Art Education for secondary schools and the presentation of the interactive multi-
media teaching material. This is evident from what was stated by one of the 
teachers: 

 Teacher A stated that:

  As for me madam …so enjoyable  lah  …..my experience aaa….. Teaching the module is a 
new experience because the subject aaaa…….I have never taught this subject before except 
 tekad . Aaaa I mean those Chinese and Indian craft activities that I myself had not learned 
before this ….. If like ah…… observe what Indian embroidery …..is aaaa…… and that 
lantern, never before whether at school during practicum a long time ago or in the art and 
art design programs at the Education Faculty at UiTM before .... as for me …..aaaaa…….. 
( L31-37:Respondent 1:22 Okt 2012 ) 

   He added:

  even as a teacher I myself was excited…..when teaching this module I myself had fun learn-
ing how to make a lantern with Indian embroidery .... further … I learned many new facts 
like its history ....to me, when there is a module like this teachers will automatically become 
more responsive and aware of the cultures among students ……( L171-175:Respondent 
1:22 Okt 2012 ) 

   Furthermore, Cikgu R said:

  even for me myself ...... more homework on Chinese and Indian cultures before teaching 
this module … afraid that students will not understand … so I myself must be fully familiar 
with the craft to be taught ..... then I realized ..... actually there are much that we do not 
know about the customs of other people or races … so, as teachers … we should learn more 
about crafts … other races’ culture … because we are ignorant of all these ....I think we can 
become closer with our students ..... that sounds fun ..... when we can share with our 
 students … I noticed when I talked about the crafts of other races .... students become more 
comfortable to interact with me .... as if they are not shy or intimidated by us … it gives 
them the impression that we are more sensitive and concerned about their culture .. not just 
the culture of the Malays only …. ( L176-187:Respondentt 2:22 Okt 2012 ) 

7.9.2.2        High Potential of Module to Be Integrated into the Current 
Curriculum 

 Both teachers asserted that this culturally responsive pedagogical module for 
 traditional craft in Visual Art Education for secondary schools that has been devel-
oped is extremely suitable to be integrated into the Visual Art Education curriculum 
since the existing curriculum only emphasizes on the crafts of the Malays only. 
Below are the statements from both teachers: 
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 Teacher A stated that:

  it is a good approach because it exposes urm what do you call it … the diversity of culture 
of the Malaysian Malay, Chinese and Indian and also the Bumiputra to be learned together 
in the context of the given module lah … aaaa….further ….. actually students also don’t 
know about the crafts of other races….lah ( L37-42:Respondentt 1:22 Okt 2012 ) 

   Additionally, Teacher R stated:

  my opinion ah…… like this ah……..this Culturally Responsive Craft module is actually 
very suitable for schools because we know even in schools there are a diversity of Malay 
Chinese Indian cultures so..aaaaa……. mostly if we look at the art education syllabus 
um……. much is emphasized on the Malay traditional craft all like us um…… like this 
module there is  tekad  um……. and then handicrafts ah…… Chines Indian so from there we 
ah….. indirectly learn ah….. very ah……. interesting ah…….. the activities are very 
 interesting lah. I think puan … it is time … our psv .aaa…..has ….new things like this 
module …..then only students become more interested to learn ( L44-53:Respondent 2:22 
Okt 2012 ) 

   She added:

  This module is very suitable for VAE curriculum ….. in my opinion we and Malaysia have 
diverse cultures … they will learn the cultural crafts of every ethnicity la …… ( L390- 
392:Respondent 2:22 Okt 2012 ) 

7.9.2.3        New Pedagogical Approach that Is Responsive 
to Multicultural Education 

 Both teachers opined that this culturally responsive pedagogical module for 
 traditional craft in Visual Art Education for secondary schools that has been 
 developed is a novel teaching approach that can assist teachers in the integration of 
the elements of multicultural education over the existing curriculum in tandem with 
the aspiration of 1Malaysia. According to them: 

 Teacher R stated:

  this module is timely .... aren’t we now embracing the concept of 1Malaysia….. by right all 
these students have already learned or we must expose about the traditional craft of all races 
….. ( L145-148:Respondent 2:22 Okt 2012 ) 

   Teacher A explained:

  As a teacher I myself was excited ..... when teaching this module I myself had fun learning 
how to make a lantern using Indian embroidery … furthermore .... I learn many new facts, 
for example its history .... to me when there is a module like this teachers will automatically 
be more responsive and sensitive to the cultures that exist among the students …. ( L171- 
175:Respondent 1:22 Okt 2012 ) 

   Teacher A added:

  The learning outcome from this module is effective on the students because.... now there is 
the 1Malaysia concept its like we are strengthening that concept of 1Malaysia lah. Meaning 
the education transformation happens indirectly ….., based on culture….. I totally agree if 
this module can be integrated into the existing PSV curriculum today.... Really ….this 
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 culturally responsive module is ......one……product-based teaching and learning process 
that is considered … this is really a culture …. ( L354-360:Respondent 1:22 Okt 2012 ) 

7.9.2.4       Improvement on the Existing Visual Art Education Curriculum 

 Both teachers expressed their views that the culturally responsive pedagogical 
 module for traditional crafts in Visual Art Education for secondary schools that was 
developed can be combined into the existing Visual Art Education curriculum 
 component such as in the creation of sculptures, paintings and the likes. Below are 
the statements of both teachers: 

 Teacher A suggested that:

  Actually if we look again at the crafts in Malaysia ….aaaa….. there are many similarities 
for example ceramic, Sabah Sarawak have it, India has it so we can improve further exam-
ple  tekat . We can insert Indian embroidery element into our  tekat  …. ( L393-396:Respondent 
1:22 Okt 2012 ) 

   He added:

  adding content in the form of activities to create multicultural crafts … to get the culture 
integration … apart from the existing syllabus lah …… ( L399-401:Respondent 1:22 Okt 
2012 ) 

  ....... actually ….. this multicultural integration can easily be inserted if we want to, into 
the ….the existing PSV syllabus content …..Only that many teachers are not clear …don’t 
know what to do ….but when there is a module like this we …..are a bit clearer …..can 
understand how to teach the craft element from the culture of other races …..…. ( L404- 
408:Respondent 1:22 Okt 2012 ) 

   Meanwhile, Teacher R said:

  To me.........we can insert the activities of this module into the VAE sub-topics ….. Like the 
lantern can be included into the scope of sculpture …mobile sculpture……. ( L402- 
403:Respondent 2:22 Okt 2012 ) 

7.9.2.5        New Approach in the Application of Good 
Values Across Curriculum 

 Both teachers asserted that the existence of such a module will greatly assist in the 
application of good values through the process of teaching and learning. Below are 
their responses: 

 Teacher R said that:

  we must expose the traditional crafts of all races … then only will they … what is it ….. 
have tolerance and understanding .. to me if we were to look at when the students were fol-
lowing this module …. they appeared more cooperative …..ha…. with this kind of module 
….I think the effort to apply values in teaching and learning will become clearer …. ( L147- 
152:Respondent 2:22 Okt 2012 ) 
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   Teacher A added that:

  This module not only gives space for students to learn something new in crafts but they also 
have the chance to share their opinions and experiences… ( L152-154:Respondent 1:22 Okt 
2012 ) 

   He further said:

  I noticed .... when I was in the appreciation set……when I called the students …. 
Commented on the crafts they were making …. there were many responses from the 
 students whether Chinese or Indian ….all had opinions to share ….I also noticed during the 
group activity to make the lantern ….. there were Malay students asking …. their friends 
...... about mooncakes … why the Chinese play with lanterns … all those things….showing 
cultural responsiveness ….meaning ….students have the desire to know ….about the 
 culture of other races …… ( L156-163:Respondent 1:22 Okt 2012 ) 

7.10          Conclusion 

 From the context of this research, the outcome of the semi-structured interviews on 
two Visual Art Education teachers who employed this module and the analysis of 
the open answers from the students’ questionnaires showed that generally, the teach-
ers who participated in the process of teaching and learning based on the  culturally 
responsive pedagogical module for traditional craft in Visual Art Education for 
 secondary schools strongly supported for this module to be integrated into the cur-
rent existing Visual Art Education curriculum. The fi ndings from the semi- structured 
interviews on the two Visual Art Education teachers who taught this module and the 
analysis of the open answers from the students’ questionnaires showed that the 
 culturally responsive pedagogical module for traditional craft in Visual Art 
Education for secondary schools and the presentation of the interactive multimedia 
teaching material have acknowledged that this module is able to provide a new 
teaching and learning experience. This is consistent with the research fi ndings of 
Kampouropoulou et al. ( 2011 ) who recorded encouraging opinions from students in 
their research. Those students were of the opinion that technology had given them 
very helpful opportunity in the production of new art products and had speeded up 
the production process. The researcher also succeeded in discovering that the use of 
technology was very benefi cial for the design of art products and for initiating the 
development of aesthetic value in art products. 

 The research fi ndings also indicated that the module has high potential to be 
incorporated into the current curriculum as it is a new pedagogical approach that is 
responsive to multicultural education. The fi ndings of this research also support the 
research fi ndings of Da Silva and Lopes ( 2006 ) who found that the use of art-based 
education from different cultures promoted the development of a healthy attitude 
among students toward cultures different from theirs. Additionally, the teachers felt 
that the existence of this module enables improvement toward the existing Visual 
Art Education curriculum to be carried out and that it introduces a new approach for 
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the application of good values across the curriculum. The research fi ndings also 
support the latest research of Mamur ( 2012 ) where trainee teachers of Visual Art 
Education who took part in his research relating to the perception of the dialogue in 
a cultural art visual among trainee teachers succeeded in expanding their inquisitive 
attitude toward the content of this subject. On top of that, they applied this develop-
ment of attitude to compose meaning for the art work created. These trainee  teachers 
also widened their experience by generating new information from experiences as 
well as the people around them. 

 The fi ndings with regard to the present fi ve themes have also distinguished the 
strengths and weaknesses of a culturally responsive pedagogical module for 
 traditional craft in Visual Art Education for secondary schools as well as the presen-
tation of the interactive multimedia teaching material. Among the opinions offered 
by the teachers was that the culturally responsive pedagogical module for traditional 
craft in Visual Art Education for secondary schools managed to arouse the interest 
of students to enquire and to learn a multicultural element of crafts and that it was 
easy to follow.     
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Chapter 8
Prevalence Rate of Dyscalculia According 
to Gender and School Location in Sabah, 
Malaysia

Wong Ken Keong, Vincent Pang, Chin Kin Eng, and Tan Choon Keong

Abstract  Dyscalculia is a specific mathematics learning disability that affects 6 % 
of the population (Wilson AJ, Dyscalculia: why do numbers make no sense to some 
people? Retrieved on 1 Dec 2012, from www.aboutdyscalculia.org, 2008). The find-
ings of (Devine A, Soltész F, Nobes A, Goswami U, Szucs D, Learn Instruct 27:31–
39, 2013) and (Karimi S, Math Educ Trend Res 2013:1–7, 2013) confirmed that the 
prevalence of developmental dyscalculia was the same for girls and boys. These 
findings contrast with the studies of (Jovanović G, Jovanović Z, Banković-Gajić J, 
Nikolić A, Svetozarević S, Ignjatović-Ristić D, Psychiatr Danub 25(2):170–174, 
2013) and (Gifford S, Rockliffe F, Proc Br Soc Res Learn Math 28(1):21–27, 2008), 
found that the difference between boys and girls was statistically significant. 
Reigosa-Crespo et al. (2012) reported that the prevalence of developmental dyscal-
culia was 3.4 % and the male to female ratio was 4:1. In another case, Koumoula A, 
Tsironi V, Stamouli V, Bardani I, Siapati S, Graham A et al, J Learn Disabil 37:377–
388, 2004 found that the prevalence of developmental dyscalculia among rural stu-
dents is higher than in urban schools. A contradictory findings of Nojabaee S, Arab 
J Bus Manag 3(5):50–59, 2014 show that the mathematics disability rate of preva-
lence is 1.49 % in urban areas and 1.57 % in rural ones, and there is no difference 
between urban and rural students in different levels due to mathematics disability. 
This research intends to identify the prevalence of dyscalculia according to gender 
and school location among LINUS students in Sabah, Malaysia. The results show 
that there is no significant gender difference in prevalence rates of dyscalculia, but 
there is a significant difference between LINUS students in urban and rural school.
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8.1  �Introduction

The prefix dys comes from the Greek and means “badly”. Calculia comes from the 
Latin word calculare; meaning “to count”. More specifically, the term calculare 
refers to the ability to represent and manipulate numerical magnitude nonverbally on 
an internal number line (Jenson 2010). Pupils with disabilities may have difficulty 
performing mathematical calculations; having trouble knowing how to respond to the 
mathematical information, confusion of symbols and names, read and write mathe-
matical symbols wrongly (Farrell 2009). In England, ‘dyscalculia’ has been defined 
as ‘the condition that affects the ability to acquire mathematical skills’. Dyscalculia 
is a term most commonly used for the disabled in Mathematics. Dyscalculia means 
severe or complete inability to count (Hallahan et al. 2005). Dyscalculia is a term that 
means “specific learning disability in mathematics” (Newman 1998).

The prevalence of learning disabilities among school children varies from coun-
try to country. It is largely dependent on the definition used to classify learning 
disabled children in each country. There are nearly three million students in the 
United States that are identified with specific learning disabilities who are receiving 
special education services. It affected about 5.5 % of the students in school (ages 
6–17) for special education because of learning disabilities (Teoh and Lim 2007). In 
a study conducted by Komoula et al. (2004) of 240 Greek students between the ages 
of 7–11 from rural and urban areas, they have found that the prevalence of develop-
mental dyscalculia among rural students was higher than in urban schools. Therefore, 
specific learning disability that is prevalent in other countries, and perhaps is espe-
cially more common among rural area students.

In Asian countries, the National Statistical Office of Thailand in 1991 reported a 
prevalence rate of 1.9 % of visual impairment, 5.4 % of speech impairment, 13.2 % 
of hearing impairment and 10 % of intellectual disability. In Malaysia, the 
Department of Special Education in 2002 reported 14,535 children with learning 
disabilities in 700 schools across the country. These statistics included children who 
have learning disabilities, hearing impairment and visual impairment in special 
schools or integrated schools (Teoh et al. 2008).

8.2  �Literature Review

Geary (2004) found that between 5 and 8 % of children in school age have some 
form of disability in mathematics. These figures are confirmed in different countries 
by a number of researchers. Voutsina and Qaimah Ismail (2007) find a prevalence of 
5 % in the South England study. Fuchs (2006) studies report prevalence rates 
between 4 and 7 %, Belgium researchers find prevalence between 3 and 8 % 
(Desoete et al. 2004), and Flanagan and Alfonso (2011) in a survey of recent work 
of authors find prevalence of 7 %.

As a finding of Ramjee’s (2003) study suggests that girls are more learning dis-
ability than boys, it may be due to the reasons that the girls have to do more work at 
home than boys, due to the parents’ negative behavior to them. A contrary finding 
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of Reigosa-Crespo et al. (2011) found that basic numerical deficits affect 3.4 % of 
the school – aged population and affect more boys than girls. However, Gifford and 
Rockliffe (2008) found that dyscalculia is unusually affecting equal numbers of 
boys and girls. It is obvious that better teaching helps in reduction of learning dis-
abilities. Although there area number of individuals dyscalculia are quite similar in 
terms of gender, Adler (2008) has been found with his experience that gender com-
parison study in dyscalculia is very less. However, if there is, they both are often 
treated in a “lump” together with students with other mathematical difficulties.

Jovanovic et al. (2013) found that the difference of dyscalculia between boys and 
girls to the total score on the test was statistically significant. This finding is sup-
ported by Devine et al. (2013), stated that the prevalence of developmental dyscal-
culia according to gender was significantly different when using a 
mathematical-reading discrepancy definition. The ratio of dyscalculia between male 
and female was 4:1 (Reigosa-Crespo et  al. 2011). However, Karimi (2013) and 
Nilesh Shah and Tushar Bhat (2008) have claimed that the prevalence of dyscalculia 
in the school-aged population is as common in girls as in boys.

For findings related to the school location, Nojabaee (2014) found that the math-
ematics disability rate of prevalence among elementary students was 1.52 %, and 
there is no difference between urban and rural students in different levels due to 
mathematics disability. In a study conducted by Komoula et al. (2004) of 240 Greek 
students between the ages of 7–11 years from rural and urban areas, he found that 
the prevalence of developmental dyscalculia among rural students is higher than in 
urban schools. However, there were no differences between genders in arithmetical 
performance.

8.3  �Methods and Procedures

This study involved the quantitative research design and intended to identify the 
prevalence of dyscalculia among LINUS students in Sabah, according to their gen-
der and school location. At the end of the study, the researchers would identify the 
prevalence of dyscalculia among students and provide information on whether they 
have significant differences in gender and school location.

8.3.1  �Instrument

The Malaysian Dyscalculia Instrument Plus (MDI+) is a computer application that 
used to measure four variables, that including Simple Reaction Time, Short Term 
Memory, Numerosity and Arithmetics (Chin et al. 2014). MDI, a subset of MDI+, 
is an instrument used to measure a numerosity ability, which consists of four con-
structs namely number sense, matching items, dot enumeration and number com-
parison (see Table 8.1). The MDI that was developed by Chin et al. (2014) has been 
used to identify the students who suffered from dyscalculia. This instrument, which 
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Table 8.1  Constructs of Malaysian dyscalculia instrument plus (Chin et al. 2014)

No. Construct Description of items Capacity/Test

1 Simple reaction time 10 items for the left Response time
10 items for the right

2 Short term memory 10 items Short term memory
3 Numerosity

(a) Number sense 10 items Sense of numerosity
(b) Matching items 10 items Numerosity as a property of sets
(c) Dot enumeration 10 items Enumeration (counting)
(d) Number comparison 10 items Sense of ordered numerosities

4 Arithmetic test 10 items Arithmetic

Table 8.2  Demography of 
respondents

Region of Sabah Sample size

North-West 88
South-West 112
East 161
Rural 87
Total 448

is a computer-based assessment system for children, aims to identify the character-
istics of dyscalculia by measuring response accuracy and response time to test 
items. In addition, MDI+ distinguishes between low mathematics achievement and 
specific learning difficulties in assessing an individual’s ability and understanding 
of numbers size, simple addition and simple subtraction.

8.3.2  �Population and Sample

This study population consisted of all LINUS students of the primary schools in 
Sabah. The population was chosen because of the low achievement in public exami-
nation of Sabah primary school students, especially in the mathematics subject; and 
the basic numeracy skill of 92.51 % reported after three screenings of LINUS 
numeracy test, which was still below LINUS numeracy target of 95 % (Prime 
Minister’s Department 2011). LINUS is an abbreviation of Literacy and Numeracy 
Screening (Nazariyah Bint Sani & Abdul Rahman bin Idris 2013).

The cluster sampling was employed as the main sampling method in this study. 
The reason of cluster sampling is cost efficiency (economy and feasibility) and also 
the large and widely dispersed geographies of the population (Cohen et al. 2002). 
Considering the sample of pupils aged between 7 and 9 years old, the researcher had 
obtained parental consent through the parent’s consent form. The parents’ consent 
forms were distributed to the selected school administrators of this study based on 
the research sampling method. Unfortunately, only 13 primary schools were suc-
cessfully involved and 448 consent forms were collected (see Table 8.2), instead of 
16 primary schools and 444 samples that were obtained through the cluster sam-
pling approach.
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8.4  �Results

8.4.1  �Prevalence Rate of Dyscalculia According to Gender

Table 8.3 shows the prevalence rate of dyscalculia among primary school students 
according to their gender. There were 3.47 % of males and 4.38 % of females who 
were suffering from dyscalculia. These results unveiled that females were slightly 
higher in number than males.

8.4.2  �Prevalence Rate of Dyscalculia According to Location 
of the School

The analysis of prevalence according to school location revealed that, 3.91 % of 
urban students and 3.42 % of rural students had shown the evidence of dyscalculia 
(see Table 8.4). These results indicated that the students in the urban area had higher 
prevalence rate, which may affect the mathematics learning process on the mathe-
matics learning in their schools.

8.4.3  �Difference in the Prevalence Rate of Dyscalculia 
According to Gender

H
01

: there is no significant difference in prevalence rates of dyscalculia among 
primary school students according to gender

Table 8.5 depicted the probability value of 0.403 derived from the analysis of 
independent sample T-test in SPSS was more than the specified alpha value (.025). 
As a result, the null hypothesis (H

01
) was unsuccessfully rejected. There was sub-

stantial evidence to conclude that the mean of prevalence rates of dyscalculia for 

Table 8.3  Prevalence of dyscalculia according to gender

Gender Total sample Dyscalculic students Prevalence

Boy 288 10 3.47 %
Girl 160 7 4.38 %

Table 8.4  Prevalence of dyscalculia according to location of school

Location Total sample Dyscalculic students Prevalence

Urban 331 13 3.91 %
Rural 117 4 3.42 %

8  Prevalence Rate of Dyscalculia According to Gender and School Location…
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both males and females were equal. It means that there was nonsignificant gender 
difference between male and female groups. This conclusion was formed based on 
the significance level of ∝= .05 (5 %) or confidence level of 95 %.

8.4.4  �Difference in the Prevalence Rate of Dyscalculia 
According to School Location

H
02

: there is no significant difference in prevalence rates of dyscalculia among 
primary school students according to school location

According to the analysis of independent sample T-test in SPSS, the probability 
value of 0.000 was less than the specified alpha value of .025 (see Table 8.6). 
Consequently, the null hypothesis (H

02
) was successfully rejected and it could be 

concluded that the mean of the prevalence rates of dyscalculia for both urban and 
rural school students were different. In other words, there was a significant differ-
ence between students in the urban and rural schools (significance level of ∝= .05 
or confidence level of 95 %).

8.5  �Discussion and Conclusion

Dyscalculia can involve making sense of numbers, difficulties with arithmetic, 
remembering numbers and formulae, estimating numbers, estimating distance and 
time (Adler 2008). Therefore, the presence of dyscalculia may affect mathematic 
performance among normal students. This learning difficulty in mathematics occurs 
among individuals across the whole IQ range. The estimated prevalence of dyscal-
culia range is between 3 and 6% of the population. However, the prevalence of 
learning disabilities among school children varies from country to country. It is 
largely dependent on the definition used to classify learning disabled children in 
each country.

The findings of this study show that there were 3.47 % of boys and 4.38 % of 
girls are suffering from dyscalculia. These results indicated that the prevalence of 
females was slightly higher than the males (males:females ratio was 0.79:1). This 
finding was supported by the finding of Ramjee’s (2003) study which suggested that 
girls had more learning disability than boys; it may be due to the reasons that the 
girls had to do more work at home than the boys, because of the parents’ negative 
behavior to them. Based on the analysis of independent sample T-test discussed 
above, there was no significant gender difference between male and female groups. 
This result was supported by the finding of Karimi (2013) and Nilesh Shah and 
Tushar Bhat (2008) who found that the prevalence of dyscalculia in the school-aged 
population is as common in girls as in boys. Yusha (2013) in his gender differ-
ence  study concluded that the treatment given to the experimental groups was 

8  Prevalence Rate of Dyscalculia According to Gender and School Location…



98

Ta
bl

e 
8.

6 
R

es
ul

ts
 o

f 
T-

te
st

 f
or

 H
02

G
ro

up
 s

ta
tis

tic
s

A
re

a
N

M
ea

n
St

d.
 d

ev
ia

tio
n

St
d.

 e
rr

or
 m

ea
n

D
ys

U
rb

an
33

1
4.

75
52

9
1.

32
57

97
.0

72
87

2
R

ur
al

11
7

5.
36

96
6

1.
43

67
40

.1
32

82
7

In
de

pe
nd

en
t s

am
pl

es
 te

st

L
ev

en
e’

s 
te

st
 f

or
  

eq
ua

lit
y 

of
 v

ar
ia

nc
es

T-
te

st
 f

or
 e

qu
al

ity
 o

f 
m

ea
ns

F
Si

g.
t

df
Si

g.
 

(2
-t

ai
le

d)
M

ea
n 

di
ff

er
en

ce
St

d.
 e

rr
or

 
di

ff
er

en
ce

95
 %

 c
on

fid
en

ce
 in

te
rv

al
  

of
 th

e 
di

ff
er

en
ce

L
ow

er
U

pp
er

D
ys

E
qu

al
 v

ar
ia

nc
es

 a
ss

um
ed

2.
36

7
.1

25
−

4.
21

4
44

6
.0

00
−

.6
14

37
1

.1
45

79
4

−
.9

00
90

0
−

.3
27

84
2

E
qu

al
 v

ar
ia

nc
es

 n
ot

 a
ss

um
ed

−
4.

05
5

19
0.

28
0

.0
00

−
.6

14
37

1
.1

51
50

3
−

.9
13

21
3

−
.3

15
52

9

W. Ken Keong et al.



99

significantly effective for dyscalculic students and confirmed that no gender differ-
ence in academic performances at both pre-test and post-test levels. Apart from that, 
there were no difference between gender in the arithmetical performance (Komoula 
et al. 2004).

The analysis of prevalence according to school location revealed that 3.91 % of 
urban students and 3.42 % of rural students had shown the evidence of dyscalculia. 
This result seems to indicate that the students in an urban area have higher preva-
lence rates which may affect the mathematics learning process in their school. 
However, it should be realised that the respondents in this study were involved the 
LINUS students and their participation was entirely dependent on parental consent. 
Of the 448 students who participated in this study, there were only 117 students or 
26.12 % who were from the rural area. This had led to a difficulty in obtaining the 
expected results, as rural area was poorer, and the teachers were less experienced 
and more absenteeism (Najabaee 2014). The analysis of independent sample T-test 
indicated that there was a significant difference between students in urban and rural 
schools. This finding was supported by a study conducted by Komoula et al. (2004) 
of 240 Greek students between the ages of 7–11 years old from rural and urban 
areas, and they had found a significant difference between both areas.

There is little research being done on dyscalculia in general, and Malaysia in 
particular. With the exception of a few small-scale studies carried out, little is known 
about the prevalence of the problem. With a dearth of a large nationwide data, the 
seriousness of the problem will continue to go unabated. Being touted as the dys-
lexia of mathematics, dyscalculia is still very much an unknown phenomenon. 
Much like a child who cannot connect sounds with letters, the dyscalculia child 
cannot relate that five fingers are the number “5”. However, unlike the dyslexic 
child who is identified, tested and offered remedial intervention, the child with 
dyscalculia often goes unnoticed. The cultural bias against mathematics in Malaysia 
today, where the mathematically inclined are thought to have superior intelligence 
and genetic predisposition, has created a climate where the mathematically disabled 
student is allowed to remain unnoticed and unchallenged.
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    Chapter 9   
 Perceived Effectiveness of the Basic English 
Curriculum: Vietnamese University 
Graduates’ Perspectives       

       Thuy     Thi     Bich     Thuy     Tran    

    Abstract     The purpose of this study was to explore the effectiveness of the Basic 
English curriculum design and delivery at two selected Vietnamese non-language 
major universities specialising in Finance and Accounting. Research indicates that 
the curriculum framework in Vietnamese universities which is promulgated by the 
Ministry of Education and Training (MoET) results in heavy workloads for  academic 
staff. This negatively affects their wellbeing and may reduce their effectiveness as 
teachers and researchers. This study which is part of a research study on the role of 
leadership in promoting and supporting the Basic English curriculum (BEC) design 
and delivery in two selected Vietnamese universities examined perceptions of 
 graduates about the effectiveness of the Basic English curriculum design and 
delivery. The fi ndings provide insights into graduates’ perspectives about the Basic 
English curriculum in two selected universities. Recommendations are offered 
to university leaders, curriculum developers and lecturers about redesigning 
curriculum to accommodate more communicative skills for graduates to meet the 
requirements of the workplace.  

  Keywords     Basic English   •   Curriculum   •   Effectiveness   •   Graduate   •   Perspective  

9.1         Introduction 

 English has gained the predominant role in the foreign language teaching programme 
at Vietnamese universities since the ‘Doi moi- economic policy reform’ in 1986 
(Van  2008 ). As Vietnam has established diplomatic relationships with 180 countries, 
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and economic and trade ties with 230 countries and territories in the world, 
Vietnamese people in general and Vietnamese students in particular are aware of its 
importance as an offi cial international language to access information and meet 
the needs of the labour market in terms of the processes of modernisation, industri-
alisation, integration, and globalisation. Therefore, English provides the Vietnamese 
with more opportunity to improve their study, work, and living conditions. 
Vietnamese students are required to be able to communicate in English fl uently 
enough to apply for jobs in both the domestic and international labour markets, and 
in the sectors that provide high-paying jobs. With regard to the importance of 
English before graduation as well as embarking on employment opportunities, 
 students are expected to use English at the pre-intermediate level which is equivalent 
to B1-CEFR after fi nishing the English credits course prior to their graduation 
 ceremony (Hien  2014 ; Phi et al.  2014 ). This regulation is stipulated in the National 
Foreign Languages Project 2020 according to Decision No 1400/QD-TTg signed by 
the Prime Minister of Vietnam in 2008. In the domestic labour market, apart from 
good skills, one important requirement to work in a foreign company or a joint 
venture is English profi ciency, especially for positions like executive assistants, 
bank clerks, accountants or auditors and so on. These employees are required to do 
research, attend meetings, and do other clerical offi ce work in which English is 
indispensable in daily communication. Therefore, mastering English is a require-
ment in today’s competitive world of work (Tuyet  2013a ). 

 In reality, Vietnamese graduates’ inability to communicate in English has been 
open to criticism. According to Anh and Tho ( 2014 ), there are about 40 training 
providers including 24 HEIs which offer Finance-Banking training across Vietnam. 
Every year there are about 11,000 graduates with Bachelors in Finance-Banking. 
Among this large amount of graduates, only a few students are employed by banks 
in Vietnam because many of them lack English communication skills as well as 
critical thinking and soft skills (Hoan  2014 ). Accordingly, a lack of English profi -
ciency may have lowered the competitiveness of Vietnamese graduates compared 
with that of citizens from neighbouring countries who will arrive in Vietnam to fi nd 
jobs when the ASEAN economic community (AEC) comes into being at the end of 
2015, transforming ASEAN into a region with free movement of goods, services, 
investment, skilled labour, and freer fl ow of capital (Minh  2014 ). 

 Successful learning and teaching requires curricula that are effective in terms of 
goals, learning activities and assessment. Curriculum design is a key topic under 
consideration for the well-being and effectiveness of higher education (Barnett and 
Coates  2005 ). However, research has shown that the curriculum framework in 
Vietnamese universities, which is promulgated by the MoET, results in heavy work-
loads for academic staff (Gropello et al.  2008 ; Van  2011 ). MoET prescribes the 
curriculum framework for all undergraduate courses, including ‘content structure, 
numbers of subjects and duration of training, time proportion between practicing 
and practising’ (Hayden  2005 , p. 9). This has a negative effect on their well-being 
and reduces their effectiveness. This paper, part of a research study on the role of 
leadership in promoting and supporting the Basic English curriculum design and 
delivery at two Vietnamese universities, reports on an online survey which gleaned 
graduates’ perspectives about the effectiveness of the Basic English curriculum.  
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9.2     Context of the Study 

 English is one of the compulsory foreign languages subjects for non-major  language 
programmes at the two Vietnamese universities selected in this study. A curriculum 
framework has been constructed, specifying that foreign languages are taught with 
10 credits accounting for 10 % of the total credits of an undergraduate programme 
according to MoET. However, after completing the 10 credits in the fi rst and second 
years of study, graduates’ English competence is very limited (Anh  2010 ; Gropello 
et al.  2008 ). It is questionable as to whether students can use their English in the 
workplace and for communication, as Decision No 1400/QD-TTg mentioned  earlier 
required. 

 When studying foreign languages in general, and English in particular, a combi-
nation of the skills of reading, writing, listening and speaking are involved. The 
limited attention given to these skills was noted by the Deputy Minister of Education 
and Training, Nguyen Vinh Hien, who indicated that teachers have been focusing on 
grammar instead of other skills (VNS  2012 ). In Vietnam’s higher education, English 
is taught nationally as a discipline and as a subject (Van  2011 ). In the former 
 category, students study English as their major to gain a Bachelor of Arts (BA), a 
Master of Arts (MA) or a doctoral degree in English so that they can become teachers, 
interpreters or researchers in English linguistics or in English language teaching. In 
the latter category, English is a compulsory subject taught across the entire higher 
education system at non-language major universities. Students study 14/140 credit 
hours. Ten percent of the total English credit hours of an undergraduate programme 
are divided into two parts, Basic English and Academic English, according to 
MoET’s regulations. Normally, each institution in the aforementioned latter  category 
teaches their students Basic English and then Academic English for their students’ 
own major. Moreover, tertiary English language education is held accountable for 
the poor outcomes for students because little attention is given to the development 
of communicative competence overall (Ly  2010 ). There are several reasons which 
badly affected the effectiveness of teaching and learning English at Vietnamese on 
language major universities resulting in graduates’ lack of English language compe-
tence. These are as follows:

•    low English levels of the majority students when entering university (Van  2007 )  
•   large class size (Van  2008 )  
•   lack of authentic context for language study (Huong  2010 )  
•   traditional form focus on instruction rather than interactive teaching approaches 

(Tuyet  2013a )  
•   English test design is problematic, being designed to recheck the grammar and 

structures students learnt in the programme (Van  2008 )    

 Despite a great deal of effort and investment which is put into teaching and 
 learning English at tertiary level in Vietnam, the English competence of the majority 
of university students and graduates is quite modest as they do not appear to be 
confi dent with their English speaking skills (Tuyet  2013b ). The need to improve 
English language teaching and learning has become one of the most important tasks 
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at Vietnamese non language major universities in general, and at the two selected 
universities in this study in particular. This is vital in order to help students better 
prepare for the social and labour market demands in this globalised era as well as in 
the process of higher education reform in Vietnam. 

 At the two universities in this study, the 10 % of the English credits are divided 
into three terms. The fi rst two terms, which consist of ten credits, are for Basic 
English, and the last term of four credits is for English for specifi c purposes in their 
own discipline such as Finance, Banking, Accounting, and so on. Although the 
 curriculum emphasises four language skills, examinations are based on only two 
skills, reading and writing, while the other two skills, listening and speaking, are not 
formally assessed. Therefore, the communicative competence in English of the 
Vietnamese workforce has not met the requirements of the employers (Anh  2010 ) 
and this, to a large measure, can be attributed to the design and delivery of the 
English curriculum. In Vietnam’s higher education, English is taught nationally as 
a discipline and as a subject (Van  2011 ). In the former category, students study 
English as their major to gain a Bachelor of Arts (BA), a Master of Arts (MA) or a 
doctoral degree in English so that they can become teachers, interpreters or researchers 
in English linguistics or in English language teaching. In the latter category, English 
is a compulsory subject taught across the entire higher education system where 
students study 14/140 credit hours. In addition, ten percent of the total English 
credit hours of an undergraduate programme are divided into two parts Basic 
English and Academic English. Moreover, tertiary English language education 
reveals poor outcomes for student because little attention is given to the  development 
of communicative competence overall (Pham  2007 ). Furthermore, some tertiary 
universities select imported English textbooks which have no contextual relevance 
and mandate a number of units for teaching Basic English within the amount of time 
stipulated by MoET whereas other institutions design their own programmes. 

 Different universities take a different view on what to teach. This creates  diversity 
on the one hand and confusion on the other. Normally, each institution in the afore-
mentioned latter category teaches their students Basic English and then Academic 
English for the students’ own major. The following section presents the methodologi-
cal approach in this study to explore graduates’ perspectives on the BEC that they 
had learnt at their university. Because of the above-mentioned reasons, this paper 
aimed to investigate the effectiveness of the Basic English curriculum at Vietnamese 
universities and fi nd out solutions which are necessary to put in place to encourage 
and help Vietnamese students achieve high levels of communicative ability and thus 
be well-prepared for the workplace.  

9.3     Methodology 

 This study applied quantitative method. A fi ve-point rating scale questionnaire was 
designed using Qualtrics online survey software to elicit graduates’ perceptions 
about the effectiveness of the current BEC taught at the two universities. The use of 
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online surveys as a data collection method in research as they are a fast and inexpensive 
way of gathering data (Dillman  2007 ). I followed the constructing procedures 
described by Cohen et al. ( 2007 ) related to direct statements that elicit responses in 
Likert-style response format with a fi ve-point scale, ranging from 1 (strongly 
 disagree) to 5 (strongly agree). An online survey of fi ve-point rating scale of 14 
questions was designed to investigate graduates’ perceptions about the effectiveness 
of the current Basic English curriculum taught at the two universities. Perceptions 
of each construct are elicited with two or more statements, which allowed for 
checking the internal consistency of the responses as well as eliciting their percep-
tions of specifi c factors. Space was also provided to elicit further comments on or 
explanations of each statement, for the purpose of clarifi cation. The OS enabled me 
to explore the graduates’ perceptions about the current curriculum used to teach in 
the two universities as the results of the questionnaire offered suggestions to 
academic leaders for a more effi cient Basic English curriculum design and delivery. 

 After getting the approval from the Ethics Committee of Victoria University of 
Wellington, the questionnaire was then trialled for readability with four individuals, 
including two volunteer graduates and two experienced teachers of English before 
embarking on the online survey of graduates. The sample targeted 100 graduates 
which is about ten percent of the graduates from each selected university so as to 
represent a reliable sample for data analysis. I contacted the department of student 
affairs at each selected university and they sent me the list of emails without the 
graduates’ names attached. After that I emailed graduates to invite them to join the 
survey. For those who agreed to complete the survey, I directly sent them an elec-
tronic questionnaire via email (See the appendix). Six questions, each representing 
a sub-issue, were chosen from the 14 online questionnaires to help answer the 
research question:

   What perspectives do graduates have about the effectiveness of the Basic English 
curriculum at the two selected universities?     

9.4     Findings 

 This section discusses the fi ndings from the OS completed by graduates from the 
two selected universities. Not all questions from the OS are discussed in this sec-
tion. However, the qualitative comments from the online questionnaires have been 
included as these provide insights into graduates’ perceptions of the Basic English 
curriculum. The responses show the students mostly agreed that the Basic English 
curriculum is effective, however many also offered constructive comments which 
will be discussed later. In particular, these include the recommendations offered 
by graduates to university leaders, curriculum developers and lecturers about 
 redesigning curriculum to accommodate more communicative skills learning. The 
fi rst section discusses graduates’ perspectives on the relevance of the Basic English 
curriculum to new graduates at work. The second section explores graduates’ 
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perspectives on the fl exibility within the Basic English curriculum to facilitate 
 student learning. Next, graduates’ perspectives on the allocation of the credit hours 
for English instruction between theory and practice respectively at the two universities 
are explained. Following this is graduates’ perspectives on their lecturers’ teaching 
and the different forms of assessment. Graduates’ perspectives on the challenges 
faced by new employees when they communicate with their senior colleagues and 
work supervisors are then presented, and the fi nal section addresses graduates’ 
 perspectives on English speaking clients’ misunderstandings because of their own 
low levels of English. The OS data revealed a number of barriers facing graduates 
as new employees. This section focuses on discussing new employees’ low compe-
tence in the English language and their need for the curriculum to include more 
practice in listening and speaking. 

9.4.1     Graduates’ Perspectives on the Relevance of the Basic 
English Curriculum at Work 

 As seen in Table  9.1  below, 17 % of the graduates strongly agreed that the content 
of the Basic English curriculum is relevant to their work environment and 80 % 
agreed with this. In contrast, 2 % thought the content was not relevant and 1 % did 
not offer an opinion.

   However, the numbers which recorded ‘strongly agree’ and ‘agree’ may not 
accurately refl ect the respondents’ true opinions. This is because politeness is inher-
ent in Vietnamese culture and consequently the participants may have felt com-
pelled to answer as they did. Because the cultural context may have infl uenced the 
data, the comments could be more relevant than the percentages reported here. This 
feature may also be evident in this section and subsequent fi ndings. The high level 
of agreement, as mentioned above is a refl ection of an aspect of politeness in 
Vietnamese culture where the graduates wanted to express their politeness and 
respect to their lecturers. This politeness may explain the disparity between the 
quantitative percentage and the strong qualitative comments as is seen in the feed-
back from two graduates from University One and one from University Two. 

 The two graduates from University One stated unambiguously:

    The content of the curriculum needs to increase the periods of listening and speak-
ing so graduates like me can apply what I learned when communicating at work.   

   I don’t think it is really practical for my work.     

   Table 9.1    Relevance of the Basic English curriculum to practical work   

 Question  Rating scale 

 The content of the Basic 
English curriculum is relevant 
to your practical work 

 Strongly 
agree 

 Agree  Neutral  Disagree  Strongly 
disagree 

 17 %  80 %  1 %  2 %  0 % 
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 These perspectives indicate that the content is not balanced in terms of dividing 
the hours for each language skill, especially the lack of speaking drills for students 
to apply in workplace situations. 

 A graduate from University Two suggested applying authentic situations in the 
workplace in the curriculum:

    I think it is necessary to embed a variety of real workplace situations in the lessons 
so students can see the relevance.     

 These graduates’ comments indicated they would like more speaking and listen-
ing practice so they can communicate effectively in the workplace. This fi nding is 
supported by Huyen ( 2012 ) who found that new employees are not good at English 
communication skills. Therefore, a signifi cant number of companies need to retrain 
new employees (VNA  2013 ).  

9.4.2     Graduates’ Perspectives on the Flexibility 
of the Structure of Basic English Curriculum 

 As shown in Table  9.2  below, 12 % of the graduates surveyed strongly agreed that 
the structure of the Basic English curriculum (in terms of listening, speaking, 
 reading and writing) is suffi ciently fl exible to facilitate learning. Only 1 % disagreed 
while 11 % were hesitant and did not voice their opinions. Flexibility here can be 
understood as teachers combining aspects of the curriculum in their teaching 
 periods, for example reading and writing, listening and speaking, speaking and writing, 
etc. The majority of the students (76 %) expressed agreement about the fl exibility of 
the structure of the Basic English curriculum and they also offered opinions relating 
to teachers facilitating more speaking and listening practice.

   Their comments revealed that the curriculum still focuses on reading and writing 
while less attention is given to the other two communicative skills. As one graduate 
refl ected:

    The curriculum focuses on vocabulary, grammar, and writing while graduate need 
more oral skill in the workplace.     

 This comment indicates that the prominence given in the universities to the Basic 
English curriculum does not have an appropriate focus according to graduates. 

   Table 9.2    Flexibility of the structure of the Basic English curriculum   

 Question  Rating scale 

 The structure of the Basic 
English curriculum (in terms of 
listening, speaking, reading, 
writing) is fl exible to facilitate 
the learning of students 

 Strongly 
agree 

 Agree  Neutral  Disagree  Strongly 
disagree 

 12 %  76 %  11 %  1 %  0 % 
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Perhaps the reason for this is that when they start work grammar is of less  importance 
to them than speaking and listening and more practice in these skills would be of far 
greater value. Their lack of confi dence is also refl ected in the graduates not taking 
all the opportunities to talk with English speakers, including outside work. This 
fi nding correlates with Tuyet ( 2013b ), who posited that students are shy to speak to 
English speaking people when they have a chance to communicate.  

9.4.3     Graduates’ Perspectives on the Appropriateness of Time 
Allocation 

 Table  9.3  shows 29 % of graduates disagreed with the allocation of the credit hours 
between theory and practice. They consider the time allocation is inappropriate, 4 % 
indicated their strong disagreement and 20 % did not respond. Conversely, 17 % of 
the students showed their strong agreement about the appropriateness of the credit 
hours between theory and practice and 30 % agreed the allocation is appropriate. 
The percentage of graduates who agreed is similar to those who disagreed. In this 
context, theory means grammar and vocabulary and practice refers to speaking and 
listening.

   Graduate students expressed their views on the excessive theoretical content of 
the Basic English curriculum, saying fewer hours should be spent in this area as 
their priority is listening and speaking:

    Practice should be given more prominence.   
   There are too many theoretical hours. Students need more oral drills. I think the 

curriculum is illogical because there are only a few practical hours.     

 From their comments, it can be seen that the graduates perceive that the Basic 
English curriculum at both universities is not balanced because the emphasis is on 
theory with only a few practice hours. In reference to this, they offered many 
 constructive comments about the ineffectiveness of the curriculum as well as their 
legitimate aspiration of having more practice in listening and speaking English 
because of their need to communicate effectively in the work environment. 
Therefore, changes to the Basic English curriculum suggested by students are, one, 
that  “The amount of listening hours should be increased and the amount of gram-
mar should be reduced.”, and two, that “More oral work situations should be 
included in the curriculum. Theory dominates.”   

   Table 9.3    Appropriateness of time allocated to theory/practice   

 Question  Rating scale 

 The total amount of credit hours 
between theory and practice was 
appropriate 

 Strongly 
agree 

 Agree  Neutral  Disagree  Strongly 
disagree 

 17 %  30 %  20 %  29 %  4 % 
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9.4.4     Graduates’ Perspectives on Lecturers’ Teaching 
and Assessment 

 As shown in Table  9.4 , 27 % of the students expressed their strong approval of their 
lecturers’ teaching and different forms of assessment. 64 % were satisfi ed with their 
lecturers’ teaching as opposed to the 2 % who recorded their dissatisfaction, while 
none expressed their dissatisfaction strongly.

   Generally, the majority of the graduates indicated that they were pleased with 
their lecturers’ teaching and assessments. The positive results here clearly outweigh 
the negative. As discussed, these positive results may refer more to the lecturers 
than the assessment results. A comment from one participant refl ects: “ My teachers 
were very helpful .” 

 Others however, included their dissatisfaction about the theoretical 
assessments:

    The teachers are very enthusiastic and kind but the content is heavy in theory so the 
assessment is also heavy in theory.   

   We are often assessed in written tests.     

 The comments from graduates revealed that they focus on theory and writing to 
pass the written tests while their oral communication skills will fade in the course 
of time even though they have four skills in the curriculum.  

9.4.5     Graduates’ Perspectives on Diffi culties in Working 
with Senior Colleagues 

 As seen in Table  9.5 , 11 % of the students strongly agreed they face challenges 
 communicating with their senior co-workers and work supervisors in English, 60 % 
agreed and only 9 % felt confi dent in this area.

   Table 9.4    Graduates’ satisfaction with the lecturers’ teaching and assessment   

 Question  Rating scale 

 I am satisfi ed with the 
lecturers’ teaching and different 
forms of assessment 

 Strongly 
agree 

 Agree  Neutral  Disagree  Strongly 
disagree 

 27 %  64 %  7 %  2 %  0 % 

   Table 9.5    Challenges involved in working with senior colleagues   

 Question  Rating scale 

 I fi nd it challenging working 
with English speaking senior 
colleagues or work supervisors 

 Strongly 
agree 

 Agree  Neutral  Disagree  Strongly 
disagree 

 11 %  60 %  20 %  9 %  0 % 
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   One of the students expressed the reasons for his lack of confi dence when 
 speaking English:

    I am often shy when I communicate in English because I am usually afraid of  making 
mistakes.     

 Other reasons explained their lack of confi dence as:  “Many of my senior 
 colleagues are very good at speaking English therefore I am not self-confi dent to 
communicate with them.”, and “Some of my co-workers speak English like native 
speakers.”  

 Students also made recommendations for the university. The fi rst is to the university 
leaders suggesting they re-apportion the hours to allow more practice for English 
language instruction. To the curriculum developers they proposed the curriculum 
should be redesigned to accommodate more communicative skills. Further, they 
recommended the inclusion of oral assessments in examinations. These changes 
would help them to develop the English language competence needed in their 
workplaces.  

9.4.6     Graduates’ Perspectives on Their Communication 
Diffi culties 

 As shown in Table  9.6 , the majority, 59 % of graduates reported that their poor 
English skills often led to misunderstandings with their customers, while 9 % 
strongly disagreed and 7 % disagreed. As with most learners of a foreign language, 
the graduates may feel embarrassed because of their low English language compe-
tence. Furthermore, it is likely that the reasonably high neutral percentage could be 
another example of Vietnamese politeness and respect given to teachers.

   Some of the graduates made comments about their low English communicative 
skills when communicating with a variety of clients at work:

    Some of my customers often speak English very fast like singing.     

 Their replies indicated that the speed and the variety of accents of English- 
speaking customers challenged them. It could therefore be assumed that more 
practical lessons and being exposed to different accents would probably be of 
 considerable assistance to them. Other graduates mentioned their diffi culties in 
communicating with a variety of customers at work:

   Table 9.6    Graduates’ diffi culties in communicating with customers   

 Question  Rating scale 

 My English speaking clients 
fi nd it diffi cult to understand 
my English 

 Strongly 
agree 

 Agree  Neutral  Disagree  Strongly 
disagree 

 4 %  59 %  21 %  7 %  9 % 
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    Customers who know English speak very fast so I fi nd it diffi cult to understand what 
they mean.     

 In summary, the fi ndings presented the key issues which emerged from the 
responses of graduates from both universities to the OS questionnaires. Graduates 
expressed their views on the excessive theoretical content of the Basic English 
 curriculum, saying fewer hours should be spent in this area as their priority is listen-
ing and speaking. To this end, they emphasised practice in listening and speaking, 
in typical work situations, and also suggested that hours for this practice should be 
doubled.   

9.5     Discussion 

 In this section, the views of graduates about the effectiveness of the Basic English 
curriculum design and delivery at the two universities are analysed. The graduates 
of the online survey seemed to agree with each other on the challenges graduates 
from the two universities face as new employees and the reasons why graduates face 
these barriers. One of the reasons suggested is their lack of English language skills. 
The fi ndings show graduates fail to communicate with their co-workers and 
 supervisors in the workplace in English due to their poor English skills. Their listen-
ing and speaking skills are not good so it is diffi cult for them to adapt quickly to 
their new jobs. 

 There is evidence to suggest that the consensus of graduates is substantiated by 
current practices. The heavy reliance on traditional methodology of teaching 
English is largely due to the English curriculum at tertiary level focusing heavily on 
grammar, reading and writing rather than oral communication. Furthermore, the 
semester examinations at many universities and colleges in Vietnam nowadays are 
written rather than oral tests (Lan and Anh  2013 ; Tuyet  2013a ). The curricula at 
higher education institutions in Vietnam are still heavily focused on theory with a 
lack verbal communicative practice which is consistent with Le and Barnard’s 
( 2009 ) study which revealed shortcomings in the English curriculum in Vietnam’s 
education system. As a result, higher education institutions are criticised for not 
producing quality graduates. This is also recognised by what Vu Duc Dam, Deputy 
Prime Minister, confi rmed when he answered a Dantri reporter’s question about the 
training quality in Vietnamese higher education system (Hung  2013 ). Vu replied 
saying the Vietnamese higher education system has some weaknesses. He also 
added that according to a report he received, about 30 % of universities and junior 
college graduates cannot fi nd employment. It could be extrapolated from this that 
the training quality in Vietnam’s higher education institutions is unsatisfactory. 

 Graduates also offered additional views on the challenges they face in communi-
cating at work. Graduates mentioned their diffi culties in communicating with a 
 variety of customers at work. For example, English-speaking customers speak very 
fast, thus, some graduates fi nd it diffi cult to understand what their customers mean. 
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Moreover, another graduate confessed: “Some customers speak with a variety of 
accents so we cannot catch their voices.” As with most learners of a foreign  language 
the graduates may feel ashamed of their low English language competence. The 
reason for their communicative challenges with clients may be because they have 
not invested enough time practising pronunciation, listening and speaking. One 
result of this is they are unfamiliar with the variety of accents of native English 
speakers and others with English as a second language. 

 Some of the graduates, who answered the online survey, also mentioned other 
challenges. Their comments revealed that the curriculum still focuses on reading 
and writing while less attention is given to the other two communicative skills. The 
recommendation from a graduate refl ects this issue of heavily theoretical teaching: 
“ Universities should concentrate on helping students practice speaking and 
 listening and should not focus too much on grammar. ” 

 This comment indicates that the prominence given to grammar in the universi-
ties’ BECs does not have the right emphasis for the graduates. This may be because 
when they start work, grammar is of less importance to them than speaking and 
listening and more practice of these skills would be of greater value. Their lack of 
confi dence is also refl ected in the graduates not taking all the opportunities to talk 
with English speakers, including outside work. This fi nding correlates with Anh 
( 2010 ), who posited that students are too shy to speak to English speaking people 
when they have a chance to communicate. Another graduate notes the unsuitable 
BEC assessments: “Normally, we have multiple-choice tests on grammar and 
 writing so we are unable to improve our communicative skills.” 

 Due to more theoretical assessments, students focus on writing and neglect 
 communicative skills to ensure they pass. According to Dang Van Hung, Vice-
Director of SEAMEO Vietnam, English textbooks in Vietnam have all the four 
skills, however, the examination only focuses on grammar and vocabulary tests 
(Lan and Anh  2013 ). Further, the format of the examination infl uences the teaching 
methods. That is, teachers teach to the outcomes. Therefore, students do not have 
suffi cient practice at English speaking skills and most of which they have learned 
are lost through lack of use, resulting in inadequate skills when they start work. 

 Other graduates made similar comments about the BEC being weighed too 
 heavily on theory and also stressed that more hours should be spent on speaking and 
listening:  “I think it is not appropriate because there are too many hours for 
 grammar and too few listening and speaking hours.”  and,  “The practice hours 
should be doubled.”  

 These comments clearly emphasise graduates’ desire for more speaking and 
 listening hours. They offered many constructive comments in the survey about the 
ineffectiveness of the curriculum as well as their legitimate aspiration of having 
more practice in listening and speaking English because of their need to communi-
cate effectively in the work environment. As with most learners of a foreign language 
the graduates may feel embarrassed about their low English language competence. 
The reason for their communicative challenges with clients may be because they 
have not invested enough time practising pronunciation, listening and speaking. 
One result of this is they are unfamiliar with the variety of accents of native English 
speakers and others with English as a second language. 
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 This section presented the key issues which emerged from the responses of 
 graduates from both universities to the online survey questionnaires. When looking 
further into the six themes related to the research question, graduates students 
offered many comments about their legitimate aspiration of having more practice in 
listening and speaking English because of their need to communicate effectively in 
the work environment. In brief, this section discussed the key issues which emerged 
from the graduates’ perspectives on the challenges they face when dealing with 
customers.  

9.6     Research Implications and Conclusion 

 The goals of this study were to examine perceptions of graduates about the 
 effectiveness of the Basic English curriculum design and delivery. The fi ndings of 
the research have implications for practice. The following recommendations are 
offered to university leaders, curriculum developers and lecturers about redesigning 
curriculum to accommodate more communicative skills for graduates. Graduates 
expressed views on the excessive theoretical content of the BEC, saying fewer hours 
should be spent in this area as their priority is listening and speaking. Therefore, this 
paper has several practical implications with regards to suggestions made by 
 graduates to institutional leaders, curriculum developers and teachers. 

9.6.1     For Institutional Leaders 

•     University leaders should consider re-apportioning teaching hours among the 
four skills to allow more practice for English language instruction. Another 
 necessary change is to place students in smaller classes based on their levels of 
English. This would make classes more manageable and timetabling lessons for 
each skill would enhance instruction and improve students’ acquisition of the 
English language.  

•   Finally, further investment in extending the campuses, purchasing new teaching 
aids and appropriate resources for teaching should be a priority.     

9.6.2     For Curriculum Developers and Lecturers 

•     Curriculum developers should consider redesigning the curriculum to have a 
more communicative focus. Time spent on grammar and translation should be 
reduced and more oral work situations should be included to ensure graduates 
are better prepared for work when they leave university.  

•   Curriculum should be reviewed and if necessary, revised on a regular basis to 
better serve the changing needs of both students and society broadly. Redesigning 

9 Perceived Effectiveness of the Basic English Curriculum: Vietnamese University…



114

curriculum and the inclusion of oral assessments in examinations would 
 undoubtedly help graduates to develop the English language competence needed 
in their workplaces.  

•   EFL lecturers should consider their methods of classroom activities that encour-
age more speaking practice. For example, organizing 5 or 10 min seminars or 
group discussions to help students improve their confi dence in communication.   

This paper had presented the graduates’ perspectives on the effectiveness of the 
BEC from an online questionnaire. It is also pertinent to reiterate the ‘politeness’ 
inherent in the Vietnamese culture which might have affected some of the results of 
the survey. However, it cannot be said that all answers to the questions were the 
result of this ‘politeness’ and respect they have for their universities and lecturers. 
In fact, the comments made by many of the respondents may challenge the accuracy 
of their answers to the online questionnaires. The recommendations the graduates 
offered would assist them to develop the English language competence needed in 
the workplace. Moreover, a greater English language competence would also enable 
them to contribute to Vietnam’s socio-economic development in this era of industri-
alisation, modernisation and international integration. Findings from this research 
may contribute to a greater understanding of students’ perceptions in relation to the 
effectiveness of BEC in the Vietnamese tertiary education context but also in other 
countries where English is taught as a foreign or second language.      
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    Chapter 10   
 Assessment Strategies to Enhance 
Learning in Higher Education       
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    Abstract     This study was conducted to investigate assessment strategies to enhance 
learning in Higher Education. Qualitative approach of using open ended questions 
from the questionnaire, interview questions and observation checklist were adopted 
to collect data in this study. The samples selected for this study comprised 181 
undergraduate and postgraduate students as well as 22 instructors from a renowned 
university in the United States of America. The result showed that most students 
from the School of Education prefer small assignments, project/paper, feedback, 
fi eld work, small group discussion, presentation, classroom activities, case study, 
assigned reading, refl ective writing, role play, debate, portfolio, group work and 
quiz than fi nal exam as the strategies in higher education. Based on the fi ndings, 
sitting for test/quiz was the least popular assessment strategy while small assign-
ments were the most common. On the other hand, document analysis with checklist 
further revealed that different courses have different assessment strategies. 
Nevertheless, interviews conducted with both instructors and students showed a 
similar preference of assessment strategies in the higher education among students. 
Generally, the fi ndings can be sub divided into four broad categories; assignment 
strategies, classroom activities strategies, feedback strategies and reading materials 
strategies. In conclusion, effective assessments provide information of the students 
on their achievements to reach the learning goals of higher education institutions. 
Thus, it is most effective if the assessments were compiled and strategized based on 
multiple resources to ensure its effi ciency in assessing the students’ achievements.  
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10.1         Introduction 

 Formative assessment refers to assessment at regular intervals of a student’s prog-
ress with accompanying feedback in order to help to improve the student’s perfor-
mance. However, Stiggins ( 2002 ) points out that traditional assessment system is 
still apparent in a number of institutions of higher education because of institutional 
failure to strike the right balance between summative and formative assessment 
procedures. Henceforth, under the Malaysian National Higher Education Strategic 
Plan, there is a call for more formative assessment procedures that focuses on 
authentic tasks and performance-based assessments as strategies to enhance trans-
formative learning in higher education. This calls for assessment procedures that are 
more fl exible, process orientated, integrative, contextualised and criteria referenced. 
Such a move centres on ‘assessment for learning’ encouraging more active and 
deeper self-regulatory learning which emphasizes on creative and critical thinking, 
and problem solving. Advocates of formative and alternative assessment believe 
on-going continuous assessment has more positive implications on teaching and 
learning compared to one summative assessment. The simple reason is formative 
assessment is part of the instructional process. Black and Wiliam ( 1998a ,  b ) 
explained: “An assessment becomes formative assessment when the evidence is 
actually used to adapt teaching to meet student needs.” As students become more 
aware of what and how they are learning, they become more motivated. Hence, 
educators need to build assessments for learning, rather than assessments of learn-
ing (Stiggins and Chappuis  2006 ; Quellmalz and Kozma  2003 ). When incorporated 
assessment into classroom practice, it provides the information needed to adjust 
teaching and learning while they are happening. In this sense, formative assessment 
informs both lecturers and students about student understanding at a point when 
timely adjustments can be made. These adjustments help to ensure students achieve 
targeted standards-based learning goals within a set time frame (Garrison and 
Ehringhaus  2008 ).  

10.2     Literature Review 

 According to Drummond ( 1995 ), in order to become an outstanding teacher is to 
continue a life-long professional challenge. He mentioned that the general assump-
tion on new teachers know how to teach because they were once a student them-
selves. Furthermore, how and what students learn in a classroom merely impacted 
on the teachers’ knowledge of strategies which is used to assess their learning. In 
relation to the assessment strategy, several points needs to be highlighted such as 
the effi ciency of staff time, organizations’ cost-effective factor as well as to ensure 
that learners fi nd the tasks manageable, relevant and developmental (Brown  2005 ). 
In order to make any assessment strategy as inclusive in a teaching and learning 
environment, a variety of methods for assessment should be deployed. 
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 In the most postsecondary teaching of evaluation in traditional, online and 
blended approaches shows that the main factor of misaligned is assessment (Reeves 
and Hedberg  2003 ). In short, teachers/instructors may have aims, goals and good 
teaching content but what assessment strategies require are what easy way to mea-
sure than what is important (Reeves  2006 ). The question on what are the methods 
used to estimate student accomplishment on the course objective has been one of 
the weakest aspects of both traditional and innovation course design and implemen-
tation in higher education (Shipman et al.  2003 ). A few researchers stated in their 
studies that among the primary form of assessment in higher education are multiple- 
choice tests, including true/false and short answer items (Kvale  2007 ) and in most 
undergraduate courses, the assessments are based upon multiple-choice or academic 
essays (Herrington and Oliver  2000 ). 

 However, Oliver ( 2002 ) argues that different assessment strategies should be 
followed when assessing learners so that skills, knowledge, attitudes, values and the 
learning process can be assessed (Olivier  2002 ). He stresses that assessment should 
be valid, appropriate, reliable, fl exible, fair and suffi cient. In other words, the teach-
ing and assessment strategies should be suitable to help learners in achieving the 
desired outcomes. Teachers and instructors should raise the level of the objective 
they want to achieve through becoming more engaged in providing a quality teach-
ing as well as to ensure prompt feedbacks are given based on better assessment 
strategies will result students to show their interest and engage better in academic 
engagement. 

 If universities are to be knowledge-intensive learning organizations with respect 
to teaching as well as research activity, then it is essential that the kind of knowl-
edge needed for professional development is understood. On the outset it seems that 
little research has been undertaken to identify the professional knowledge utilized 
by higher education teachers/instructors. According to William ( 2007 ), formative 
assessment could be developed from the following key strategies.

    1.    Clarifying, sharing, understanding goals for learning and criteria for success 
with learners   

   2.    Engineering effective classroom discussions, questions, activities, and tasks that 
elicit evidence of students’ learning   

   3.    Providing feedback that moves learning forward   
   4.    Activating students of their own learning   
   5.    Activating students as owner of their own learning   
   6.    Activating students as learning resources for one another    

  In reference to the six key strategies of implementing assessment for the stu-
dents, Regier ( 2012 ), proposed two types of formative tasks which are, individual 
strategies and group strategies. Individual strategies assist lecturers to visualize 
clear pictures of students and their understanding of the concept or skills being 
measured. On the other hand, group strategies aid lecturers to obtain general infor-
mation about students’ learning (Regier  2012 ). Besides that, other strategies com-
monly adopted in assessment are tasks. Dodge ( 2009 ) listed four common categories 
of strategies, such as summaries and refl ections; list, charts and graphic organizers; 
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visual representation of information; and collaborative activities. Each category can 
defi ne the usual assignments given to the students.

    1.    Summaries and refl ections: Students stop and refl ect, make sense of what they 
have heard or read, derive personal meaning from their learning experiences and 
increase their metacognitive skills. These require students to use content-specifi c 
language.   

   2.    List, charts and Graphic Organizers: through this strategy, students will organize 
information, establish connections and note relationships through the use of vari-
ous graphic organizers.   

   3.    Visual representations of information: In these representations, students apply 
both words and pictures to create connections and develop memory, facilitating 
retrieval of information which will assist the teacher to notify classroom diver-
sity, preferences in learning style and different ways of knowing.   

   4.    Collaborative activities: Students can have the chance to move or interact with 
others as they establish and express their comprehension of the concepts.    

  According to Dodge ( 2009 ), summaries and refl ections require the students to be 
able to write and increase their metacognition skills. The most common type of an 
assessment for learning technique in this category is asking students to write refl ec-
tive journals (Lambert  2012 ; Illinois State Board of Education  2014 ; Regier  2012 ; 
Dodge  2009 ). In a refl ective journal, students are required to record their under-
standing of the topic, concept or lesson taught. The teacher will gain information on 
the students learning when he reviews the entry (Lambert  2012 ). Illinois State 
Board of Education ( 2014 ) uses the term Writers Notebook instead of Journals. In 
the notebook, the students need to keep all their writing whether they are informal 
or formal. The teacher who looks through this notebook will indicate their strength 
and weaknesses at the response page. Regier ( 2012 ) emphasizes that refl ection jour-
nals encourage students to think about what they have learned and to train them to 
make connections to their lives. 

 There are abundant techniques in the List, Charts and Graphic Organizer cate-
gory. Drawing web and concept maps are one of them (Lambert  2012 ; Illinois State 
Board of Education  2014 ; Regier  2012 ; Dodge  2009 ). Lambert’s ( 2012 ) idea of a 
concept map is any of several forms of graphical organizers which allow learners to 
perceive relationships between the concepts using diagramming key words which 
represents the concepts. Another suggestion on how to apply concept maps is by 
allowing the students to use drawings, diagrams, photos or maps to demonstrate 
their understanding of a standard, for example, when the students are watching an 
educational video, they can create “Doodle Art” which represents the new vocabu-
laries which they have learnt. Regier ( 2012 ) suggests for teachers to print concept 
maps templates and ask the students to fi ll in the title and the supporting details of a 
content to make it more practical during the lesson. 

 In the visual representations of information category, Regier ( 2012 ) proposes a 
demonstration station to help the students visualize a process or a theory. Instructors 
are advised to set up a number of stations and have students demonstrate how mag-
nets attract and repels, where the strongest area in the magnetic fi elds and other 
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scientifi c processes are. Each station will assist the students in explaining in words 
verbally, or in written form on the scientifi c processes as they are able to observe it 
in front of their eyes. Lambert ( 2012 ) also suggests observation activities as an 
assessment for learning. According to Lambert ( 2012 ), teachers can observe the 
students’ anecdotal records, their progress in the activities during lessons and col-
laborative activities such as conferencing and debating which are happening in the 
class. Illinois State Board of Education ( 2014 ) recommends for the teachers to 
observe a specifi c skill or criteria in the learning to be addressed as guidelines in 
observing. 

 The last category is the collaborative activities. Illinois State Board of Education 
( 2014 ) has recommended several collaborative activities, such as, small group dis-
cussion, peer assessments and think-pair-share. In the small group discussions, 
teacher meets the students and asks targeted questions or discusses targeted skills. 
The teacher can record informally on the students’ output to be graded. Moreover, 
peer-assessment can be done by teaching the students to refl ect on other people’s 
work (Illinois State Board of Education  2014 ). For this kind of assignment, students 
should be addressed on the criteria of assessment and should be given proper expla-
nation and example to guide them in assessing their friends. Last but not least, 
think-pair-share is a kind of activity which can be applied when the teacher posits a 
higher level standard question. Students initially are given 20–30 s to think on their 
own but on a signal, they need to turn to a partner to discuss their thoughts before 
they present it to the whole class for a class discussion (Illinois State Board of 
Education  2014 ).  

10.3     Method 

 The purpose of this study was to identify assessment strategies employed to enhance 
learning in higher education. The study adopted a qualitative approach to collect 
data. The very strength of qualitative discourse is its exploratory nature. In this 
study, the researcher used open ended questions in the questionnaire, interview 
questions, and observation checklist to collect data. The sample population com-
prised 181 undergraduate and postgraduate students and 22 instructors from the 
School of Education in a university located in the USA. Questionnaires with open- 
ended questions were administered to all 203 respondents whilst interviews were 
conducted with 5 undergraduates, 5 postgraduates and 5 instructors to shed some 
light on the assessment practices in higher education. In addition, document analy-
sis was also conducted on the syllabus used for the 12 courses. Besides that, two 
courses were chosen for observation in order to gain a deeper understanding of the 
teaching, learning and assessment practices in the authentic context. Besides that, 
relevant documents such as course syllabus (syllabi), assignment guidelines, sam-
ple assignments and lecture notes were also scrutinized to get a better picture of the 
courses studied. The data collected were validated by a senior professor in the par-
ticular university under study. The interviews were only conducted in the classroom 
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with the permission of the respective lecturer teaching the course. The researchers 
assured respondents that all their responses would be treated with the strictest con-
fi dence. In addition, the researcher also promised to destroy all the interview scripts 
at the end of the study.  

10.4     Findings 

 Given below are the main fi ndings obtained from the study. 

10.4.1     Assessment Strategies to Enhance Learning in Higher 
Education 

 When student respondents were asked what strategies have been employed by their 
instructors to enhance learning in their courses in higher education, they listed the 
following strategies: small assignments, project/paper, feedback, fi eld work, small 
group discussion, presentation, classroom activities, case study, assigned reading, 
refl ective writing, role play, debate, portfolio, group and quiz. Among all the strate-
gies, quiz was considered the least popular strategy and small assignment was con-
sidered as the most common strategy used to enhance learning in higher education. 
A total of 85 students (42.5 %) did not provide any response to this question 
(Table  10.1 ).

   When the students listed assignments as the most common strategy used to 
enhance learning in higher education, actually they were referring to many different 
assignments employed in the courses undertaken by them such as project/paper, 
case study, fi eld work, assigned reading, refl ective writing, group work, and portfo-
lio. Regarding the assignment strategy, a document analysis on course syllabus indi-
cated that different courses had different assignment strategies to enhance learning. 
For example, a postgraduate course at the doctoral level of “Ethical, Legal and 
Professional Issues in School Psychology” had listed the following nine small 
assignments in the course:

•    Professional goals statement and the theoretical orientation;  
•   Best practices snapshot;  
•   Best practices in intervention implementation: Article summary and short 

videos;  
•   Thought-provoking question of the week;  
•   Ethics case study;  
•   Essay on the school psychologist as a change agent;  
•   Take-home exam over course;  
•   Think-and-write essays and  
•   In-class quizzes    
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 The course goal was to emphasize on ethical, legal and professional issues in the 
provision of comprehensive school-based psychological services with the hope that 
students would be able to apply introductory critical concepts in organizing, admin-
istering and evaluating school psychological services for students, schools and 
communities. Findings from the observation conducted in the class revealed that the 
classroom activities applied multiple strategies such as lecture, group discussion 
and presentation. According to the instructor interviewed, student performance was 
evaluated based on the course requirements as stated in the syllabus as well as class 
attendance/participation and online participation. 

 Regarding reading materials, the instructor identifi ed two main reading texts as 
stated in the syllabus. Additional readings were made available to her students 
through the class on course page throughout the semester. The instructor made it a 
principle for her students to complete reading assignments prior to attending class 
and participate in class discussion and activities. Regarding assessment strategy, the 
instructor made it compulsory for her students to receive one peer-review before 
asking for her feedback. The student needed to indicate the name of the classmate 
or colleague who conducted the prior peer review. This strategy had made her stu-
dents become more responsible in their assignments and also provided the opportu-
nity to her students to assess their peers before submitting the draft for her feedback. 
Having many small assignments in a course was not specifi c to one course. A doc-
toral degree course of “Qualitative Inquiry in Education” had listed eight small 
assignments as follows:

•    a site description  
•   excerpts (4–6 pages) from two “rich” observations, about 1 h each  
•   meaning fi eld analysis  

  Table 10.1    Assessment 
strategies to enhance learning 
in higher education  

 Assessment strategies  Frequency  Percent 

 Small assignments  23  11.5 
 Project/Paper  20  10.0 
 Feedback  17  8.5 
 Field work  10  5.0 
 Discussion  9  4.5 
 Presentation  8  4.0 
 Classroom activities  8  4.0 
 Case study  6  3.0 
 Assigned reading  4  2.0 
 Refl ective writing  2  1.0 
 Role play  2  1.0 
 Debate  2  1.0 
 Portfolio  2  1.0 
 Group work  1  0.5 
 Quiz  1  0.5 
 No response  85  42.5 
 Total  200  100.0 
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•   validity reconstructions  
•   a role analysis  
•   a power analysis  
•   an interactive sequence analysis  
•   an essay comparing two ethnographies    

 According to the instructor, critical qualitative research is distinctive from other 
forms of qualitative research primarily through the fact that it gives much more 
attention to social theory than is the case in most articles and textbooks on qualita-
tive research. The instructor disclosed in the interview that additional assignments 
were possible, such as short essays on some of the reading assignments and assign-
ments involving analytic methods not listed above. He would determine whether 
these were good ideas or not based on his sense of things as the class moves along. 
He also adopted multiple classroom strategies such as lecture, small group discus-
sion, video clip and presentation. Since this was a doctoral level class and his stu-
dents were all mature students, he did not think that grades were helpful for a class 
like that. Most of the fi eldwork based assignments would be on a pass/do-over 
basis. His comments on his students’ work indicated the sort of feedback they 
needed. He stated his comments as “honest and comprehensive” in the interview. 
According to two of his students in the interview, they received a commentary from 
the instructor on each assignment. More often than not, they needed to do their 
assignment over after reading his feedback in their fi rst effort. The instructor further 
illiterate this goal as to move all his students to a higher level of competency for 
each method of analysis taught, and to a deeper understanding of the concepts 
underlying each method. When a student was asked to do an assignment, the student 
was required to complete this task in a timely manner. He expected everyone in his 
class to display learning in their responses to his comments on their work. The 
instructor believed that feedback could improve a student’s learning. The instructor 
also emphasized that course lectures would not cover everything in the assigned 
readings in his class; hence his students have the responsibility to fi nish their read-
ings materials before they come to class. Two of his students in the interview stated 
that he encouraged his students to contact him, through email, if there were any 
diffi culties in grasping the reading material or if they had any desire to discuss 
aspects of it which was not covered in class. 

 Another instructor who taught the same “Qualitative Inquiry in Education’ 
course in a different semester listed the following fi ve small assignments:

•    weekly reading questions  
•   inquiry topic  
•   prospectus  
•   class presentation  
•   project report    

 According to the instructor, students who enrolled in this course must acquire 
basic knowledge of philosophical analysis, an in-depth understanding of the 
 development of rational thought in Western culture, a critical perspective on social 
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trends, training in the formal analysis of language and expertise in a variety of 
research methods, an awareness of the ethical dimensions of human science 
research, and aesthetic sensibility. The instructor stressed that the course readings 
would serve as the basis for class discussions and requirement. Students learn their 
trade through both scholarship and fi rst-hand experience (i.e., fi eld work). Hands-on 
in fi eld work was considered crucial for a student to acquire the qualitative research 
skills. The instructor also warned his students that they would miss out on a lot and 
experience painful boredom if they did not complete the assigned readings. Through 
the classroom observation, the instructor played the role as facilitator of learning in 
his class to encourage active learning among his students. Normally, he started his 
class with a briefi ng on the course, followed by two-way communication with his 
students regarding reading materials and he usually ended his class with student 
presentations. The above analysis indicated all the instructors have the freedom to 
design their course syllabus and assignments for their own course in their own way. 
The freedom has provided instructors with the room to expand their own creativity 
and innovations in teaching and learning. 

 Sociology of Education is a course at the master level. It aims to examine the role 
of schools in society: the emergence of mass, public school systems as principal 
agency of cultural transmission and socialization in complex societies; the interac-
tion between schooling as a social institution and other institutions of society; the 
functioning and characteristics of schools as formal organizations; and the contribu-
tion of schooling to social system maintenance and change. The document analysis 
conducted identifi ed that this course had four assignments to enhance student 
learning:

•    paper  
•   debate  
•   fi nal paper  
•   class participation and attendance    

 During the interview with the instructor, the instructor divulged that her students 
were active in her class and they enjoyed the class debate very much. Three of the 
students interviewed stated that they were impressed with the talent of their friends 
in the debate. The whole class was excited with the debate and they really spent a 
lot of time to prepare for it. Regarding the reading materials, the instructor fi xed two 
main reading texts, but most of the other readings are available electronically on the 
on course websites. Her students agreed that the instructor was a nice and helpful 
person and willing to explain to her students whenever her students had something 
to check with her. They were grateful to have such a helpful instructor in their 
course. A bachelor degree course of “Communication in the Classroom” also listed 
the following nine assignments in the course:

•    professionalism paper  
•   participation: On course postings and peer evaluations  
•   infl uential teacher paper  
•   community building activity  
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•   parent-teacher conference and refl ection paper  
•   individual mini-lesson and lesson plan  
•   cultural identity paper  
•   team video role-play project  
•   group evaluation    

 According to the instructor who taught the class, students were strongly encour-
aged to participate actively in class, as contributors to the discussion. She would 
ensure that her students would come to class prepared by having read and com-
pleted assigned materials. This was tested when she asked her students question 
from time to time. She emphasized on active classroom participation. She stressed 
that participation included asking questions, making comments, giving feedback, 
refl ecting aloud, and in essence, being active in the experience of the class. Another 
bachelor degree course of “Leadership Training” listed the following fi ve small 
assignments:

•    3 Reading Questions  
•   Paper 1 – Media Diagnosis of Leadership  
•   Strengths fi nder assessment  
•   Paper 2 – Microsoft Development Plan  
•   Group project – Board of Directors    

 The purpose of this course was to provide new and future student leaders with 
learning opportunities to develop the knowledge, attitudes, and skills necessary to 
be effective in leadership position both on campus and after graduation. During the 
interview, the instructor told that the class integrated a variety of learning strategies 
and activities such as student organization participation, lecture, discussion, refl ec-
tion, guest lectures, presentations, role playing, and simulation exercises to engage 
student in learning. This instructor provided a detailed scoring for each assignment 
in the course syllabus so that her students could have a better understanding of the 
instructor’s expectation for all their assignments. The interview conducted with a 
student in this course indicated her students enjoyed all the assignments designed 
by the instructor. 

 Based on the document analysis and interviews conducted with the instructors 
and students, the researcher identifi ed a similar pattern of assessment strategies 
employed in higher education. Basically the strategies adopted by instructors to 
enhance learning in higher education can be divided into four broad categories:

•    Assignment strategy  
•   Classroom activities strategy  
•   Feedback strategy  
•   Reading materials strategy    

 Most of the instructors employed small assignment strategies in assessment. It is 
very rare to fi nd a course using exams and projects at the postgraduate level. The 
reason being students learn better through formative assessment by receiving 
 continuous feedback at different stages of completing the major task assigned in the 
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course. Students are also better motivated when they can complete each small task 
on time and improve their learning by receiving a lot of feedback from their instruc-
tors. The classroom activities adopted by the instructors were versatile and used 
many different strategies ranging from discussion, presentation, role play, debate, 
video clip and group work. With regards to feedback strategy, the fi ndings indicated 
that one instructor had implemented peer review in her course. Other instructors 
were using formative assessment strategy and stressed on providing ample feedback 
to students when they handed in their draft. However, all the instructors had high 
expectations on the quality of the fi nal draft submitted i.e. it had to be thorough, 
well-written and free of any mechanical and grammatical errors. Even though most 
of the instructors only identifi ed two main texts for each course, however, the addi-
tional reading materials provided each week to the students were substantive. All 
the students were expected to fi nish their readings before they came to class.   

10.5     Discussion 

 One of the ways in which formative assessment can assist in constructive learning 
as what has been proposed in transformative learning is through the informal assess-
ments in dialogues and interactions during class discussion between the instructor 
and the students (Ruiz-Primo  2011 ). According to the instructor interviewed, stu-
dent performance was evaluated based on the course requirements as stated in the 
syllabus as well as class attendance/participation, online participation and peer 
reviewing assessment. Based on Yang and Tsai ( 2010 )’s research on online peer 
assessment, this type of assessment is benefi cial to observe two types of learning the 
students use; deep learning and surface learning. Student who utilize deep learning 
and has strong theoretical background knowledge will portray more critical and 
explicit content than student with surface learning and this can be monitored during 
online peer assessment. In addition to that, Vile and Buyukduman ( 2013 ) has shown 
how students’ autonomy can be developed in active learning with the shift of per-
spective of the teachers. Teachers should be aware of the innate ability to autono-
mous learning, skills to monitor, evaluate and make their own decision to follow 
certain strategies and plans to direct their own learning (Vile and Buyukduman 
 2013 ). This shows that active learning is strongly related to independent learning. 

 Findings from the observation conducted in the class further revealed that the 
classroom activities applied multiple strategies such as lecture, group discussion 
and presentation. This fi nding is parallel to a study conducted by Ruiz-Primo ( 2011 ). 
Among all the strategies, quiz was the least popular strategy and small assignment 
was the most common strategy used to enhance learning in higher education. This 
shows that the lecturers prefer the kind of assessment which promotes more autono-
mous learning such as small assignments compared to the quiz which is more norm- 
referenced based. D Cherney ( 2008 ) suggested that small assignments which require 
the students to learn inside and outside of the classroom or refl ect on the  information 
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enhance active learning among the students which help them to have longer reten-
tion memory in their learning. 

 Based on document analysis of the course syllabi from 12 courses, fi ndings 
revealed that multiple forms of assessment had been integrated in the assessment of 
student learning. The forms of assessment comprised case study, short essay, project 
paper, seminar paper, presentation, portfolio and quiz were listed as assessment 
modes for most of the courses. However, fi nal exam was only noticed in a post-
graduate course relating to educational assessment. This fi nding indicated that for-
mative assessment has been widely used in the undergraduate and postgraduate 
courses in the School of Education selected for this study. Formative assessment has 
been proposed by Black and William ( 1998a ,  b ) and Popham ( 2010 ) to enhance 
transformative learning and active learning in higher education. According to 
Ludvigsen et al. ( 2012 ), students are found to be more aware of the importance of 
formative assessment as most of the students who participate in classroom interac-
tion are found to expect critical and constructive feedback in meaningful learning. 
This proves that student’s involvement is crucial in ensuring active learning in 
higher education. Besides that, Sutton ( 1995 ) also writes that “l’d like to be able to 
say that my conviction about the usefulness of student involvement in assessment 
sprang from my knowledge of the research fi ndings on the issue, but l confess that 
it didn’t. First and foremost, l believe in involving learners in the assessment pro-
cess because l myself have found it useful and effective” (p. 131). In Sutton’s case, 
she explains that her conviction is really based on her assumption that teachers 
should be encouraging learners to become autonomous, and that this ‘will not be 
achieved merely by wishing it so (Sutton  1995 : 132). She then lists fi ve further 
assumptions about what she considers to be the preconditions for successful inde-
pendent learning and formative assessment (Sutton  1995 : 132):

•    The learner believes he/she is capable of learning;  
•   He/She knows enough about himself/herself to set learning targets within his/her 

extended grasp;  
•   He/She is willing to make the effort and commitment;  
•   He/She is aware of different ways of tackling a learning task, and able to make 

good decisions depending on circumstances and  
•   He/She is not afraid of failure and knows how to learn from it.    

 In another case, Morton ( 1999 : 3) in an observation study with 34 fi fth graders 
of an exemplary classroom where active learning was taking place also identifi ed 
that the classroom was a place where all students were involved in meaningful cur-
riculum, and learning was a realized goal for all. With the result of high level learn-
ing obligation and above moderate levels of learning effort and collaboration in 
learning identifi ed among the students in the classroom, the researchers believes 
that active learning and formative assessment had been implemented successfully in 
the classrooms.  
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10.6     Conclusion 

 Assessment of student learning, including test, portfolios, projects, papers, and per-
formances, provide information on how well the institution has achieved its goals 
for student learning, which are the key goals of most institutions of higher education 
(Suskie  2006 : 24–25). Since any one assessment strategy has inherent imperfec-
tions, the best evidence of student learning comes from multiple sources (Suskie 
 2006 : 24–25). As Smith and Kosslyn ( 2007a ,  b : 151) note: ‘To understand cogni-
tion, it is essential to understand knowledge and its ubiquitous presence in all 
aspects of mental activity’. Hence the use of assessments in higher education is to 
highlight the understanding of knowledge and its presence in all aspects of mental 
activity of a person.     
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    Chapter 11   
 Learning Fractions       

       Teoh Sian     Hoon     ,     Nurul     Amira     Yaakob    , and     Parmjit     Singh   

    Abstract     Knowledge of the basic concepts of fractions is essential for students to 
understand other important mathematics topics such as algebraic operations. Hence, 
the emphasis on examining students’ ability in applying such basics would help 
teachers to assist students in exploring other important mathematical ideas in prob-
lem solving. Thus, this study was conducted to investigate students’ learning abili-
ties about fractions. Specifi cally, a paper and pencil test was conducted among the 
students to obtain data. The population of this study was lower form students from 
17 secondary schools in Shah Alam, Malaysia. The sample consisted of 60 students 
who were randomly chosen from the selected schools. The students had a transaction 
of prerequisite knowledge on fractions. The investigated knowledge of fractions 
was categorized into: (1) knowledge of characteristics of fractions, (2) knowledge 
of operations of fractions, and (3) knowledge of problem solving. The fi ndings 
revealed that knowledge of characteristics of fractions had positive linear relation-
ship with knowledge of operation of fractions. However, the results showed that 
there was no relationship between characteristics of fractions with the problem 
solving of fractions. On the other hand, there was a stronger positive relationship 
between operations of fractions and problem solving of fractions. Students who 
understood well the operations of fractions were also able to solve problem solving 
questions.  

  Keywords     Fractions   •   Learning   •   Mathematics  

11.1         Introduction 

 Students’ readiness in solving mathematical problems and exploring knowledge of 
mathematics can be observed from their engagement in mathematics classrooms. 
The students will be mentally ready to solve mathematical problems if their 
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acquisition of mathematical knowledge is suffi cient. They can communicate 
mathematically and hence control mathematical cognition during the solving of 
mathematical problems. Hence, the acquisition of important fundamentals of math-
ematical concepts is essential. The basis of fractions is an important topic in primary 
schools. The acquisition of the whole number and the concept of fractions is one of 
the most challenging sections for students to cope with. During this time, students 
have to think critically to engage themselves in mathematical thinking. 

 The acquisition of mathematical knowledge provides an opportunity for students 
to develop mathematical thinking and to achieve a competency level in mathematics. 
For example, acquisition of knowledge of fractions is required to develop mathe-
matical thinking especially for the concepts and the whole of certain quantity, 
namely characteristics and properties of fractions. 

 The importance of mathematical thinking development is not only depicted in 
the Malaysian Mathematics syllabus but also focused on in mathematics education 
globally as the fi elds of science, technology, engineering and mathematics (STEM) 
demand considerable knowledge of fractions (Bruce et al.  2013 ). Specifi cally, the 
aim of secondary school Mathematics in Malaysia is to develop mathematical think-
ing among individuals and to be able to use mathematical knowledge effectively 
and maturely in terms of decision making and solving problems (Rosnani,  2003 ). 
This illustrates that Mathematics education strives to expand mathematical thinking 
so that students can make decision for every action in solving problems. 

 Referring to the secondary school syllabus that is prepared by Ministry of 
Education, mathematics generally focuses on the independence of students’ ability 
to face challenges in terms of solving problems that arise due to the advancement of 
science and technology. Specifi cally, mathematics curriculum for secondary schools 
emphasizes on promoting lifelong learning among students from Form 1 until Form 
5. The content is categorized into three areas which will be covered throughout the 
process of learning Mathematics in 5 years. The areas are numbers, shapes and 
space, and also the relationship among the areas. This enables students to under-
stand the concepts of counting, relationship and measurement. However, some of 
the topics taught during early secondary school specifi cally in Form 1 are continu-
ous from the primary school syllabus. This situation implies that students should 
have acquired knowledge of certain topics such as fractions and percentages. Hence, 
in order to enhance the quality of teaching, teachers should plan effective methods 
of teaching so that students can maintain and improve their acquisition of such 
knowledge. 

 Since mathematics is related to solving problems, teachers should be more con-
cerned about the way students think. The process of how students understand their 
learning is illustrated in their thinking process. During this time, teachers have to 
guide the students and try to give as much as they can so that the students can con-
tinuously remember and understand their learning better.  
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11.2     Background of the Study 

 Secondary school students have learned fractions during primary school, but they 
still do not have enough understanding of the subject. According to Noraini and 
Lathe ( 2011 ), fractions is the most frustrating topic in mathematics lessons. This 
implies that students’ level of knowledge should be further surveyed. The problem 
arises when students face diffi culties in comprehending fractions, yet, they cannot 
recognize the specifi c diffi culties they face. Analysing students diffi culties is neces-
sary for teachers to determine students thinking towards solving problems as well as 
understanding fractions and the topics related to fractions. 

 It is crucial that the knowledge of fractions is built from the parts of whole con-
cept (Cramer & Whitney, 2010). This is a general concept of fractions that is usually 
used by teachers during discussion of fractions in classrooms. On the other hand, 
the concepts of part-whole relationship is also taught in other topics too. For exam-
ple, Paul et al.( 2007 ) determine students understanding about percentages as whole 
part by measuring students understanding of fractions as a whole part in a given 
fraction. Specifi cally, if a numerator is ‘a’ and a denominator is ‘b’ which is pre-
sented as a/b, then the whole part is ‘b’, that is, the whole part has been divided into 
‘b’ pieces. Then, the whole part becomes 100 % or b reprents 100 %. Both topics of 
fractions and percentages are similar in terms of concept as discovered from previ-
ous research. Meanwhile, Moss and Case ( 1999 ) presented the success of teaching 
decimals and fractions among Grade 4 students based on the use of students’ knowl-
edge of percentages only. This depicts that both fractions and decimals are related 
to percentages. However, problems emerge when students are not conscious about 
the similarities that contribute to the existence of relationship among the topics. On 
the other hand, knowledge of fractions is important to be understood by students so 
that they can generate other mathematical ideas and understanding for long term. 
Referring to the curriculum specifi cations of mathematics for secondary school 
itself, there are a lot of concepts in fractions to be learnt. Students have to struggle 
to master the overall subtopics of fractions especially those on conceptual under-
standing. The knowledge of the basic concept of fractions can help students to 
understand other important topics such as algebraic operations and other number 
types (Kaur and Pumadevi  2009 ). Hence, examining students’ ability in applying 
the basics is important to help teachers further prepare students in exploring other 
important mathematical ideas in problem solving. Thus, this study was conducted 
to investigate students’ learning of fractions. This study also focused on exploring 
the relationship among different concepts in fractions.  
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11.3     Research Objectives 

 This study was conducted to investigate secondary school students’ learning 
abilities on fractions. Specifi cally, the objectives of this study were:

    1.    To examine the students’ overall achievement in knowledge of fractions.   
   2.    To examine the students’ achievement in specifi c knowledge of fractions, namely 

knowledge of defi ning the characteristics of fractions, knowledge of conducting 
operations with fractions and knowledge of solving problems of fractions.   

   3.    To investigate the relationship among the students’ achievements in different 
types of knowledge of fractions.      

11.4     Methodology 

 A correlation research was employed for investigating the relationship of the stu-
dents’ achievement of knowledge in the topic of fractions. The population of this 
study was seventeen secondary schools in Shah Alam, Malaysia. The sample con-
sisted of 60 lower secondary students who were randomly chosen from the selected 
schools. The students had a transaction of prerequisite knowledge in fractions. The 
instrument was a paper and pencil test which consisted of 20 questions on fractions. 
The specifi cations of the instrument for a paper and pencil test were based on the 
Mathematics Syllabi as depicted below:

    (i)    Understand and use the knowledge of fractions as part of a whole   
   (ii)    Understand and use the knowledge of equivalent fractions   
   (iii)    Understand the concept of mixed numbers and their representations   
   (iv)    Understand the concept of proper fractions and improper fractions   
   (v)    Understand the concept of addition, subtraction, multiplication and division in 

solving problems   
   (vi)    Perform computations involving combined operations of addition, subtraction, 

multiplication and division of fractions to solve problems     

 The above contents of knowledge were divided into three major types of knowl-
edge for the investigation in this study. The types of knowledge as indicated in the 
objective two of the study are knowledge on defi ning the characteristics of fractions 
(content i, ii, iii and iv as indicated in the Mathematics syllabi), knowledge on con-
ducting operations with fractions (content v as indicated in the syllabi) and knowl-
edge on solving problems of fractions (content vi as indicated in the syllabi).  
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11.5     Findings 

 The fi ndings are discussed based on the research objectives. They are divided into 
three main fi ndings as below: 

11.5.1     Finding 1: Students’ Overall Achievement in Knowledge 
of Fractions 

 The following results show the students’ overall knowledge of the topic of 
fractions. 

 Table  11.1  illustrates the students’ achievement for the topic of fractions in terms 
of mean score. The mean score was 50.800 with standard deviation of 8.74459. The 
t-test (t = 15.767) with p < 0.05 indicated the mean score for the knowledge of frac-
tions ( mean  = 50.8) was signifi cantly higher than the test value or middle score 
 ( middle score  = 32.5). This analysis provided evidence that the students’ achieve-
ment of the topic of fraction was relatively higher than the middle score.

11.5.2        Finding 2: Students’ Achievement in Specifi c 
Knowledge of Fractions 

 The specifi c knowledge of fractions refers namely to:

•    knowledge in defi ning the characteristics of fractions,  
•   knowledge in conducting operations with fractions, and  
•   knowledge in solving problems of fractions.    

 The following results illustrate the students’ achievement in different types of 
knowledge in the topic of fractions. 

 Table  11.2  shows the students’ achievement in defi ning characteristics of fractions 
in terms of mean score. The mean was 18.8333 with the standard deviation 3.38074. 
The t-test (t = 15.657) with p < 0.05 indicated the mean score for knowledge of defi ning 

   Table 11.1    Achievement in overall knowledge of fractions   

 N  Mean  Std. deviation  Std. error mean 

 Frac_total (total mark = 65)  60  50.8000  8.74459  1.12892 

   Table 11.2    Achievement in ‘defi ning characteristics of fractions’   

 N  Mean  Std. deviation  Std. error mean 

 Frac_Charac (Overall mark = 24)  60  18.8333  3.38074  .43645 
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characteristics of fractions ( mean score  = 18.883) was signifi cantly higher than the 
test value or middle score ( middle score  = 12). This analysis provided evidence that 
the students’ achievement in ‘defi ning characteristics of fractions’ was relatively 
higher than the middle score.

   Table  11.3  illustrates the students’ achievement in conducting operations with 
fractions in terms of mean score. The mean was 13.0333 and the standard deviation 
was 2.32136. The t-test (t = 20.132) with p < 0.05 indicated the mean score for the 
knowledge of conducting operations of fractions (mean score = 13.0333) was sig-
nifi cantly higher than the test value or middle score ( middle score  = 7.5). This analy-
sis provided evidence that the students’ achievement on ‘conducting operations of 
fractions’ was relatively higher than the middle score.

   Table  11.4  indicates the students’ achievement in solving problems on fractions 
in terms of mean score. The mean score was 18.9333 with standard deviation of 
5.67739. The t-test (t = 8.095) with p < 0.05 indicated the mean score for the knowl-
edge of solving problems in the topic of fraction ( mean score  = 18.933) was signifi -
cantly higher than the test value or middle score ( middle score  = 13). This analysis 
provided evidence that students’ achievement in ‘solving problems on the topic of 
fractions’ was relatively higher than the middle score.

11.5.3        Finding 3: The Relationship among the Students’ 
Achievements in Different Types of Knowledge 
of Fractions 

 The following results illustrate the relationship among the students’ achievement in 
different types of knowledge of the topic of fractions. For this part, the emphasis of 
the analysis was on the skills involved in fractions which are defi ning characteris-
tics, operations of fractions and problem solving of fractions. The overall skill was 
also included in the results. 

 According to Table  11.5 , the magnitude of the correlation between ‘character-
istics of fractions’ and ‘operations of fraction’ was  r =  0.266 with  p < 0.05 , ( p-  
value  =  0.040). This illustrated that ‘characteristics of fractions’ had positive linear 
relationship with ‘the operation of fraction’. The knowledge of ‘the characteristics 

   Table 11.3    Achievement in ‘conducting operations with fractions’   

 N  Mean  Std. deviation  Std. error mean 

 Frac_Operation (total mark = 15)  60  13.0333  2.32136  .29969 

   Table 11.4    Achievement in ‘solving problems on fractions’   

 N  Mean  Std. deviation  Std. error mean 

 Frac_Prob Solv (total mark = 26)  60  18.9333  5.67739  .73295 
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of fraction’ was related to the knowledge of ‘the operation of fractions’; however, 
the results showed that there was no relationship between knowledge on ‘character-
istics of fraction’ with ‘problem solving of fractions’. A stronger positive correlation 
was also shown between ‘the operation of fractions’ and ‘problem solving of frac-
tions’, i.e.,  r  = 0.585 with p < 0.05 ( p - value = 0.000). The results depicted that 
knowledge of ‘the characteristics of fractions’ was not enough for further solving of 
mathematical problems in fractions. Nevertheless, the fi ndings revealed that ‘the 
characteristics of fractions’ had a positive linear relationship with ‘the operation of 
fractions’. On the other hand, there was a stronger positive relationship between 
‘the operations of fractions’ and ‘problems solving of fractions’ if compared to the 
relationship between ‘the characteristics of fractions’ and ‘the operation of fractions’. 
Even though there was no direct relationship between knowledge of ‘characteristics 
of fractions’ with ‘problem solving of fractions’, the level of knowledge of ‘the 
operations of fractions’ was related to the level of knowledge of ‘the characteristics 
of fractions’; hence, indirectly, the knowledge of ‘the characteristics of fractions’ is 
essential for solving mathematical problems in the topic of fractions. The following 
results show the importance of applying knowledge of property ‘the fraction is part 
as whole’ and property of ‘equivalent fractions’ as tested in question 6 of the test. 
Question 6 is stated as follows:

   Ali received RM120 from his mother. He had spent RM40 to buy a few books. Ahmad 
received RM210 from his father and he had also used the money to buy some books. The 
fraction of amount of money Ali spent from his collection is equal to the fraction of amount 
money Ahmad spent from the money given by his father. How much had Ahmad spent? 

   Table 11.5    Analysis of correlation for the defi ning characteristics of fractions, operation of 
fractions, problem solving of fractions and overall knowledge of fractions   

 Frac_Charac  Frac_Operation  Frac_ProbSolv  Frac_total 

 Frac_Charac  Pearson 
correlation 

 1  .266 *   .203  .589 **  

 Sig. (2-tailed)  .040  .119  .000 
 N  60  60  60  60 

 Frac_Operation  Pearson 
correlation 

 .266 *   1  .585 **   .748 **  

 Sig. (2-tailed)  .040  .000  .000 
 N  60  60  60  60 

 Frac_ProbSolv  Pearson 
correlation 

 .203  .585 **   1  .883 **  

 Sig. (2-tailed)  .119  .000  .000 
 N  60  60  60  60 

 Frac_total  Pearson 
correlation 

 .589 **   .748 **   .883 **   1 

 Sig. (2-tailed)  .000  .000  .000 
 N  60  60  60  60 
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   The working of a respondent (as below) involved operations of whole numbers 
from the indicated amount of money (RM120, RM40 and RM210) (Fig.  11.1 ).

   The respondent’s refl ection had indicated that the required knowledge was not 
related to the solution for the question. The operations were conducted without 
knowledge of the characteristics of fractions. The refl ection was stated as below:

  because RM120 Ali gets from his mother. RM40 is the amount of he spend to buy the 
books. After he buy the books, he received the money from his father. 

11.6         Discussion and Conclusion 

 The learning contents of fractions were classifi ed into three skills which are charac-
teristics of fractions, operations of fractions and problem solving of fractions. The 
entire skills illustrated that students have relatively higher achievement compared to 
the middle scores of the contents of each particular skills. The students are able to 
achieve the required level of knowledge on ‘the characteristics of fractions’, namely 
more than the middle score in terms of proper fractions, improper fractions, mixed 
numbers and fractions as part of whole. This result is consistent with the fi ndings by 
Wong and Pumadevi ( 2009 ). They found that students can easily master knowledge 
of characteristics of fractions which include proper and improper fractions. The 
achievement of knowledge also included solving problems in mathematics using 
representations in pictures and symbols. Besides, the learning of proper fractions is 

Ali received RM120 from his mother. He had spent
RM40 to buy a few books. Ahmad received RM210
from his father and he had also used the money to
buy some books. The fraction of amount of money
Ali spent from his collection is equal to the fraction
of amount money Ahmad spent from the money
given by his father.. How much had Ahmad spent?

  Fig. 11.1    A sample work for question 6       
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essential for the understanding of “part of whole” concept. The importance of learning 
fractions is seen in the emphasis on the multiple ways of learning, such as represen-
tation of diagrams. Learning fractions is crucial since it is related to many other 
topics. The fi ndings of this study show that the students are ready in applying part 
whole thinking. The understanding of the characteristics of fractions and the related 
knowledge such as part whole thinking is essential in order to determine the values 
of fractions (Fisher  2009 ; Haser and Ubuz  2003 ). 

 Referring to the operation of fractions, the students also achieve the required 
level of achievement. A previous study by Aksu ( 1997 ) stated that for the operations 
of fractions, students shows good achievement but they have higher performance on 
the concept of addition rather than the concept of multiplication. The results  indicate 
that student are knowledgeable to solve operations of fractions. On the other hand, 
the fi ndings of this study also indicate that there is a relationship between knowl-
edge of ‘the characteristics of fractions’ and ‘the operation of fractions’, but there is 
no relationship between knowledge of ‘the characteristics of fractions’ and ‘problem 
solving in fractions’. It is important to master the basic knowledge of fractions, 
namely ‘the characteristics of fractions’, but the mastery of knowledge is not enough 
since there is positive relationship between ‘conducting operation of fractions’ and 
‘problem solving in fractions’. These results are corroborated by previous studies 
which found that students are good in conducting operations in solving mathematical 
problems (Haser and Ubuz  2003 ). 

 Although the focus on computation and operation of fractions is important for 
solving mathematical problems, students should learn more of the techniques of 
solving mathematical problems specifi cally since in many contexts, students face 
diffi culties in solving mathematical problems rather than computation of fractions 
(Aksu  1997 ; Azlina et al.  2008 ).     

   References 

     Aksu, M. (1997). Student performance in dealing with fractions.  Journal of Educational Research, 
90 (6), 375–380.  

    Azlina, A., Siti Salwah, S., & Roziati, Z. (2008). A cognitive tool to support mathematical com-
munication in fraction word problem solving.  WSEAS Transactions on Computers, 7 (4), 
228–236.  

   Bruce, C., Chang, D., Flynn, T., & Yearley, S. (2013).  Foundations to learning and teaching frac-
tions: Addition and subtraction . Retrieved July 4, 2014, from   http://www.edugains.ca/
resources/ProfessionalLearning/FoundationstoLearningandTeachingFractions.pdf      

    Fisher, J. (2009). Partitioning and the part-whole concept.  Set: Research Information for Teachers, 
2 , 12–19.  

     Haser, Ç., & Ubuz, B. (2003). Students’ conceptions of fractions: A study of 5th grade students.  H 
U Journal of Education, 24 , 64–69.  

   Kaur, K., & Pumadevi, S. (2009). Examples and conceptual understanding of equivalent fractions 
among primary school students. In  Third International Conference on Science and Mathematics 
Education (CoSMEd) , Penang, Malaysia.  

11 Learning Fractions

http://www.edugains.ca/resources/ProfessionalLearning/FoundationstoLearningandTeachingFractions.pdf
http://www.edugains.ca/resources/ProfessionalLearning/FoundationstoLearningandTeachingFractions.pdf


140

    Moss, J., & Case, R. (1999). Developing childrens’ understanding of the rational numbers: A new 
model and experimental curriculum.  Journal for Research in Mathematics Education, 30 (2), 
122–147.  

    Noraini, I., & Lathe, M. (2011). Error pattern in addition and subtraction of fractions among form 
two students.  Journal of Mathematics Education, 4 (2), 35–54.  

   Paul, W., Sue, W., Rhonda, F., & Mike, M. (2007). Percentages as part whole relationships. In 
J. Watson, & K. Beswick (Eds.),  Proceeding of the 30th annual conference of the Mathematcs 
Research Group of Australia  (Vol. 1, pp. 805–814).Sydney: MERGA.  

    Rosnani, H. (2003). Malaysian teachers’ attitude competency and practices in the teaching of 
thinking.  Intellectual Discourses, 11 (1), 27–50.  

   Wong, L., & Pumadevi, S. (2009). The conceptual understanding of fractions as part of set among 
year 5 students. In  Third International Conference on Science and Mathematics Education 
(CoSMEd) , Penang, Malaysia.    

T.S. Hoon et al.



141© Springer Science+Business Media Singapore 2016 
C.Y. Fook et al. (eds.), 7th International Conference on University 
Learning and Teaching (InCULT 2014) Proceedings, 
DOI 10.1007/978-981-287-664-5_12

    Chapter 12   
 Teaching Complex Theoretical Subjects Using 
Digital Game-Based Learning in the Faculty 
of Creative Industries, UTAR       

       Wan     Irma     Sabrina     Idris     ,     Hasleena     Hamzah     ,     Abdul     Malik     Ahmad     , 
and     Suhaila     Zaki    

    Abstract     Base on the constructivist theory of education, digital game-based learning 
(DGBL) can be applied to most subjects and skill level as it has the ability to con-
nect educational content via computer technology and games. This review explores 
the differences between an established delivery method- (lectures and tutorials) and 
interactive delivery method- (collaborative learning and game-based study material) 
that conveys theoretical content for tertiary level subject. Results from this research 
will determine the learning outcome of individual students. The study investigates 
the effectiveness of a collaborative learning environment where students contribute 
to the game-based study tool design content which aids in their study of complex 
and theoretical content. This provides them a platform to collaborate and use famil-
iar devices such as the Internet, discussion group and game-based study tools. A 
pre-test paper and questionnaire of the content area will assist in determining the 
outcome of the students’ performance scores from each group (traditional vs 
collaborative).  

  Keywords     Digital game-based learning   •   Teaching   •   Theoretical subjects  

12.1         Introduction 

 The learning process should be interesting, easy and fun. Despite having an association 
with children, fun and informal education; game- based learning is a new educational 
approach for universities to encourage lifelong learning. 
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 How does game-based learning fi t into all of this? Games today mainly comprise 
the virtual environment- fi lled with realistic graphics, engaging characters and 
dynamic storyline where players can control. Klopfer et al. ( 2009 ), quotes that the 
promise of games is that we can harness the spirit of play to build new cognitive 
structures and ideas of substance. Game-based learning generally refers to the use 
of video games to support teaching and learning. The intention of game-based 
learning is to discover an academic and ICT (information and communications tech-
nology) approach to learning whilst providing learners a platform to acquire skills 
and competencies in the working world. Through game-based learning, learners are 
exposed to challenges and are required to solve tasks virtually. 

 Though pedagogy and game design appears to be two separate worlds, an emerg-
ing number of literatures emphasize the importance of establishing instructional 
strategies and theories to design educational games and facilitate game-based learn-
ing. Based on the perception above, together with the inherent learning environ-
ment, state-of-the-art facilities and infrastructure, this research attempts to 
investigate the usage of digital game-based learning as an instrument in teaching 
complex theoretical subjects in tertiary education. The investigation is tested on a 
subject offered by the Faculty of Creative Industries in Universiti Tunku Abdul 
Rahman. 

 The aim of this research is to develop a new teaching material that uses ICT to 
teach complex theoretical subject in the Faculty of Creative Industries, UTAR. 

 The research has three main objectives: (1) investigate the use of collaborative 
learning environment that has students contribute to the game-based study tool 
designed content, (2) examine the effectiveness of game-based study tool via com-
plex theoretical content and students’ fi nal assessment, and (3) provide a guideline 
for educators and game designers in developing a game-based teaching material for 
future classes. 

 The research hypothesis will discover if students in the Faculty of Creative 
Industries, UTAR learns theoretical subject better and faster when game-based 
learning method is applied in comparison to conventional lecturing method.  

12.2     Conceptual Framework 

    The proposed game-based learning framework can be used to map out the design of 
new/existing games and act as an evaluation tool too. If a current game design lack 
features found in the framework, it can aid in fi nding those features and improvise 
accordingly. Game designers will determine the game design starting with the learn-
ing column, followed by the instruction column and fi nishing with an assessment. 
The learning column needs to defi ne the learning objective, player’s goal and the 
learning content. In the instruction column, attention is paid to the learning cycle, 
consisting of the user behaviour, feedback, engagement and learning. The instruc-
tional design is a platform where user’s action provides suffi cient feedback and 
triggers engagement that leads to learning. The assessment column gathers three 
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variants; testing, observation and feedback. It leads to learning outcomes where 
game players are surrounded by a specifi c educational context (Fig.  12.1 ).  

12.3     Method 

 This research adopts a mixed method research design where the collection and 
analysis of data uses qualitative and quantitative methods in a single study 
(Creswell and Clark  2001 ). Survey interviews with open-ended questionnaires 
were conducted during fi ve lectures within the Faculty of Creative Industries, 
UTAR. The purpose of the survey is to discover challenges encountered while 
teaching complex theoretical subjects, particularly on a specifi c subject or course 
where most students may have diffi culty in understanding. Naturalistic researchers 
believe that gaining knowledge from sources that have ‘intimate familiarity 
(Lofl and  1976 ) with an issue is far better than the “objective” distancing approach 
that supposedly characterizes quantitative approaches (Marlow  1993 ). Qualitative 
approach was conducted to collect data that identify problems and, gather opinions 
about the research. Interview with respondents are recorded, and the results will 
infl uence the design of the prototype. 

 The course that was selected was the- UJMD2143- Animation a compulsory 
course for Graphic Design and Multimedia students offered in Year 2 and 3. Four 
topics were selected from that course based on the results of the initial interviews. 
Once the game based-learning material prototype was designed, it was test on 120 
students who took the course. 

  Fig. 12.1    Game-based learning framework       

 

12 Teaching Complex Theoretical Subjects Using Digital Game-Based Learning…



144

 Students were divided into 2 groups. Group A were taught via the conventional 
lecture method while Group B was taught using the game – based learning material. 
After the four sessions, students from both groups were given the same test but for 
Group B, they were provided with close-ended questionnaire after the test. These 
questionnaires were distributed to garner feedback from students who have partici-
pated in the game-based learning method. 

 The research instruments used to interview lecturers are open-ended question-
naire. Open-ended questions allow the respondent to express his/her answer in 
detail, but are more challenging to analyse. For the prototype survey questionnaire, 
close-ended questions were used. Close-ended questions have a defi nite set of 
answers where respondent selects. One of the choices is ‘Other’ as it gives respon-
dents the option to write down their personal response. Close-ended questions are 
easier to standardize and can provide statistical analysis (Fink  1995 ).  

12.4     Findings 

 Below is the feedback from fi ve lecturers who had experience in teaching the 
subject:

   Lecturer 1: “Most students tend to fall asleep after 15 min of my lecture class if the 
topic that I had to cover that day is too complex and theoretical.”  

  Lecturer 2: “Those students who are taking this subject are graphic & multimedia 
students, therefore without any interesting visuals, sound and interactivity; they 
would get bored easily.”  

  Lecturer 3: “My students prefer my lecture slides to be full of pictures, videos and 
animation. If there is an application that I can use to make my lectures more 
interesting and interactive, I would defi nitely need one.”  

  Lecturer 4: “Nowadays, students are engaged with technology in every second of 
their daily life. Game-based learning might be the answer for future teaching and 
learning.”  

  Lecturer 5: “I would probably be interested and adopt game-based learning (GBL) 
into my lecture but the only thing that concerns me is if there is any easier way 
for lecturers to add and update their own teaching content into GBL as how we 
are doing with our power point presentation?”    

 The lecturers’ feedbacks were used to develop the four intended topics that are 
considered as the students’ least favourite subject. Also, the developed GBL must 
be made available on all platforms, mainly via computers and are accessible for 
lecturers to add in their own content when necessary. 

 Below are the bar charts showing the results of the test paper between Group ‘A’ 
who attended the conventional lecturing class and Group ‘B’ who attended the 
game-based learning class. Total number of students for each group is 60. Based on 
the chart, 5 students from Group A achieved an ‘A’ score while Group B shows a 
higher number of 16 students. There are also an increasing number of students 
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achieving a ‘B’ score with 25 from Group A and 32 from Group B. Meanwhile, the 
number of ‘C’ score from Group A is 30 and Group B is 12 (Refer Chart  12.1 ).

   Group B were given a close-ended questionnaire to garner their feedback about 
their experience with game-based learning method (Peterson  2000 ).

12.5           Results and Discussion 

 The data analysis from the questionnaires and interviews contributed substantially 
to the fi ndings of this research. Based on the objectives of the research, data gath-
ered were analysed and reported as below:

    Objective 1: Investigate the use of collaborative learning environment that has 
students contribute to the game-based study tool designed content.     

 Results from the study shows that 82 % of the participants (students) felt that the 
experienced garnered from the game-based learning method are more interesting 
than the conventional teaching method (Refer Chart  12.2 ). 

 96 % of the survey result demonstrates the students’ preference towards game- 
based learning method to learn theoretical subjects (Refer Chart  12.3 ), and 60 % of 
the participants agree that playing game-based learning materials catches their 
attention and make them understand the content better (Refer Chart  12.4 ).

    Objective 2: Examine the effectiveness of game-based study tools via the complex 
theoretical content and the students’ fi nal assessment     

 Comparing the results of their mid-term (Group A-conventional lecturing method 
and Group B-game-based learning method), results of game-based learning for ‘A’ 
and ‘B’ score increased by 18 % and 11 % respectively while ‘C’ score decreased by 
30 % (Refer Chart  12.1 ).

  Chart 12.1    Bar chart shows the paper test result between Group A and Group B       
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  Chart 12.2    Pie chart shows feedback from students who experienced game-based learning 
method       

  Chart 12.3    Pie chart shows the student preference after trying out game-based learning method       

  Chart 12.4    Pie chart shows students feedback on their understanding of content       
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    Objective 3: Provide a guideline for educators and game designers in developing 
game-based teaching materials     

 Results from the user feedback (close-ended questionnaire), shows the need and 
interest of the user to participate in this research. 40 % of the users (students) would 
like an improvement in the design, 30 % of the users selected content, while 25 % 
of the users highlighted the diffi culty level of the subject. Only 5 % requested for the 
user interface to be improved (Refer Chart  12.5 ).  

12.6     Conclusion 

 In order to successfully implement the game-based learning method for complex 
theoretical subjects, further research and development is imperative, particularly in 
the area of content, necessity and technology (Refer Chart  12.5 ) .  Based on the infor-
mation gathered and with proper technology training, lecturers are capable of 
designing their own game-based learning material. 

 “The key to a good educational design, whether in regular courses or in serious 
games, is to achieve alignment and balance between the learning, instruction, and 
assessment aspects” (Bisso and Luckner  1996 ). This means that despite having set 
the instructions for the prototype based on the learning objective, the assessment 
needs to show if the participant (students) has effectively learned the subject. Based 
on the prototype testing and survey, most of the respondents had a positive experi-
ence and were keen to learn more from this method. 

 This research proved that digital game-based learning provide motivation for 
learning subjects that are very complex or theoretical to teach due to the nature of 
the subject that is dull or complicated. The method provides user a fun and interactive 
experience, which engage users with the subject matter. Once learners are moti-
vated, a number of elements have been discovered that accelerates the effectives of 

  Chart 12.5    Pie chart shows students feedback on how to improve the content of game-based 
learning       
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learning including questioning, problem solving, and multiple senses feedback and 
reinforcement, challenge, involvement and relevance of “doing,” through simula-
tion and cognitive apprenticeship. 

 The role of the learner is critical in bridging the gap between the game designs 
and learning tools. While new research studies have demonstrated the effi ciency of 
accelerating and providing personalised learning via serious games in comparison 
to traditional learning method, there is a signifi cant amount of proper installation 
framework and learning-driven game design strategy required. The approach has 
the potential of revolutionising the game content and education industry.     
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    Chapter 13   
 Factor Structure of Statistics Anxiety Rating 
Scale (STARs): EFA and CFA Using 
Malaysian Undergraduate Psychology 
Students       

       Harris     Shah     Abd Hamid      and     Muhamad     Karimi     Sulaiman    

    Abstract     Statistics courses are very important for social science students in 
 understanding and analyzing research. Many students felt that statistics course is 
not applicable for undergraduate study except for pursuing postgraduate degrees. 
A study conducted in a Malaysian university found a negative relationship between 
anxiety and academic performance (Abd Hamid HS, Sulaiman MK, Int J Behav Sci 
9(1):55–66, 2014a). However, the factor structure of the anxiety measure (STARs) 
had not been examined for Malaysian sample. This paper seeks to examine the fac-
tor structure of STARs which was reported to have six factors (Worth of Statistics, 
Interpretation Anxiety, Test and Class Anxiety, Computational Self-concept, Fear of 
Asking for Help, and Fear of Statistics Teachers) measured by 51 items. The scale 
was distributed to 132 undergraduate psychology students (26 males, 106 females) 
who took Psychological Statistics course. Exploratory factor analysis and confi rma-
tory factor analysis were performed using SPSS and in AMOS respectively. The 
resulting model comprises fi ve factors with 27 items. The six factors were not suc-
cessfully replicated in the Malaysian sample; notably, the Interpretation Anxiety is 
missing. The fi ndings are discussed in relation to the factor structure of another 
measure (Statistical Anxiety Scale) which was also tested in a Malaysian Sample 
(Abd Hamid HS, Sulaiman MK, Statistics anxiety, basic mathematics skills and 
academic performance among undergraduate psychology students. In Proceedings 
of the Asian conference on psychology & the behavioral sciences, 28–30 Mar 2014, 
Osaka, Japan, pp 452–463, 2014b).  

  Keywords     Factor structure   •   Psychology students   •   SEM   •   Statistics anxiety  
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13.1         Introduction 

 From a practical point of view, the measurement of statistics anxiety is important to 
provide baseline information about students’ performance in statistics courses. 
Effective intervention could be conducted by targeting the specifi c sources of anxi-
ety. Scales that measure statistics anxiety have been developed and validated in 
different cultures. The focus of this paper is on the applicability of one scale for 
measuring statistics anxiety in Malaysian context. 

 A widely used measure of statistics anxiety is Statistical Anxiety Rating Scale 
(STARs) initially developed by Cruise et al. ( 1985 ). The original scale comprise of 
six factors namely: (a) worth of statistics, (b) interpretation anxiety, (c) test and 
class anxiety, (d) computational self-concept, (e) fear of asking for help, and (f) fear 
of statistics teachers. The six factors were replicated with 221 college students in 
southwestern United States (Baloglu  2002 ). Even with modifi cation to some of the 
items, Hanna et al. ( 2008 ) replicated the six factors with 650 undergraduate students 
in the UK. It seems that the English (both American and British) versions of STARS 
have the same factor structure. 

 Further research on the scale led to the idea of the existence of a second-order 
factor: a factor tapping into anxiety (Interpretation Anxiety, Test and Class Anxiety, 
and Fear of Asking for Help) and another factor tapping into perception and attitude 
(Worth of Statistics, Computational Self-concept, and Fear of Statistics Teachers). 
These second-order factors was confi rmed in studies with German version of the 
scale (n = 400) (Papousek et al.  2012 ) and Taiwan (77 graduate students) (Hsiao 
 2010 ). 

 The preliminary cross-cultural adaptability of STARs for Malaysian population 
was demonstrated in Abd Hamid and Sulaiman ( 2014a ) in terms of internal reli-
ability and predictive validity. The present study extends the analysis by examining 
the factor structure of STARs. This objective is hoped to support further possible 
applications of STARs for intervention purposes in Malaysian population. If STARs 
is culturally universal, then a confi rmatory factor analysis would yield a six-factor 
solution in a Malaysian sample.  

13.2     Method 

 The participants and materials used, as well as the data collection procedure are as 
reported in Abd Hamid and Sulaiman ( 2014a ). Briefl y, the researcher distributed 
STARs to 139 students in three sections of Psychological Statistics course at the 
beginning of a semester. The surveys were conducted during the class session. 
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13.2.1     Data Analysis 

 The data were analyzed by using SPSS (internal reliability, exploratory factor analy-
sis) and AMOS (confi rmatory factor analysis). Participants with incomplete answer 
for any of the 51 items were removed during exploratory factor analysis. Thus, from 
139 students, the subsequent analysis was done on responses from 132 students.   

13.3     Findings 

13.3.1     Internal Reliability of SAS 

 The results showed that the revised STARs have suffi cient internal consistency, with 
Cronbach alpha (α) value of 0.902. The six factors also have acceptable internal 
consistency ranged between 0.721 and 0.907. With the adequate internal consis-
tency, the STARs will able to be used in order to examine the factor structure of 
STARs (Table  13.1 ).

13.3.2        Exploratory Factor Analysis 

 The EFA was done on 132 participants after removal of participants with incom-
plete responses. The extraction method used was Principle Axis Factor using 
Promax rotation. A preliminary extraction with a forced one factor solution resulted 
in 19.76 % of variance explained, indicating the lack of Common Method Bias. In 
the fi rst iteration, the data is shown to be suitable for EFA (adequate sample size – 
KMO = .752, Bartlett’s test of Sphericity – p < .0001). However, the iteration yielded 
a 13-factor solution that explains 58.42 % of the variance. According to Beavers 
et al.’s ( 2013 ), 50 % variance explained is acceptable, thus the confi rmatory factor 
analysis was performed using all 51 items. 

 The pattern matrix in Table  13.2  showed a clustering of items as expected except 
for T30, T44, W29, W36, W41, and X4 that were grouped with items from a differ-
ent sub-scale. The Worth of statistics and Interpretation seem to load to factors other 

   Table 13.1    Internal 
reliability of full scale and 
the subscales  

 Cronbach 
alpha 

 No of 
items 

 Full scale  .902  51 
 Asking  .839  4 
 Interpretation  .733  11 
 Self-concept  .818  7 
 Teacher  .721  5 
 Worth  .907  16 
 Exam  .801  8 
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than the original factors. The researchers decided to eliminate factors which have 
two items. Thus, from thirteen factors, it became fi ve factors. Interestingly, there are 
factors that have items from two difference domains. For example, Factor 1 has 
items loading onto it from the Self-concept and Worth of Statistics domains.

13.3.3        Confi rmatory Factor Analysis 

    The best fi tting model is composed of fi ve factors namely Asking (F5), Exam (F4), 
Worth (F3), Teacher (F2), and Utility (F1 – relabeled factor). Three factors remain 
intact with their original items. Teacher factor gained an item from Worth while the 
Utility factor has equal number of items from Worth and Self-concept (Table  13.3 ).

   Table 13.2    Pattern matrix showing factor loadings of items across fi ve factors   

 Factor 

 1  2  3  4  5 

 A3  .688 
 A16  .890 
 A19  .870 
 A23  .638 
 S25  .632 
 S31  .910 
 S34  .715 
 S38  .426 
 S39  .693 
 S51  .636 
 W33  .569 
 W40  .487 
 W45  .460 
 T32  .647 
 T43  .783 
 T46  .811 
 W47  .663 
 W26  .711 
 W27  .738 
 W42  .673 
 W50  .654 
 X1  .573 
 X8  .796 
 X10  .728 
 X13  .440 
 X15  .527 
 X21  .477 
 X22  .629 
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   The internal reliability of the factors is acceptable as can be seen in Table  13.4 . 
The Alpha Cronbach of the revised factors, albeit with fewer items, is comparable 
with the values found for the original subscales (see Table  13.1 ). A second point to 
be made based on Table  13.4  concerns the correlations among the factors. The Table 
reveals that Exam and Asking correlate with each other but do not correlate with 
other factors except for the weaker relationship between Exam and Utility. This cor-
relation matrix points to the possible independence of Exam and Asking from the 
rest of the scale.

   Table 13.3    STARs’ fi nal fi ve factors and their items   

 Factor 
 Item 
number  Item 

 Utility  W34  Since I have never enjoyed maths I do not see how I can enjoy 
statistics 

 W39  I could enjoy statistics if it were not so mathematical 
 S51  I am too slow in my thinking to get through statistics 
 W33  I lived this long without knowing statistics, why should I learn it now? 
 W40  I wish the statistics requirement would be removed from my academic 

program 
 W45  I cannot tell you why, but I just do not like statistics 

 Teacher  T32  Most statistics teachers are not human 
 T43  Statistics teachers speak a different language 
 T46  Statistics teachers talk so fast you cannot logically follow them 
 W47  Statistical fi gures are not fi t for human consumption 

 Worth  W26  I wonder why I have to do all these things in statistics when in actual 
life I will never use them 

 W27  Statistics is worthless to me since it is empirical and my area of 
specialization is abstract 

 W42  I do not see why I have to fi ll my head with statistics. It will have no 
use in my career 

 W50  I am never going to use statistics so why should I have to take it? 
 Exam  X1  Studying for an examination in a statistics course 

 X8  Doing an examination in a statistics course 
 X10  Walking into the room to take a statistics test 
 X13  Finding that another student in class got a different answer than I did 

to a statistical problem 
 X15  Waking up in the morning on the day of a statistics test 
 X21  Enrolling in a statistics course 
 X22  Going over a fi nal examination in statistics after it has been marked 

 Asking  A3  Going to ask my statistics teacher for individual help with material I 
am having diffi culty understanding 

 A16  Asking one of your lecturers for help in understanding the results of 
statistical calculation 

 A19  Asking someone in the computer lab for help in understanding the 
results of statistical calculation 

 A23  Asking a fellow student for help in understanding the results of 
statistical calculation 
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13.4         Discussion 

 The sample tested did not reveal a similar factor structure of STARs had reported by 
other studies. The six factors of STARs were not replicated in the sample of under-
graduate students in Malaysia. Five factors were derived; however, in the structural 
model (see Fig.  13.1 ), two factors have regression weights close to zero namely 
Exam (F4, β < .01), and Asking (F5, β = .05). In other words, the two factors do not 
reliably explain the variances in the total score for the full scale. The fi nding lends 
further evidence to the existence of second order factor. For the Malaysian sample, 
attitude towards statistics and the feelings of anxiety themselves are possible com-
ponents of statistics anxiety. The inter-correlations among the factors further sup-
port the idea of two groupings (second-order factor) of the fi ve factors. The reason 
they remain in the model could be due to the signifi cant relationship between 
Examination and Utility. Further test can be made to investigate to what extent fear 
of Exam and Asking are independent constructs for statistical anxiety. 

 Fear of interpretation does not appear in the fi nal model; none of the 11 items 
were included in the fi nal model. The items loaded onto multiple factors, thus mak-
ing the interpretation diffi cult. Fear of Interpretation could be seen more as a diffi -
culty than a source of anxiety. Alternatively, the Malaysian sample did not perceive 
a direct relationship between the Interpretation items (like those that mentioned 
lottery, advertisement, and journal articles) with statistics. The items tap into the 
application of statistics in daily life – a fact which may not be apparent to the 
 students. In other words, the items were measuring something else than attitude or 
anxiety about statistics. Thus, the items do not belong in the full scale. 

 Abd Hamid and Sulaiman ( 2014b ) found a separation of Examination into two 
distinct factors in Statistical Anxiety Scale (SAS). However, in the current study, 
Examination exists as a single factor. The Examination items in STARs do involve 
events or situations before an examination. However, there were no explicit items 
addressing the level of preparation for an examination. Thus, the Examination fac-
tor in STARs remains as a single factor. 

 Interestingly, the Asking factor in STARs also remains as a single factor even 
though its counterpart in SAS was separated into Asking and Private Tutorials. The 
items that make up Asking in STARs have references to teachers and students. 

    Table 13.4    Inter-factor correlations and internal reliability of STARs’ sub-scales   

 Asking  Exam  Teacher  Worth  Cronbach alpha 
 Number 
of item 

 Asking  .839  4 
 Exam  .311 **   .808  7 
 Teacher  .098  .000  .784  4 
 Worth  .086  −.014  .518 **   .817  4 
 Utility  .049  .174 *   .404 **   .590 **   .866  6 

  *Correlation is signifi cant at the 0.05 level (2-tailed) 
 **Correlation is signifi cant at the 0.01 level (2-tailed)  
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Private tutorials with possible fi nancial implications, which were mentioned in 
SAS, were not mentioned in STARs. Thus, this fi nding further justifi es the labelling 
of Private Tutorials in SAS. 

 There seems to be a lack of cross-cultural applicability of STARs in terms of the 
theoretical structure of statistics anxiety. While the internal consistencies are satis-
factory, the factor structure is less convincing. The number of factors found and the 
close-to-zero weights of two factors to the overall scale suggest STARs may not tap 
into the same statistical anxiety domains. Similar lack of fi t was found in the 
SAS. Therefore, there seems to be a need to develop an indigenous measure of sta-
tistical anxiety. An exploratory study among students who failed a statistics course 
revealed four external factors related to performance in the course namely lecturers, 
course administration, environment, and peers (Haque and Abd Hamid  2014 ). The 
fi ndings could be used to guide the identifi cation of domains of statistics anxiety for 
Malaysian population.     

  Fig. 13.1    Final structural model of STARs with fi ve factors       
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    Chapter 14   
 Learning Arabic Language Among Diploma 
Students in UiTM: A Look at Students’ 
Perspective       

       Khaulah     Riddzwan    

    Abstract     Based on Malaysia Education Blueprint 2013–2015, students are 
expected to learn an additional language by the time they leave school. As such, the 
learning experiences provided at higher institutions need to be in line with the gov-
ernment’s plan for bilingualism. This research seeks to fi nd out the perception of 
Diploma students in learning Arabic Language. This study is based on Gardner’s 
socio-educational model. Specifi cally, the focus of this research will be on their 
language learning attitude and two types of motivational orientation which are inte-
grative and instrumental motivation. This study used a quantitative research design. 
A total of 105 Diploma students were selected using the purposive sampling tech-
nique. Data were collected through questionnaires and analyzed descriptively. 
Finding of this research reveals that the level of attitudes in integrative learning situ-
ations and the attitude towards the learning situations are at a high level, while the 
instrumental attitude is exceptionally high. Other than that, the implication that can 
be drawn from this study is that teachers and students need to take into account and 
emphasize on integrative orientation. In addition to that, learning language attitude 
conditions and instrumental orientation are needed to develop a positive attitude 
among students who aim to master the Arabic language.  

  Keywords     Arabic language   •   Attitudes   •   Instrumental   •   Integrative   •   Learning  

14.1         Introduction 

 Universiti Teknologi MARA (UiTM) is one of the higher institutions in Malaysia 
that offers various Arabic courses. In UiTM, the Arabic course as a third language 
is an elective course offered to Diploma students. This course is aimed to develop 
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students’ ability to use the basic Arabic Language in social situations and also for 
communication purposes. This course is also expected to strengthen students’ lan-
guage skills in mastering four basic language skills at the beginning level. Since the 
students come from diverse backgrounds in Arabic learning experience, some of 
them show their confi dence to speak in Arabic and some of them are just not inter-
ested. This happened due to the several factors such as age, anxiety, aptitude and 
amount of exposure responsible for the language learning. However, this is proba-
bly due to the attitudes of students towards Arabic language while the research has 
shown that attitudes also play part in learning a second language (Gardner and 
Lambert  1972 ; Baker  1992 ; Parilah  2002 ; Ghazali et al.  2010 ; Zulkifl ey et al.  2010 ; 
Natsue  2012 ; Zamri et al.  2014 ; Khaulah  2013 ). Therefore, the present investigation 
is conducted to study the infl uence of this factor on the target group learner. 

 Based on Gardner’s theory, integrative motivation, instrumental motivation, and 
attitudes toward learning conditions are important in determining the success of 
language learning. A student is said to have an integrative orientation if he learns a 
second language to integrate himself better into a community acquainted with the 
language. In other words, integrative motivation refers to a positive attitude towards 
elements that are in the target language. Asmah ( 1982 ) suggests students who pos-
sess a higher integrative orientation believe that they should know the background 
or culture to make learning the second language attractive. Those with a higher 
instrumental orientation believe that learning a second language is important as the 
language may be used as a medium of instruction not only in learning, but also in 
life (Mohd Firdaus  2003 ). Baker ( 1992 ) has the opinion that if a student does not 
know the importance of learning a foreign language, most probably this student will 
have a negative attitude and will not be interested in learning the language. 

 According to Azizeh and Zohreh ( 2010 ), attitudes toward learning conditions 
concern that teachers, the curriculum, the syllabus, textbooks and school activities 
have an important role in ensuring that students master the second language and the 
process of teaching and learning remains effective. In Malaysian context, many 
researches have been done relating to the improvement of students teaching and 
learning, including the incorporation of learning styles into technology in Arabic 
and Islamic education. Overall, if a student possesses a positive attitude, learning 
Arabic language will be easier for them, and their language skills can be improved. 

 Furthermore, many studies have shown that the real goals and objectives of 
learning the Arabic language have not yet been achieved, which is a growing con-
cern, particularly for teachers (Abdul  1993 ; Kamarulzaman et al.  2002 ; Ainon and 
Abdullah  2005 ; Idris  2000 ; Kaye  2000 ; Nambiar et al.  2008 ). According to (al- 
Tamimi and Munir  2009 ; Asmah  1992 ; Gardner  2001 ; Mobashshernia and 
Aghaahmady  2010 ; Jamaliah  2007 ; Jamali  1992 ) a variety of factors that affect the 
learning of the Arabic language include the teachers themselves, their pedagogy, the 
educational system and educational technology, the learning environment, and other 
factors. The attitude is a contributing factor that infl uences language learning. Thus, 
in order to master a third language, a student must continuously work hard to prac-
tice and apply the skills that they have learned. They must also continue to possess 
a positive attitude in learning a language that is foreign to them.  
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14.2     Research Framework 

 This study uses a theoretical socio psychological theory presented by Gardner and 
Lambert ( 1972 ) and Gardner ( 2001 ). This theory has been known into a theoretical 
model as the socio-educational model. In socio-educational model, attitude is the 
most important element in determining the performance of learning a language. 
Gardner and Lambert ( 1972 ) found that language attitudes either positively or nega-
tively infl uence the motivation or achievement of language. Dimitrios ( 2010 ) also 
agrees in his study by stating that the ability of the individual to master language is 
the result of a gradual adaptation of social behaviour and culture. Gardner ( 2001 ) 
introduced the socio-educational model that has been modifi ed based on the 
improvement of the previous model. 

 Attitude theory introduced by Gardner and Lambert ( 1972 ) is correlated with the 
profi ciency in a third language. Positive attitude towards the target language, the 
speaker of the target language and the target language culture are among the key 
elements in improving and enhancing the quality of learning, while a negative atti-
tude may hinder the process of learning the language. Gardner’s socio-educational 
theory involves integrative orientation, instrumental orientation and the attitude of 
learning situations towards speakers of the target language or the others in general. 

 Psychologically, students are infl uenced to the culture of the target language. 
According to Fasold ( 1984 ), a positive attitude towards language integrative attitude 
refl ects high observation, evaluation of the languages and cultures represented. The 
teaching of culture should become an integral part of foreign language instruction. 
Alongside linguistic knowledge, students should also familiarise themselves with 
various forms of non-verbal communication typical in the target culture. Culture 
teaching should allow learners to increase their knowledge of the target culture in 
terms of people’s way of life, values, attitudes, and beliefs (Dimitrios  2010 ). This 
means that the more familiar culture of a language, the easier it is for individuals to 
master the language. On the other hand, instrumental attitude is characterised based 
on certain values and motivation to learn due to getting a better job, studying at a 
higher level and helping third language learning process. However, the attitude of 
learning situations involves the characteristics of the resulting behaviour in the con-
text of formal learning in the classroom. It relates to the trainers, classmates, learn-
ing materials, curriculum, activities in the classroom or outside the classroom and 
others.  

14.3     Objectives of the Study 

     1.    To determine the level of integrative orientation in learning Arabic language 
among Diploma students.   

   2.    To identify Diploma students’ attitudes towards their learning conditions.   
   3.    To determine the level of instrumental orientation in learning Arabic language 

among Diploma students.      
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14.4     Methodology 

 This study used a questionnaire consisting of closed questions only to simplify the 
process of analyzing data using SPSS Statistical Package for the Social Sciences 
(SPSS). A Likert scale consisting of fi ve levels of measurement is used to measure 
the students’ perspective (1 = Strongly Disagree, 2 = Disagree, 3 = Neutral, 
4 = Disagree and 5 = Strongly Agree). 

 To determine the language attitudes of the respondents, this study measures three 
types of attitudes in three categories which are the integrative attitude (Category 1), 
attitudes towards their learning conditions (Category 2) and instrumental orienta-
tion (Category 3). This study used a quantitative research design. A total of 105 
Diploma students at the Faculty of Business Management, UITM Johor, Pasir 
Gudang Campus were selected using the purposive sampling technique. Data were 
collected through questionnaires and analysed descriptively. The questions or state-
ments are detailed out in the analysis of fi ndings section for ease of reference. 
Students responded to the statements in the survey by giving them a rating between 
0 and 5 as an indication of the extent of agreement to the statement, with 0 being the 
lowest and 5 being the highest (Alias  1999 ). The answers to the questionnaires were 
rated as to their level according to Table  14.1 .

14.5        Results and Discussion 

 In this study, all three objectives were achieved through the descriptive analysis of 
the data gathered from the study. Thus, the fi ndings are divided into three parts as 
follow: 

14.5.1     The Level of Integrative Orientation 

 The statements/questions intended to determine the students’ level of integrative 
orientation are coded and tabulated in Table  14.2 .

   From the integrative orientation, the lowest mean score is item QA3 that 
 respondents were not exposed to the Arabic-speaking friends and did not have much 
experience with them. If they have more opportunities to the Arabic-speaking 
 environment, indirectly they will be able to practice and learn to communicate using 
Arabic language skills and they may understand the Arab culture better. Tamimi and 
Shuib ( 2009 ) found that most students like to hang out with English speakers in 

   Table 14.1    Questions in the survey answer and rating level of statements scores   

 Answer  0–1.5  1.5–2.5  2.5–3.5  3.5–4.2  4.2–5.0 
 Level rating  Very low  Low  Medium  High  Very high 
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order to benefi t in enhancing the ability of a second language. Thus, the higher 
 second language and its culture are admired, the higher the probability of the lan-
guage learning process to be effective and successful. Kramsch ( 1993 ) also believes 
that culture should be taught as an interpersonal process and rather than presenting 
cultural facts, teachers need to help students to be aware of the ‘other cultures’. The 
respondents also agreed that the use of the Arabic language will not cause them to 
lose their personal or national identities. Findings related to integrative orientation 
were in line with the socio-educational model of Gardner ( 2005 ) which states that 
attitudes toward the second language is closely related to social factors and culture. 
The students in this study had overall positive attitude towards Arabic and integra-
tive orientation. They believe that learning Arabic will help them understand the way 
of life of the Arabs countries and societies better (Kreamer  1993 ; Saadiah  1995 ).  

14.5.2     The Level of Attitude Towards Learning Situations 

 To determine the level of attitude towards learning conditions, items in the follow-
ing Table  14.3  were used in the survey.

   Table 14.2    Items, mean scores and level to determine student’s integrative orientation   

 No.  Item  Mean  Level 

 QA1  I want to know more about Arabic speakers  4.39  Very high 
 QA2  To me, Arabic speakers should be proud that they have mastered 

the Arabic language as it can benefi t society 
 4.61  Very high 

 QA3  I have experience with Arabic-speaking friends  3.41  Medium 
 QA4  It is a waste not being able to speak with Arabic speakers after 

learning the language 
 4.07  High 

 QA5  It is very easy to start a conversation with Arabic speakers, and 
this has helped me to excel in Arabic Language 

 3.72  High 

 QA6  I hope to have many friends who speak Arabic  4.16  High 
 QA7  Arabic speakers are very friendly and nice  4.05  High 
 QA8  The more people I know who speak Arabic, the more I’m 

interested in the language 
 4.00  High 

 QA9  I can trust people who speak Arabic  3.87  High 
 QA10  Learning Arabic language is important as it can help me to 

interact more easily with people who speak Arabic 
 4.43  Very high 

 QA11  Learning Arabic language is important for me to better 
understand and appreciate the Arab way of life 

 4.07  High 

 QA12  Using Arabic more often will not cause the loss of my identity  4.34  Very high 
 QA13  Mastering the Arabic language can strengthen my relationship 

with other communities 
 4.01  High 

 QA14  Speaking in Arabic will never lead me to lose my national 
identity 

 4.54  Very high 

 QA15  I’m not ashamed to speak in Arabic with other people of my race  4.16  High 
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   Table  14.3  shows the mean score of items in the survey with regards to the 
 students’ attitudes towards learning conditions. As seen in Table  14.3 , the result is 
entirely different from the integrative orientation of the students. Generally, their 
attitudes are positively high with most of the items except for four items (QB5) 
(QB7) (QB12) (QB21), which they scored medium. The highest mean score is item 
QA3 which implied that the respondents loved the way the Arabic lecturer teaches. 
Therefore, teacher’s role is not only limited to teach what is in the textbook. Teachers 
also need to diversify the teaching strategies so that students will feel more  motivated 
and interested to learn Arabic language. It will also lead to more interesting and fun 
classroom environment. Teachers should consider a two-way approach with regard 
to teaching and interactive language learning (Zamri et al.  2014 ). The research also 
shows that the respondents are not prepared before they come to learn Arabic 
 language, based on items (QB5) and (QB12). Willingness to learn is a very  important 
factor to ensure that each content lesson is understood by the students. According to 

     Table 14.3    Items, mean scores and level to determine student’s attitude towards learning situations   

 No.  Item   M   Level 

 QB1  All students should be involved in the Arabic Language programs  4.19  Very high 
 QB2  Learning Arabic language is fun  4.55  Very high 
 QB3  Discussing Arabic language makes me happy  4.27  Very high 
 QB4  Learning Arabic language is never boring  4.26  Very high 
 QB5  I immediately do my Arabic language homework  3.33  Medium 
 QB6  I love to complete Arabic language exercises given by the lecturer  3.66  High 
 QB7  I do my Arabic language homework according to a schedule  3.08  Medium 
 QB8  I am active in the Arabic language class  3.77  High 
 QB9  I strive not to fail in the Arabic language class  4.34  Very high 
 QB10  I prefer Arabic Language than other subjects  3.65  High 
 QB11  I focus on Arabic language questions that are expected to come 

out in the exam 
 3.65  High 

 QB12  I never delay doing Arabic Language assignments  3.29  Medium 
 QB13  Activities in the Arabic Language enhancement program should 

be held at least once a semester 
 4.18  High 

 QB14  I’m going to take the Arabic language course although it is not 
compulsory 

 3.76  High 

 QB15  The number of hours in Arabic language classes should be 
extended 

 3.65  High 

 QB16  I like all the lecturers who teach Arabic language  4.55  Very high 
 QB17  I can easily understand the subjects taught by all the Arabic 

language lecturers 
 4.35  Very high 

 QB18  The textbooks for Arabic language are very interesting  4.11  Very high 
 QB19  I can easily understand Arabic when reading Arabic Language 

textbooks 
 3.92  High 

 QB20  I like reading Arabic textbooks  3.73  High 
 QB21  I can learn Arabic using textbooks without the help of a teacher  2.70  Medium 
 QB22  I love the way my Arabic lecturer teaches  4.88  Very high 
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Bruner ( 1966 ), willingness to learn refers to anything that can be communicated 
effectively to the person at any stage of development. This is because willingness to 
learn can be created through the development of an individual’s emotional, intel-
lectual, psychomotor and maturity of the students. When it comes to students’ atti-
tudes towards the learning situation, the study shows that the students still relied 
fully on lessons given by the lecturers in class. This is likely due to the fact that 
outside of classes, the students are not motivated enough to work hard and learn the 
Arabic language individually. This coincides with Lin and Yin’s opinion ( 1997 ) that 
some Asian students are usually quiet and passive. They still adhere to their stereo-
typical attitudes and do not want to take part in the process of language learning.  

14.5.3     The Level of Instrumental Orientation 

 Table  14.4  shows the items for instrumental orientation of Diploma students study-
ing Arabic language.

   Table 14.4    Items, mean scores and level to determine student’s instrumental orientation   

 No.  Item   m   Level 

 QC1  Arabic language skills are essential for furthering studies at a 
higher level 

 4.35  Very high 

 QC2  Having the skill to speak in Arabic is a characteristic of an 
educated person 

 4.26  Very high 

 QC3  I can expand my knowledge through reading Arabic newspapers if 
I master Arabic language 

 4.16  High 

 QC4  Arabic is becoming increasingly important as an international 
language 

 4.14  High 

 QC5  Job opportunities will increase for me if I master Arabic language  3.89  High 
 QC6  It is important for me to have Arabic language to communicate 

with Arabic communities if I further my studies in an Arab 
country 

 4.68  Very high 

 QC7  Having Arabic language is essential for my future education  4.32  Very high 
 QC8  Having Arabic language is necessary to broaden our interactions 

with people from other countries 
 4.12  Very high 

 QC9  Having Arabic language is important when I go on vacations in 
Arabic-speaking countries 

 4.48  Very high 

 QC10  Arabic language is useful for Muslims who want to understand 
religious rulings 

 4.60  Very high 

 QC11  Mastering Arabic language enables me to understand Arabic 
documentaries 

 4.30  Very high 

 QC12  I have a better understanding of the Qur’an by learning Arabic 
language 

 4.43  Very high 

 QC13  It is a necessary to learn Arabic language skills to facilitate 
learning about Islam 

 4.64  Very high 
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   This suggests that instrumental motivation remains the largest factor that drives 
the students to take up learning Arabic language. Apart from item QC6, religious 
sentiments (QC10 and QC13) scored the highest mean values. Quran is written in 
Arabic language. Knowing Arabic language facilitates the understanding of mes-
sages in Quran. However, the factors were found more than a factor instrumental 
employment prospects (QC5). Instrumental attitude shown could encourage moti-
vation to learn the language. In relation to instrumental orientation, the study found 
that Arabic is becoming increasingly important as the language of communication. 
This shows that students are aware that Arabic is an important language in the inter-
national arena and they feel that it is important to learn Arabic so that they can com-
municate with the Arabs if they study in an Arabian country. Thus, students’ 
experiences do help students in learning Arabic. Experience is important and can be 
used if they study in an Arabian country and mingle with the Arabian community.  

14.5.4     The Overall Level of Attitudes 

 Table  14.5  shows the level and the mean scores received in the three domains in the 
questionnaire. The three domains are integrative orientation, attitudes toward the 
learning situation, and instrumental orientation. Based on the analysis, instrumental 
orientation obtained the highest mean score of 4.33 (Very high), while integrative 
orientation received a mean score of 4.12 (High). The mean score for attitudes 
towards the learning situation was also high (3.90). It is clear from the fi ndings that 
students have similar integrative and instrumental orientation. However, they are 
more consistent with regards to their instrumental orientation. Even though their 
motivation is high, their attitudes towards learning are not as positive as their moti-
vational orientation. This seems to suggest that an improvement in the learning 
environment, situations and conditions is certainly a must to further improve their 
attitudes. These improvements have been identifi ed in the previous section.

14.6         Conclusion 

 In summary, the study found that the level of attitudes in integrative learning situa-
tions and the attitude towards the learning situations are at a high level, while the 
instrumental attitude is exceptionally high. This shows that Diploma students have 

  Table 14.5    Overall level 
and scores of attitude and 
orientation  

 Item  Mean  Level 

 Instrumental orientation  4.33  Very high 
 Integrative orientation  4.12  Very high 
 Attitudes towards learning situations  3.90  High 
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a positive attitude towards learning Arabic language courses at FPP, UITM Pasir 
Gudang Campus. The students have a positive attitude towards the Arabic language 
and integrative orientation. They also have a very high level of instrumental orienta-
tion, realizing the signifi cance of the Arabic language in international arena and in 
improving themselves in religious matters. Several improvements have been identi-
fi ed from this study. Overall, this study can be a guide to all parties concerned with 
the teaching of foreign languages, especially Arabic language teachers and scholars 
to assist students in Malaysia to learn Arabic more effectively. Positive attitude of 
the respondents should be maintained and developed in the process of teaching and 
learning the Arabic language. The study also indirectly provides insight into the 
attitude of Malaysians towards learning foreign languages. This study is compatible 
with Malaysia Education Blueprint 2013–2015, as students are expected to learn an 
additional language by the time they leave school in the twenty-fi rst century. As 
such, the learning experience provided at higher institution needs to be in line with 
the government’s plan for bilingualism.     
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    Chapter 15   
 Exploring Supervisors’ Perspectives 
to Enhance Postgraduate Supervision       

       Gurnam     Kaur     Sidhu     ,     Sarjit     Kaur     ,     Chan     Yuen     Fook     ,     Lim     Peck Choo     , 
    Lee     Lai     Fong     , and     Leele     Jamian    

    Abstract     The advent of the Information Age leading to the democratisation and 
massifi cation of higher education has led to institutions of higher learning (IHL 
hereafter) offering more fl exible and diverse learning modes that allow adult learn-
ers to pursue their studies and upgrade their skills. Researchers note that while IHLs 
have witnessed a steady increase in the number of postgraduate enrolments, close to 
40–50 % of these postgraduates students often leave without completing their doc-
toral studies. The high attrition rate coupled with the low-completion rate of research 
students has put a critical demand on IHL to critically examine supervision prac-
tices. Therefore, this paper puts forward the fi ndings of an exploratory pilot study 
which investigated the perceptions of 32 postgraduate supervisors from two local 
universities in Malaysia. It explored supervisors’ perspectives from a variety of 
aspects ranging from their roles and responsibilities to supervisory practices and 
level of support they provide to postgraduate students at various stages of writing a 
thesis. Data were collected using a questionnaire and semi structured interviews. 
Initial fi ndings revealed that a majority of the supervisors felt that the main role of 
a supervisor is to help, coach and keep the students on track so that they can meet 
the required standards and quality in producing their thesis for examination at the 
end of their candidature. The supervisors also highlighted that a majority of post-
graduate research students not only lacked reading, writing and research skills; but 
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also the ability to take responsibility for and ownership of their work. The 
 implications of the study suggest that postgraduate supervisors need to re-examine 
their roles in today’s changing landscape of postgraduate supervision.  

  Keywords     Supervisors   •   Postgraduate   •   Supervision   •   Roles   •   Responsibilities   • 
  Higher education  

15.1         Introduction 

 In today’s changing scenario of higher education, many universities are becoming 
global enterprises competing across borders for students, research funding and pres-
tige (Kandiko and Blackmore  2012 ). This move coupled with the advent of the 
Information Age brought about a massifi cation and democratisation of education at 
all levels including postgraduate education (OECD  2008 , p. 41). Today institutions 
of higher learning (referred to as IHL, hereafter) have begun to offer a variety of 
fl exible and diverse learning modes that allow and encourage adult students to make 
a comeback to schools in order to pursue their studies and upgrade their skills. 

 Researchers (Cassuto  2013 ; Smallwood  2004 ) note that while postgraduate num-
bers have increased over the years in IHLs all around the globe, approximately 50 
% of postgraduate research students often leave without completing their doctoral 
study. The high attrition rate of postgraduate research-based students has become a 
grave concern among academics as attrition often bears the connotations of failure, 
loss, despair, drop-outs and a waste of human resource and government’s fi nancial 
resources. Latona and Browne ( 2001 ) summarised institutional/environmental (e.g. 
protocols and procedures, infrastructure support, research culture, scholarly com-
munity) supervisory practices (e.g. type and frequency of feedback, supervisory 
meetings, student-supervisor relationship) and students’ characteristics (entry 
requirements, fi nancial, personality traits) as the three main factors contributing to 
high attrition rate. Likewise a similar stance was taken by Ssegawa and Rwelamila 
( 2009 ) who classifi ed the issue into three major themes which are student defi cien-
cies, inappropriate supervision processes and inappropriate research environment. 
Other researchers (Cassuto  2013 ; Chapman  2009 ; Sidhu et al.  2013 ,  2014 ; 
Smallwood  2004 ) have also outlined similar factors at play including poor and low 
quality higher education facilities and poor quality postgraduate supervisory prac-
tices. Furthermore fi ndings obtained by studies conducted by Harman ( 2003 ) in 
Australian research-intensive universities and Haksever and Manisali ( 2000 ) in the 
UK also revealed problems with supervision as one of the main reasons for non- 
completion of study among PhD candidates. 

 Previous research has identifi ed the issue of research supervision as being a criti-
cal factor in PhD completions (Baird  1995 ; Barnes and Austin  2008 ; HEFCE  2011 ; 
Wichmann-Hansen et al.  2012 ). These empirical fi ndings have sparked interest in 
postgraduate supervision which has long been a neglected fi eld in higher education. 
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Supervision is often viewed as a complex and subtle process that is both crucial and 
essential to the success of a graduate student as the supervisor is one of the most 
important individual with whom the student will interact with during the postgradu-
ate programme. According to Kumar and Bujang ( 2011 ) a supervisor is one who is 
entrusted by the institution to guide, advise and assist a student from the beginning 
till the end when a student receives his/her doctorate. The assistance and mentoring 
provided by a supervisor throughout the supervision process can reduce the risk of 
failure to postgraduate students. 

 Van de Noort (2010) adds that supervisors should help students adapt to the 
nature of research and provide them guidance in terms of planning the research 
framework, locating relevant literature sources, and providing a good knowledge 
base of research methods, instrumental techniques and research data management. 
Abdulfattah Yaghi ( 2008 ) stresses that later during the period of writing-up of the 
thesis supervisors are expected to keep in contact with students and provide con-
structive feedback and comments on students’ written drafts. Ahern and Manathunga 
( 2003 ) further argued that supervisors should be “clutch starters” for their stalled 
supervisees. They must be able to recognize when and why (cognitive, emotional, 
social, or just part of the research process) their students stalled and be able to pro-
vide the necessary support and encouragement for them to move on. 

 Barnes and Austin ( 2008 ) point out that doctoral supervisors play a critical role 
in the academic life of their students because the supervisor is the ‘principal inter-
face between the student and the department’ whilst ‘the department is the primary 
socialization agent at the doctoral level’ (p. 298). They should also be a source of 
reliable information, departmental socializer, advocate, role model, and occupa-
tional socializer. Furthermore they add that supervisors also contribute to the quality 
of students’ doctoral experiences, and their post-graduate options by providing 
opportunities to attend and present at conferences, participate in research projects, 
and publish; they also help students become part of the disciplinary community and 
bolster students’ confi dence. Gurr ( 2001 ) suggests that the role of supervising 
would typically involve feedback, time, money, networks, and recognition to the 
student by an established authority in academia.  

 Lawson et al. ( 2009 ) looking at students’ perspectives, emphasize that supervi-
sors should also be aware of relevant regulations and legal issues pertaining to stu-
dents’ study. Furthermore supervisors’ should not only limit assistance to plagiarism 
but should also look into aspects such as data protection, health and safety and any 
ethical issues that might arise in research nature. Supervisors should also help 
develop a ‘learning diagnosis’ of each of their supervisee so that they can assess 
with their supervisee how they learn best (Delano and Shah  2006 ).  

 Another dominant theme in literature relevant to supervision is the practical 
aspect of doctoral advising and the behavioral characteristics a supervisor should 
possess to create a positive infl uence on their supervisees. Students indicate that 
they would like a supervisor who is people-centred, caring, warm, accessible, 
patient and supportive (Sidhu et al.  2013 ). To this Johnson and Huwe ( 2003 ) sug-
gested that advisors should be honest, accessible, caring, and supportive. Although 
such information regarding the roles, responsibilities, and behavioral characteris-
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tics of a successful doctoral advisor is intended to be helpful, it is seldom empiri-
cally based. 

 Nevertheless there is also no denying that there exist some problematic aspects 
with regards to advising and mentoring postgraduate students. For instance, some 
supervisors are not able to form collaborative, productive and satisfying relation-
ships with their supervisees. On the other hand there are cases where supervisors 
fail to provide effective guidance that can help address supervisees’ developmental 
problems in completing their theses. This aspect was also highlighted by Alexander 
and Davis ( 2014 ) who questioned the credibility and effectiveness of PhD supervi-
sors in their article entitled “Do supervisors make the grade?” Brabazon ( 2009 ) 
further debated whether PhD standards are improving or deteriorating as there is a 
global race by IHLs to increase student intake. This has resulted in the increase in 
the number of PhD scholars with quality taking a backseat. In such a scenario, poor 
theses could be a result of inexpert or ineffective supervision. 

 Aranda-Mena and Gameson ( 2012 ) point out that effective supervision is a criti-
cal factor in PhD completions and they highlight that the Australian report on PhD 
supervision, conducted at the Australian National University [ANU] by Cullen 
et al . , outlined the following three main issues that require attention:

•    Supervision should be conceptualised to encompass a broad view of PhD educa-
tion which includes more than one-to-one interaction of a student and a 
supervisor;  

•   Programs for staff and students to improve practice can and should be designed 
to contextualise the generic process of supervision with attention to disciplinary 
and usual human variation, and,  

•   There is a need to go beyond individual supervisory interactions and restructure 
practice to ensure that responsibility for quality is shared and coordinated. 
(Cullen et al.  1994 , p. 108–109).    

 As important as that perspective, there is sparse empirical work on postgraduate 
supervision especially from the supervisors’ perspectives in Asian countries like 
Malaysia. In a move to help Malaysia become a keen competitive global player in 
today’s changing landscape of higher education, the government launched 
MyBrain15 under the Higher Education Strategic Plan in 2007. Under this initiative 
the MOE hopes to produce 21,000 PhD holders by 2023 resulting in an increase in 
postgraduate enrolments in almost all IHL in Malaysia. As a result, interest in post-
graduate supervision is rapidly growing and therefore this paper aims to explore the 
supervisors’ perspectives on postgraduate supervision in a bid to enhance postgrad-
uate supervision in IHL especially in Malaysia.  

15.2     The Study 

 The main aim of this exploratory pilot study was to investigate the perspectives of 
Malaysian supervisors’ on postgraduate research supervision. Their perspectives 
were explored from the following dimensions: roles and responsibilities of 
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supervisors, effective supervisory practices, supervisors’ personal and leadership/
mentoring characteristics and supervisors’ support at different stages of supervi-
sion. This study employed a descriptive research design with a mixed methods 
approach. The study involved two public universities referred to as University A 
(UA, hereafter) which is research university whilst University B (UB – hereafter) is 
a comprehensive university. The acronyms UA and UB were used as both the uni-
versities wished to remain anonymous. A total of 32 supervisors from UA and UB 
volunteered to participate in the study. Semi-structured interviews were conducted 
with 4 supervisors (2 from each university – referred to as UA1, UA2, UB1 and 
UB2 in this study. 

 Data were collected using a questionnaire and semi-structured interviews. The 
PG Questionnaire comprised seven sections and a total of 90 items with 5 open- 
ended questions. The PG Questionnaires were pilot tested at another public univer-
sity in Malaysia and the overall alpha coeffi cient was .823. Both descriptive and 
inferential statistical analysis procedures were used to analyse the data. The semi- 
structured interviews were analysed both deductively and inductively to address the 
concerns of this study.  

15.3     Findings 

 The following section presents the main fi ndings obtained from the study. It discusses 
the demographic profi le of respondents, the roles and responsibilities of supervisors, 
supervisory practices, and challenges to enhance postgraduate supervision. 

15.3.1     Demographic Profi le of Respondents 

 Investigation into the demographic variables indicated that out of the 32 supervisors 
a total of 25 (78 %) were female while the remaining 7 (22 %) were male. Close to 
28 % (9) have been supervising PhD scholars for more than 10 years whilst the 
majority – i.e. 20 lecturers (62.5 %) have been supervising PhD students for less 
than 5 years. Only 8 (25 %) supervisors had gone for training on postgraduate 
supervision (duration of 2–3 days) whilst the rest had just attended a day or a lecture 
on postgraduate supervision. All the supervisors admitted that they were not accred-
ited supervisors.  

15.3.2     Roles and Responsibilities of Supervisors 

 A majority of the respondents claimed that they were clear about their roles and 
responsibilities as supervisors in postgraduate supervision (M = 4.37, SD = .669). 
Findings also revealed that supervisors in both UA (m = 4.23) and UB (M = 4.37) 

15 Exploring Supervisors’ Perspectives to Enhance Postgraduate Supervision



174

provided most support and guidance at the proposal stage, followed by fi nal writing 
stage (M = 4.56, SD = .459). The least support and assistance was provided at the 
data collection stage in UA (M = 2.32, SD = .762) at the data collection (M = 2.43, 
SD = .878) and data analysis (M = 2.53, SD = .876) stage in UB. 

 Findings from the PG Questionnaire indicated that the supervisors agreed that 
their main role was to mentor and advise students at all stages of their study. At the 
proposal stage they would help candidates select a potential topic (M = 3.93, 
SD = .238), identify experts in the area (M = 4.03, SD = .809), help develop a theo-
retical framework (M = 4.30, SD = .702) and conceptualize the study (M = 4.37, 
SD = .556). At the data collection and data analysis stage respondents indicated that 
they should provide most help in assisting students to draw conclusions and infer-
ences from data analyzed (M = 4.35, SD = .586). Respondents from both universities 
also felt it was not their responsibility to assist candidates in planning the data col-
lection schedule and helping out in the data analysis. Both groups, however, agreed 
that they should monitor the process of both data collection and analysis process. At 
the writing stage respondents strongly agreed that they should be academic role 
models to their students (M = 4.53, SD = .629) and ensure students adhere to ethical 
research practices (M = 4.63, SD = .615). Respondents also agreed that they should 
help prepare their candidates for the viva voce (M = 4.73, SD = .465) and encourage 
students to present papers at academic conference (M = 4.47, SD = .623). 

 The above fi ndings were also articulated by all the four respondents during the 
semi-structured interviews. All four highlighted that their main responsibility was 
to provide students assistance and guidance so that they will successfully complete 
their study within the stipulated duration, i.e. 3 years for full time students and 5 
years for part-time students. 

 Respondent UB1, a professor with 10 years of supervisory experience added that 
for a student to be successful, a supervisor fi rst needs to build a positive relationship 
with not only the student but also maintain a good working relationship with the 
co-supervisor(s) or committee members as this relationship is a critical factor that 
can contribute to the success of the student. He also emphasized that a supervisor’s 
role is also to monitor and provide help and guidance at “every stage of the study” 
and this includes “providing timely and constructive feedback”. He highlighted that 
he felt it is was also the duty of the supervisor to contact ‘missing’ and ‘lost’ stu-
dents because they might be ‘stuck’ and in need of help to cope with failure at cer-
tain stages of their study. 

 Elaborating on that point both respondents UB1 and UB2 added that for a candi-
date to be successful, a supervisor sometimes needs to ‘discipline’ and ‘reprimand’ 
students’. The need to correct ‘disrespectful’ behavior or chastise students who do 
not ‘toe the line’ was highlighted by Respondent UB2 when she said that:

  … some students make appointments to see me but would either not turn up or cancel at the 
last minute. Yet there were others who would ‘disappear’ for months and come back with 
nothing done. I feel that such behavior should be corrected right from the start … 

   Respondent UB2 also felt that roles and responsibilities have changed over time 
because of the democratization of education. Having a mixed group of supervisees 
both young and experienced students, she felt that her current local PhD students were 

G.K. Sidhu et al.



175

rather “weak in their reading, writing and research skills.” This had put pressure on 
her as a supervisor and she now had to “go beyond her scope of duty to help and pro-
vide support to students so that they can develop their research and linguistic skills.” 

 Respondent UA1, a supervisor for the past 12 years further added that for a stu-
dent to be successful, the supervisor must be good research model. To her it was 
also the role of the supervisor to “help postgraduate students to develop as future 
researchers and professionals so that they can continue to contribute to their respec-
tive fi eld of knowledge and interest”. To this, respondent UB2 added that it was the 
role of the supervisor to help students to grow professionally and work collabora-
tively within their learning communities. 

 Finally one point stressed by all four supervisors during the interview was the 
issue of ethics in research. The respondents felt that it was the duty of the supervisor 
to ensure students adhere to ethics of research. Respondent UB2 felt that she had 
come across students who manipulated data in their study and felt “a little manipu-
lation is all right.” The issue of integrity was also voiced by Respondent UA1 who 
felt that some students can ‘hoodwink’ their supervisors if they are not careful. She 
felt that effective supervisors should ensure students are held accountable for their 
research studies and they must ensure ethics of research are held at all times.  

15.3.3     Supervisory Practices 

 Besides exploring supervisors’ roles and responsibilities, respondents were also 
asked to give their feedback on some best supervisory practices for effective super-
vision. A large majority of the supervisors agreed that as supervisors they should be 
good research role models (M = 3.67, SD = .421) and be able to demonstrate their 
knowledge and understanding of research methodology (M = 3.98, SD = .534). An 
effective supervisor should also provide prompt, quality and constructive feedback 
(M = 3.23, SD = .612) and possess good communication skills (M = 3.76, SD = .221). 
The respondents also expressed strong agreement that supervisors should read and 
edit students’ given drafts before consultations (M = 4.53, SD = .629) and ensure 
students produce high quality work (M = 4.57, SD = .504). Furthermore, they should 
engage with academic research communities, know how and where to publish and 
present at academic conferences. 

 Supervisors expressed moderate agreement to aspects such as providing motiva-
tion and confi dence (M = 2.32, SD = .235) to students and helping them solve their 
personal and emotional problems (M = 2.76, SD = .523). A majority of the supervi-
sors also indicated moderate agreement to having read their respective institution’s 
Supervisory Guidelines/Code of Practices for Supervision (M = 3.73, SD = .868). 

 The analysis of the interview sessions revealed that the supervisors considered 
the following as some effective supervisory practices:

 –    Supervision is like good parenting. They should help, encourage, coach and 
mentor their students.  

 –   Supervisors must be patient and generous with their time.  
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 –   Supervisors should respect students as learning individuals so that they do not 
fear supervisors.  

 –   Supervisors should be professional at all time and maintain integrity. Do not 
cross the boundary.  

 –   Supervisors should never return a student’s draft without any annotations or criti-
cal constructive feedback.  

 –   The supervisory process should be a friendly, cordial, supportive and motivating 
one.  

 –   Students should be provided with reasonable time lines to ensure completion of 
research project according to mutually agreed time frame  

 –   Students should be given space to make mistakes and grow as researchers  
 –   Students must be reassured that writing is a process so change in inevitable. 

Writing many drafts and refl ecting over the writing is ‘ part and parcel ’ of doing 
a PhD.  

 –   Students should be monitored for progress at all stages of their study and put 
them on track if and when they default  

 –   Students and supervisors should work collaboratively to publish and present 
work at academic conferences.  

 –   Students should be encouraged to become confi dent, independent learners and 
researchers.     

15.3.4     Addressing Challenges to Enhance Postgraduate 
Supervision 

 Another aspect explored in this study was to address the challenges faced by super-
visors so that postgraduate supervision could be further enhanced. The following 
are some of the main issues and concerns expressed by the supervisors in this study. 

15.3.4.1     Clarifi cation of Roles and Responsibilities of Supervisors 

 Supervisors in this study felt that postgraduate supervision encompasses a rather 
broad view of roles and responsibilities in today’s changing landscape of higher 
education. Therefore, both students and supervisors must be well-equipped with a 
comprehensive handbook which outlines the roles and responsibilities of both 
supervisees and supervisors. Furthermore, they felt that supervisors too should be 
given these guidelines so that more effective supervisory practices can be imple-
mented. Respondent UA2 reiterated that some supervisees can be rather ‘demand-
ing’ at times as they often expect ‘instant feedback’. Furthermore some students 
expect their supervisors to be well-versed in student admissions and often fault a 
semester due to failure to abide by registration processes and procedures. If the 
guidelines and the scope of roles and responsibilities are well documented there 
would be little or no ground for contention between the two groups.  
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15.3.4.2     Restructure Supervision Practice 

 Respondents UA2 and UB2 stressed that most universities today offer a variety of 
PhDs such as PhD by coursework, Phd by mixed-mode, Phd by full research, an 
Industrial Phd, Portfolio PhD, and so on. All these PhDs are offered in fl exible 
learning environments and supervision is no longer the traditional face-to-face 
interaction between a student and supervision. Therefore, there is a need to restruc-
ture supervision practice. Today most students have a minimum of two supervisors; 
a main and a co-supervisor where each has a particular strength or expertise to 
contribute to the student’s research study. Another reason is that there is always the 
fear that one of the supervisors might retire or leave the institution. Some institu-
tions have a panel of supervisors whilst others might opt for e-supervision using 
on-line technologies such as twitter, skype, Facebook and WhatsApp. Respondents 
from both UA and UB emphasized that as busy supervisors they viewed on-line 
supervision as an attractive alternative. This was also viewed as a better alternative 
for students who lived far away from campuses or were coming from another state. 
This way supervisors would not ‘feel guilty’ having to make ‘last-minute cancella-
tion” to scheduled supervision meetings (Respondent UB1). Hence institutions 
must be ready to restructure supervision practice to the changing times and provide 
the necessary support in terms of knowledge, skills, facilities and technologies to 
cater for the changing structure of supervision practice today.  

15.3.4.3     Professional Enhancement Programmes for Supervisors 
and Supervisees 

 Findings in this study indicated that the supervisors felt that their students had mod-
erate reading skills (M = 2.37, SD = .675) and limited writing skills (M = 2.20, 
SD = .439) as they displayed poor grammar and limited academic writing style. 
Respondent UB2 pointed out that a large majority of her students were not able to 
put across their thoughts and ideas cohesively in writing since English was either a 
second (ESL) or foreign (EFL) language for them. Furthermore, fi ndings revealed 
that students were only moderately equipped with research (M = 2.77, SD = .874) 
and conceptual (M = 2.65, SD = .737) skills. Respondents highlighted that due to 
students’ limited capabilities in research methodology and academic wring skills, 
more specifi c workshops on various aspects of research methodology ought to be 
conducted on a weekly or monthly basis. Respondents from both universities high-
lighted that Postgraduate Centres at their respective institutions do conduct such 
courses but have failed to create a positive impact. Respondent UB1 further empha-
sized that writing centres should be set up in postgraduate centres so that students 
could go for professional help and guidance. 

 A majority (93.3 %) of the supervisors in this study had not attended any formal 
supervision course and none of them were accredited supervisors. There was how-
ever, a mixed response as to whether supervisors should be accredited. Approximately 
43.4 % felt supervisors could be accredited whilst the remaining 56.7 % felt 
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 otherwise. Nevertheless a majority (89.6 %) suggested that experienced supervisors 
should mentor young and new supervisors and professional training should be pro-
vided to inexperienced supervisors. All the respondents also agreed that continuous 
professional development courses should be conducted for supervisors on a regular 
basis. Among the training courses they would like to attend included: publishing in 
high impact factor journals (M = 4.13), evaluating theses as external/internal exam-
iners (M = 4.12), effective coaching and mentoring for doctoral supervision 
(M = 3.98) fostering autonomy among students (M = 4.10) and update on procedures 
and policies on postgraduate supervision (M = 3.87).  

15.3.4.4     Institutional Facilities 

 Respondents from both UA and UB expressed a strong agreement (M = 4.79, 
SD = .786) that institutional facilities in their respective institutions left much to be 
desired. Respondent UB2 emphasized that that postgraduate facilities should pro-
vide the infrastructure for students to develop their learning communities. She fur-
ther added that the goal of learning communities is for postgraduate students to 
work collaboratively, expand their knowledge base and disseminate their fi ndings. 
Respondents in UA felt that more should be done to upgrade postgraduate facilities 
such as more well-equipped centres and IT facilities to improve their on-line servers 
and resources for postgraduate students. Respondents in UB highlighted that due to 
the lack of conducive postgraduate centres around campus, the establishment of 
learning communities among postgraduate research students could not be realised. 
Hence the culture of research publication, innovation and on-going sharing sessions 
with fellow peers and researchers was not visible and effective. 

 On the other hand, Respondent UB2 highlighted that the quality of life of a post-
graduate student s  is usually fraught with high levels of stress, uncertainty, confu-
sion, competition and isolation. Therefore more support in terms of guidance, 
counselling and facilities should be provided to support postgraduate study in 
IHL. Respondents also highlighted that postgraduate centres should be manned by 
both administrative and academic staff so that students could go there for help and 
guidance. Students should be able to get the latest information via email and also at 
centres with information regarding administrative matters like policies, processes 
and procedures on registration and payment of fees. If and where possible each 
department should have one-stop writing centres readily available for local students 
in Malaysia. Respondents UB2 and UA1 reiterated that a large majority of the post-
graduate students need help in editing and proof reading their drafts.    

15.4     Conclusion 

 Findings in this study revealed that effective postgraduate supervision is rather 
 complex and involves supervisors having to take on multiple roles and responsibili-
ties such as mentoring, coaching, advising and even managing student behavior at 
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times so that students can successfully complete their study within a stipulated and 
agreed upon time frame. Similar fi ndings were also put forward by Barnes and 
Austin ( 2008 ) who investigated the role of doctoral advisors. Their study concluded 
that effective supervision involves multiple actions such as assessing students’ 
strengths and limitations as well as fostering professional growth and helping stu-
dents publish and attend conferences. They also highlighted the supervisors roles 
which extends beyond coaching and mentoring to advocating for their supervisees 
and chastening students with bad behaviour whilst rewarding good behaviour. In a 
bid to further enhance postgraduate supervision, there must be further clarifi cation 
of the roles and responsibilities of supervisors in today’s changing landscape of 
postgraduate supervision in higher education. 

 The results in this study also revealed that effective supervision is like ‘good 
parenting’ where the supervisor has to be a good role model for the postgraduate 
student. Hence supervisors must possess the knowledge, skills, values and right 
attitude to be exemplary researchers who can demonstrate their expertise by provid-
ing prompt and constructive feedback to their students. Furthermore they must 
engage their students with learning communities where they can disseminate their 
research fi ndings through publications and presentations at academic conferences. 
The need for knowledgeable, skilled and exemplary supervisors has also been 
expressed by researchers such as Queeney (1996), Brown and Atkins ( 1988 ) and 
Frischer and Larsson ( 2000 ) who emphasize that students are recommended to 
select a supervisor with an established research record and is continuing to contrib-
ute to the development of his or her discipline. 

 Respondents in this study also indicated that effective supervision can only be 
realised if continuous professional development is provided to both supervisors and 
supervisees alike. Supervisors felt that doctoral students needed help to overcome 
their limited reading, writing, research and conceptual skills and facilities provided 
did not help students build learning communities. Furthermore a majority of the 
supervisors have not attended any formal supervision course and none of them were 
accredited supervisors. These supervisors expressed the need for continuous profes-
sional development in areas such as publishing, assessing theses effective coaching 
and mentoring and information on latest processes, procedures and policies on post-
graduate supervision 

 Finally results in this study revealed effective postgraduate supervision can only 
be realised if institutions involved take an active role to upgrade their facilities and 
resources. This was also expressed by Lessing and Lessing ( 2004 ) who emphasized 
that postgraduate centres should be student-friendly with accessible administrative 
procedures and personnel with a good understanding of academic and scientifi c 
requirements of the research process. The importance of a resource centre with good 
facilities will enable students to work and study in a conducive and comfortable envi-
ronment was also highlighted by Norhasni Zainal Abiddin and Affero Ismail ( 2011 ). 

 In conclusion it must be stressed that the high attrition and low completion rate 
among postgraduate students can be addressed via effective postgraduate supervi-
sion. Reducing attrition rates is critical to sustaining postgraduate study in IHL. This 
can be achieved through a concerted effort by all parties concerned. This was well 
expressed by Respondent UB2 who stressed that,
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  …effective supervision is critical for the success of a student and therefore every effort 
must be made to ensure there is a positive, supportive and trusting relationship between the 
student and the supervisor(s) at all stages of the study. . . by effective mentoring, coaching, 
advising and guidance the student should be helped to successfully develop into an autono-
mous self-directed researcher who can create and contribute new knowledge to his/her 
respective learning community. 
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    Chapter 16   
 Understanding of Diffusion, Osmosis 
and Particulate Theory of Matter Conceptions 
Among Pre-service Biology Teachers       
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    Abstract     This study was conducted to investigate the understanding of diffusion, 
osmosis and particulate theory of matter conceptions among pre-service Biology 
teachers. The respondents were 30 pre-service Biology teachers of a faculty of 
 education, UiTM Shah Alam, Selangor. The Diffusion, Osmosis and Particle Theory 
(DOPT) Two-Tier Diagnostic Instrument and interview applied for the data collec-
tion. The items for the diagnostic test are based on the two-tier, multiple-choice 
format. The fi rst tier consists of a response question and the second tier consists of 
possible reasons. Findings from the DOPT two-tier diagnostic instruments 
 highlighted that the respondents’ understanding of diffusion and osmosis were 
 satisfactory good as 5 out of the 7 items was over 75 % which is within 80–99 %. 
However the understanding on particulate theory of matter was unsatisfactory as all 
seven items were less than 75 % and does not reached the benchmark set up. 
Interviews with four respondents provided useful insights into their understanding 
of the concepts of osmosis, diffusion and particulate theory of matter. Overall, 
 fi ndings indicated most of the respondents who participated in the study held 
 misconceptions, which eventually affect their understanding of Osmosis, Diffusion 
and Particulate theory of matter. Among the misconceptions include concentration 
and tonicity, differentiating between osmosis and diffusion, effect of temperature on 
solubility, membrane, process of osmosis, change of state, dissolving, particles 
arrangement in solid, properties of solid and diffusion in gases and liquid.  
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16.1         Introduction 

 The National Malaysian Biology curriculum content is organized based on fi ve 
major themes. The themes are Introduction to Biology, Cell as a Basic Unit of 
Living Things, Physiology of Living Things, Variation and Inheritance in Living 
Things, and Relationship between Living Things and the Environment. Meanwhile, 
the Chemistry curriculum content is organized based on four major themes. The 
themes are Introduction to Chemistry, Matter around Us, Interactions between 
Chemicals, and Production and Management of Manufactured Chemicals. There 
are several learning areas and contents of each theme. The Particulate theory of 
 matter in the second theme of Chemistry curriculum is the basic concepts in 
chemistry. The mastery of this concept is important to the understanding of Osmosis 
and Diffusion concepts in the second theme of Biology curriculum. According to 
Reasoner ( 2011 ), the concept of osmosis and diffusion is vital to understand the 
nature of organisms and how they function. This shows that there is a relationship 
in understanding between Chemistry and Biology concepts and within the Biology 
concepts itself. 

 Therefore, the role of the teachers in mastering the concepts is essential before 
the teachers themselves deliver the knowledge to the students. The teachers need 
to minimize any misconceptions appear regarding the Osmosis, Diffusion and 
Particulate theory of matter. In order to do so, teachers can ask questions to the 
students and make them willing and not hesitate to share their idea. From the discus-
sion teacher can detect the misconceptions and can correct them directly during that 
lesson. The misconception can be permanent and bring to next level. Howe ( 1996 ) 
said that the students need time to get used to and accept new ideas and other ways 
of understanding phenomena. Thus, it is the challenge for the teacher to solve this 
issue. 

 According to Alharbi ( 2012 ), pre-service teachers perceive that Diffusion and 
Osmosis cannot occur without the presence of a semi permeable membrane. It is 
therefore important that pre-service teachers have a thorough understanding of 
Osmosis, Diffusion and Particulate nature of matter. This is essential to make sure 
that the misconceptions they hold is not passed on their students before they begin 
their teaching careers. They also can deliver the concepts in an understandable way 
and at the same time avoid misconceptions bring by the students. Deriving from the 
above-mentioned facts, this study primarily aims to fi nd out the understanding on 
Osmosis, Diffusion and Particulate theory of matter concepts among pre-service 
Biology teachers. This is because, looking at the studies about understanding on 
Osmosis, Diffusion and Particulate theory of matter concepts, there are vast  majority 
of studies performed on school and university students around the world (Kahveci 
 2013 ; Odom and Barrow  1995 ; Tekkaya  2003 ; Westbrook and Marek  1991 ) includ-
ing Malaysia (Izzati  2009 ) but lack on pre-service teacher (Alharbi  2012 ; Alharbi 
et al.  2014 ). Therefore, this study sought to determine the misconception on 
Osmosis, Diffusion and Particulate theory of matter concepts posses among the 
 pre- service Biology teachers. 
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 This research aim to answer on following research questions;

    1.    What is the nature of Diffusion conceptions among pre-service Biology teachers?   
   2.    What is the nature of Osmosis conceptions among pre-service Biology teachers?   
   3.    What is the nature of the Particulate theory of matter conceptions among pre- 

service Biology teachers?      

16.2     Conceptual Understanding on Diffusion, Osmosis 
and Particulate Theory of Matter 

 Understanding diffusion and osmosis are benefi cial in understanding various other 
life processes. Diffusion and osmosis is about understanding the process of water 
intake by plants, water balance of land and aquatic creatures and transport in living 
organism. The concepts of diffusion and osmosis can be easily experienced from 
our surrounding and daily life, as for students, these concepts are easily demon-
strable in the laboratory without any use of harmful chemical substances. According 
to Alharbi ( 2012 ) diffusion is a broader term which refers to the movement of 
 particles from areas of high concentration to areas of lower concentration which 
resulted to students and teachers, misunderstood this aspect of diffusion particularly 
when it is discussed in relation to the body. Osmosis is a net movement of water 
molecule from high concentration region of water to low concentration region of 
water across a semi-permeable membrane whereas  diffusion is the net movement of 
the molecules or ions is from high concentration region to low concentration region 
until equilibrium is achieved. 

16.2.1     Learning Theories in Science 

 According to Duit and Treagust ( 1995 ), Science teaching had been putting students’ 
understanding towards science at hold since everything is about knowing but not 
understanding. Students may be able list every single scientifi c terminology existed 
but they have no in-depth understanding of the knowledge acquired. 

 For as long as it was remembered, teachers all around the world have been 
searching for most effective ways to make their students to understand science 
 concepts. According to Alharbi ( 2012 ), there are two generally known theories that 
advanced to describe the acquisition of knowledge by human beings which are 
empiricism postulated by Aristotle, and nativism postulated by Plato and later by 
Chomsky. Based on these two theories, Tan conclude from a different  perspective of 
empiricism stating that human being can acquire knowledge from their keen 
observation. 

 There are three general theory in teaching and learning process which are behav-
iourism, constructivism and cognitive. Behaviour theory involves observation and 
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changing of behaviour (stimulus and response) while cognitive theory is something 
that involves the mental and the brain processing or the information processing 
system that senses, stores, encodes and retrieves information. Rohizani state that 
constructivism approach involves students-teacher interaction where the  teaching 
and learning is more towards students’ centred. In learning Science constructiv-
ism approach is the best method to be use by teachers. This is because it allows 
students to create a link between their existing knowledge with the new knowledge 
and sharpen their reasoning and critical thinking.  

16.2.2     Teaching Challenges 

 The conceptions and misconceptions of the students need to be challenged by the 
teacher. This need to be done so that students with misconceptions would not 
embedded the concepts they learnt into their cognitive permanently. Research shows 
that by simply following everything taught, many students only have a limited 
understanding of such science concepts (Duit and Treagust  2003 ). Teachers’ funda-
mental knowledge should be strengthened and should be aware of the students 
understanding. 

16.2.2.1     Misconceptions in Learning Science 

 Students failed to master chemistry because the subject is diffi cult to study (Alharbi 
 2012 ). The students have the knowledge about the subject but cannot apply to the 
questions that have been twisted a little resulting to misconception and hence 
 making it totally incorrect. Due to this, students are unable to understand any 
advanced concepts due to weak understanding with fundamental concepts. Other 
than that, Sanger et al. ( 2001 ) in their research entitled Can computer animations 
affect college biology student’s conceptions about diffusion and osmosis found that 
students pose many incorrect conceptions about Particulate theory of matter as they 
are having diffi culties in answering visual conceptual questions. Students’ misun-
derstanding will be integrated into their cognitive structures which would be hard to 
be corrected and subsequently affecting and interrupting their learning process 
(Alharbi  2012 ). Hence in order to avoid such situation where the students learn from 
inappropriate understanding, misconception in the study of science would be 
 signifi cant for the betterment of any fundamental concepts teaching. Furthermore, 
misconceptions are shared by many individuals within the same community and are 
hardly to be changed by traditional teaching methods. Moreover, the development 
of misconceptions usually involves logical thinking which seems to be understandable 
by them and can interfere with learning. 

 Students have diffi culties in understanding the differences between matter and 
object, some of the students believe that there is no empty space between the parti-
cles (Alharbi  2012 ). Another misconceptions that the students have is pertaining the 
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Particulate theory of matter relates to changes in state. For example, students have 
problems in understanding the changes of the particles movement when the matter 
change from gas to liquid and liquid to solid. Alharbi ( 2012 ) found that students’ 
conception of the Particulate theory of matter were unsatisfactory. Twelve miscon-
ceptions were identifi ed from the study. Sanger et al. ( 2001 ) found that the students 
pose many incorrect conceptions about Particulate theory of matter. They stressed 
one of the major reason students have diffi culty in understanding this principle is 
due to poor visualization ability. Meaning that, students are having diffi culty in 
visualize the microscopic concept of the particle theory. 

 The misconception of diffusion and osmosis happen because the students are 
lacking with fundamental knowledge. According to Alharbi ( 2012 ) in her research 
about pre-service teachers’ understanding of the concepts relating to diffusion, 
osmosis and the Particulate theory of matter and their attitudes towards science, 
there are about eight misconceptions arise from the DOPT diagnostic instrument 
regarding the diffusion and osmosis. One of the misconceptions is central vacuole 
of the plant cell will decrease in size due to salt absorbs the water from the central 
vacuole where about 21.6 % of the pre-service teachers claimed on that idea. Other 
than that, a study conducted by Treagust and Chittleborough ( 2001 ) found that this 
idea is the most common misconceptions appear among students. Other example of 
misconceptions is showed from the fi nding of Alharbi ( 2012 ) where she discover 
18.5 % of the pre-service teachers agree that the sugar will be more concentrated on 
the bottom of the container and sink as it is denser than water. According to Tarakçi 
et al. ( 1999 ) it is most common misconceptions among the 9th and 11th grades 
students. It is well known that there are precise meaning in each term in Science 
compared to words used in literature and language. Odom et al. states that miscon-
ceptions among students arise due to diffi culty in understand the meaning for scien-
tifi c terms. According to Duit and Treagust ( 1995 ) students may be able to list every 
single scientifi c terminology existed but they have no in-depth  understanding of the 
knowledge acquired for example the scientifi c meaning of the terms used. Thus, 
Oztas ( 2014 ) in his research about “How do High School Students Know Diffusion 
and Osmosis? High School Students’ Diffi culties in Understanding Diffusion & 
Osmosis” found that teacher need to explain the specifi c meaning of each term 
used in this osmosis and diffusion concepts as misconceptions usually appear 
because of multiple meaning interpret by students while learning the concepts.  

16.2.2.2     Signifi cance of Two-Tier Tests for Educational Practice 
and Research 

 Two-tier tests focuses on the understanding of the respondents rather than just 
 having the knowledge to answer the questions. The fi rst tier consists of questions 
with multiple choice answers that are based on the target content or the respondents’ 
knowledge with additional alternatives (Alharbi  2012 ). The additional alternatives 
need to be rational with the questions so they would act as distracters. Respondents 
will be tested based on the strength of their content knowledge for each of the 
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 questions. As for second tier, it consists of multiple choice options for each of 
the answers in fi rst tier (Alharbi  2012 ). The second tier options are the reasons or 
explanations for the answers in the fi rst tier. This will test the respondents’ in-depth 
understanding of the knowledge that they acquired. According to Alharbi ( 2012 ), 
the benchmark to indicate the satisfactory understandings of the concept among 
students who have answered the item correctly are over 75 %. The two-tier tests are 
very benefi cial instruments for the researcher in many aspects. According to Mann 
and Treagust ( 1998 ) this format would overcome the need for lengthy students’ 
answers as they were required to justify every answer given. This will defi nitely 
save up the researcher time for collect for data and information from the  respondents. 
Another aspect that can be looked at is this format shows it strength by helping 
 science teachers to be aware of their students’ conceptions and misconceptions. The 
instrument is useful to be used at the beginning or at the end of the topic. The fi rst 
tier can tested the students’ knowledge and the item resemble in the second tier can 
promote higher thinking and reasoning skills of students. From the pattern of  student 
understanding on the topic, teacher can modify the related lesson plan and use the 
appropriate teaching method. Two-tier tests are very successful in both  educational 
and research setting. Haladyna and Downing ( 1989 ) stressed that the two- tier tests 
not only help teachers or the researchers to detect the student misconception but 
also can test the student’s higher level of cognitive thinking.    

16.3     Methodology 

 The diagnostic test data provided highly detailed information about the misconcep-
tions of pre-service Biology teachers. Cetin-Dindar and Geban ( 2011 ) stated that 
two-tier diagnostic test can eliminate the limitation of ordinary multiple choice test 
with one-tier items. Two-tier diagnostic test able to determine students’ misconceptions 
and can detect whether the students choose right answer by chance or understanding 
since the second tier of the test asks for a reason for the fi rst tier response (Cetin-
Dindar and Geban  2011 ; Cullinane  2011 ). 

 The semi-structured interview used by the researcher is different from the 
 common interview. In this study the respondents were asked to answer the two tier 
questions fi rst and then being probe by the researcher for each ideas and answers. 
Therefore semi-structured interviews provided information to support the  diagnostic 
test results. According to Fraenkel et al. ( 2012 ), interview allows the researcher to 
clarify the questions asked and further tap on the problem under study. 

 According to Fraenkel et al.( 2012 ), mix-method design is a combination of both 
quantitative and qualitative methods in a study. This design provides a complete 
understanding than either quantitative or qualitative alone (Byrne and Humble 
 2007 ). In this study, both quantitative and qualitative methods are given equal value 
to gain data in answering the highlighted research problems. Then, both fi ndings 

M.M.M. Yusof et al.



189

were combined and interpreted directly by comparing and contrasting it. Thus, this 
design may help the researcher to focus on the problem in depth, obtain more 
detailed information regarding the samples’ understanding of the Osmosis, Diffusion 
and Particulate theory of matter conceptions. Not only that, it allow the researcher 
to enhance the validity and reliability of the fi ndings (Denzin and Lincoln  2000 ; 
Johnson et al.  2007 ). 

16.3.1     Two-Tier Diagnostic Test 

 A two-tier diagnostic test was used to collect the quantitative data for the study. 
Specifi cally it was used to measure the conceptual understanding and identify 
 misconceptions about Osmosis, Diffusion and Particulate theory of matter among 
pre- service teachers. This diagnostic test allows the researcher to identify whether 
the students understand the key concepts or just memorize the facts. In this study the 
instrument is adopt and adapt from established sources which are Diffusion and 
Osmosis Diagnostic Test (DOT) used by Odom ( 1995 ) and Diffusion, Osmosis and 
Particle theory (DOPT) used by Alharbi ( 2012 ). All the items are already demon-
strated an appropriate level of validity and reliability in previous studies. Hence 
the diagnostic-survey instrument were used with full of confi dence. The items for 
the diagnostic test are based on the two-tier, multiple-choice format. The fi rst tier 
 consists of a content or response question with two, three or four choices. The 
second tier consists of three or four possible reasons for the fi rst part: one desired 
reason and two or three alternative reasons. According to Odom ( 1995 ), the alterna-
tive reasons were based on misconceptions previously detected during a multiple-
choice test with free response and interview sessions. The diagnostic test is a pen 
and paper instrument. It enables the respondents to give quick responds and it is 
immediately scored (Alharbi  2012 ). The instrument consisted of three sections; 
Section A, Section B and Section C. For the section A, the variables are mainly 
about the demographic background of the respondents including information on 
gender and current studied semester. The section B consists of 7 pairs of questions 
that examine the respondent’s conception on Diffusion and Osmosis. The section C 
also consists of 7 pairs of questions but is intended to examine the respondents’ 
conception on Particulate theory of matter. Like stated earlier, both Section B and C 
questions are multiple choice response followed by multiple choice reason that 
require the participants to circle one of the answer from both response and reason of 
each question. In total there were 14 pairs of questions to answer both research 
questions for the study. To avoid bias answers, Osmosis and Diffusion items were 
merged randomly. In fact, the fi rst two research questions were answered from the 
Part B. The third research question was answered from Part C. The diagnostic 
instrument that answered by the samples are assured of anonymity.  
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16.3.2     Interview Protocol 

 Interview protocol is carried out to gain qualitative data. It is conducted as a mean 
to support the quantitative data obtained from the diagnostic test. There are two 
types of interview as a source to collect qualitative data which are structured and 
semi-structured interview. But for this study, the researcher used semi-structured 
interviews among four (4) respondents who are already taken the diagnostic test. 
Each of them was interviewed individually at a time convenient to them. The 
researcher has two set of questions about the Osmosis, Diffusion and Particulate 
theory of matter concepts in the interview schedule but at the same time ask and 
probe further ideas or statements that are given by the respondents. According to 
Alharbi ( 2012 ) probing can help the researcher can get a better picture of inter-
viewee’s response and allow the respondents to perceive as experts on the subject 
matter being discussed. Thus, the researcher can gain more in-depth information. 
Each interview lasted from 15 to 20 min. It depends on how much the respondents 
wished to discuss.  

16.3.3     Validity and Reliability 

 According to Alharbi ( 2012 ), the data analysis that done based on theories and 
responsive research questions must also produce results that are meaningful to other 
people and described in an understandable language. Thus for this study, the 
researcher highlighted several content criterions. All the item used were adopt and 
adapt from established sources which are from Diffusion and Osmosis Diagnostic 
Test (DOT) used by Odom ( 1995 ) and Diffusion, Osmosis and Particle theory 
(DOPT) used by Alharbi ( 2012 ). Therefore they were already demonstrated an 
appropriate level of validity. Hence the diagnostic survey instrument were used with 
full of confi dence. The items used in the previous research are reliable with 
Cronbach’s alpha coeffi cient of 0.54. Even though the value is relatively low, yet it 
is acceptable value (Alharbi  2012 ). This is because the diagnostic test objective is to 
investigate conceptual understanding rather than placement or sorting purposes.  

16.3.4     Data Collection Procedure 

 In order to collect quantitative data, the two tier diagnostic test about Osmosis, 
Diffusion and Particulate theory of matter was used. The diagnostic test was 
 distributed to 30 pre-service Biology teachers purposely. Self-administrated test is 
conducted among Part 8 students whereas for part 7 students the researcher use 
e-mail survey to collect data from them. This is because they are having their 
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practical session during the researcher conduct the study. A face-to-face interview 
was conducted after all diagnostic test sheets are completely collected. Four pre-
service Biology teachers are randomly selected among the 30 respondents of the 
diagnostic test. Along the session, each of the respondent’s answer was recorded 
verbally. This is to help in data analysis procedure. The interview questions were 
semi-structured with the goal to gather data about their understanding on Osmosis, 
Diffusion and Particulate theory of matter in depth. The question asked in this 
 interview session focused on the incorrect answers that the respondents thought to 
be correct and on the reasons why on that misconceptions. With respect to the semi-
structured interview conducted, many unplanned questions were asked in order to 
follow up and clarify the unclear response and reasons. Each interview lasted from 
15 to 20 min, depending on how much the respondents wished to discuss. Then, the 
data gained from the interview was transcribed and word-for-word translated for 
some of the Malay words used by the respondents are applied.   

16.4     Findings 

 In total about 30 respondents, which are selected among pre-service Biology, 
 teachers completed the Diffusion, Osmosis and Particle Theory (DOPT) two-tier 
diagnostic instrument. Generally, a pre-service Biology teacher is considered has an 
understanding in the Osmosis, Diffusion and Particulate theory of matter if he or she 
selects correct answer for both response and reason option from the fi rst tier and 
second tier respectively. However, the pre-service Biology teacher is consider having 
misconception if he or she selects one correct answer from either response or reason 
option or may select incorrect answer for both response and reason option. 

 The data gained from the DOPT two-tier diagnostic instruments showed that the 
respondents’ conceptions of particulate theory of matter were unsatisfactory as all 
seven items were less than 75 %. The result gained does not reach the benchmark 
set up in the previous study. Therefore, fi nding revealed that the students having 
more diffi culty in understand Particulate theory of matter compared to Osmosis and 
Diffusion. This fi nding is supported by Alharbi ( 2012 ). She found that the students’ 
conception of the Particulate theory f matter were unsatisfactory. Sanger et al. 
( 2001 ) found that the students pose many incorrect conceptions about Particulate 
theory of matter. 

 The data gained from the DOPT two-tier diagnostic instruments showed that the 
respondents’ conceptions of osmosis were very good. Both items regarding the 
Osmosis concepts were over 90 %. This value exceeded the benchmark set up by 
previous study. In this study there are only 3 misconceptions on Osmosis concept 
analysed from the DOPT diagnostic instrument. Table  16.1  highlighted that at 
least one or two pre-service Biology teachers selected incorrect answers for dif-
ferent items.
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16.4.1       Results from Interview 

 Four out of 30 pre-service Biology teachers were randomly selected and interviewed 
in order to further tap on their understanding of Osmosis, Diffusion and the 
Particulate theory of matter. The respondents were selected among the respondents 
who have fi nished the diagnostic test. Overall, most of the pre-service Biology 
teachers interviewed had almost the same perceptions and understanding about 
the given questions. In total, two sets of items were reported. The items were like 
 three- tiers question where each respondent need to choose the best answer for the 
question ask, then provide with reason as well as comment about their justifi cation 
of their answers in detailed. 

16.4.1.1     Example for The Diffusion and Particulate Theory of Matter 

    Student teacher 1: Particles will generally move from (a) high to low concentrations 
because (3) the particles tend to move until two areas are isotonic, and then the 
particles stop moving.  

  Researcher: Can you describe more on your answer?  
  Student teacher 1: Meaning that the particles tend to move from high to low concen-

tration region until one time the concentration will be same and there is no 
 movement occur happen after that.  

  Researcher: Oh. Means that the isotonic is refers to the “same” concentration for 
both sides. Isn’t? Why you said so?  

  Student teacher 1: Yes. Because once the particles move from high to low, they will 
reach equilibrium.  

   Table 16.1    Comparison of the misconceptions held by pre-service biology teachers by concepts   

 Concept  Respondents  Misconceptions 

 1. Process of diffusion 
and particulate theory 
of matter 

 One and four  Particles move from high to low concentration 
because they tend to move until the two areas are 
isotonic 

 Two  No misconception 
 Three  1. Particles move from high to low concentration 

because there are too many particles crowded into 
one area; therefore, they move to an area; with more 
room. 
 2. Particulate theory of matter is a transport of 
substance process 

 2. Process of osmosis  One  After 2 h the water level in Side 1 will be the same 
because water will become isotonic 

 Two  After 2 h the water level in Side 1 will be lower 
because water will move from the hypertonic to the 
hypotonic solution 

 Three  No misconception 
 Four  No misconception 
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  Researcher: So, when the equilibrium is achieved it is the particles still moving or 
stop?  

  Student teacher 1: They still moving but they tend to remain there. This is because 
once they achieve the equilibrium state, there is no more different in concentra-
tion gradient, but the particles still moving at their position.  

  Researcher: But your answer to this question earlier is different. You said that the 
particles will stop at the end of the process.  

  Student teacher 1: Because I think no 3 is the best to represent the reason for my 
answer.  

  Researcher: If I gave this question without mentioning “the particles stop moving” 
what will be your answer?  

  Student teacher 1: Still A3  
  Researcher: In your opinion what kind of processes involve in this situation and 

why?  
  Student teacher 1: Diffusion because it involve particles move from higher concen-

tration to low concentration which means down concentration gradient. Other 
than that, Particulate theory of matter because there are particles involves in the 
process.     

16.4.1.2     Example for Process of Osmosis 

 The answer provided by Student teacher 1 is A2 at the beginning, then change to A3.

   Student teacher 1: After two hours, the water level in Side 1 will be (a) higher 
because (3) the concentration of water molecules is less on Side 1.  

  Researcher: Do you think that would be correct answer?  
  Student teacher 1: Yes  
  Researcher: Can you explain?  
  Student teacher 1: Because in side 1 it contains dye and water. So the concentration 

of water in side 1 is low compared to in side 2. Thus, it will cause the water from 
side 2 to move to side 1 until the concentration for both sides remain the same.  

  Researcher: But you said that the answer will be higher so how come after 2 hours 
the concentration becomes the same?  

  Student teacher 1: Oh, no no no. I want to change my answer. After 2 hours the 
water level in Side 1 will be the same height.  

  Researcher: After reach the equilibrium, is the water particles still moving?  
  Student teacher 1: It still move but within the same place. Meaning that no move-

ment of particles across the membrane anymore.  
  Researcher: In your opinion what kind of processes involve in this situation and 

why?  
  Student teacher 1: Osmosis. It is same with diffusion like what I have explained in 

the fi rst question. It is same in terms of down concentration gradient. The move-
ment of particles are from high concentration to low concentration but osmosis 
is for water molecules. The other one is Particulate theory of matter which 
involves the liquid particles.       
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16.5     Conclusion 

 The data gained from the DOPT two-tier diagnostic instruments showed that the 
respondents’ conceptions of diffusion were satisfactory good as 3 out of 5 items was 
over 75 % which is within 80–95 %. According to Alharbi ( 2012 ), the benchmark 
to indicate the satisfactory understandings of the concept among students who have 
answered the item correctly are over 75 %. 

 In this study there are about 12 misconceptions on diffusion concept analysed 
from the DOPT diagnostic instrument. However, item no 5 which is about effect of 
temperature on solubility in diffusion process showed the strongest result for the 
study where 93.33 % of the respondents answering both tiers correctly. Odom and 
Barrow ( 1993 ) also found that 90 % of the students select correct combination of 
both tiers for the item. Nevertheless, in this study there is still misconception appear 
among some of the respondent. They tend to believe that diffusion occurs faster at a 
lower temperature as the cold temperature will speeds up the movement of 
 molecules. In fact, students need to know that the diffusion rate increases when the 
temperature increases. This is due to the fact that as stated in the kinetic theory of 
matter, movement or particles collision is faster in a high temperature. It is therefore 
shows that understanding of Diffusion requires understanding of Particulate theory 
of matter concepts (Odom and Barrow  1993 ). 

 To summarize, there are still unfold misconceptions issues in grasping  conceptual 
understanding in science. Surprisingly, study indicate that the teacher’s trainee still 
held misconceptions, which eventually affect their understanding of Osmosis, 
Diffusion and Particulate theory of matter. Among the misconceptions include 
 concentration and tonicity, differentiating between osmosis and diffusion, effect of 
 temperature on solubility, membrane, process of osmosis, change of state, dissolv-
ing, particles arrangement in solid, properties of solid and diffusion in gases and 
liquid. In Science, misconceptions are uncompromised especially for science 
teacher preparation program. Stakeholders should take this under their consider-
ation in planning the curriculum and teacher training as this will jeopardy the qual-
ity and standard of teaching science in our nation.     
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    Chapter 17   
 Reorientation of Knowledge Among Primary 
School Teachers in Adopting a Transformed 
Classroom Assessment Policy       

       Rubiah     Dalail    ,     Chan     Yuen     Fook      , and     Gurnam     Kaur     Sidhu     

    Abstract     The adoption of performance standards document as a teachers’  guidance 
in classroom assessment demanded reorientation of teachers’ knowledge in  teaching. 
Without the right knowledge, no teaching practice can be executed as intended by 
the ministry. A survey on 291 Mathematics teachers in national primary schools 
located in Selangor shows that teachers perceived themselves as knowing the 
 concept and practice of classroom assessment adopted by the Ministry of Education. 
However, the perceived knowledge was rated slightly above the tested knowledge 
score fi ndings from the same survey. The mixed response from teachers interviewed 
in this study indicates that there was confusion regarding the current knowledge of 
classroom assessment especially on the understanding of authentic assessment, 
formative assessment and summative assessment. The interview fi ndings suggested 
four groups of teachers; those who were confused, those who were accustomed to 
traditional approaches, those who were on the same page with the current understanding 
and those who could not care less. Constant self- improvement and professional 
development are seen as methods to reinforce knowledge among teachers.  

  Keywords     Authentic assessment   •   Classroom assessment   •   Formative assessment   
•   Summative assessment  

17.1         Introduction 

 Public expectation of students’ achievement in central examination, play a major 
role in shaping the way teachers teach. Consequently, teachers are framed to teach 
to the test as grade serves as a motivational function for the comparison of performance 
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among the students. In conjunction with lessening the culture of teaching to the test, 
the Examinations Syndicate in  2011  introduced performance standards document to 
facilitate teachers with the new outlook of classroom assessment. The Examinations 
Syndicate has been disseminating the knowledge on classroom assessment via 
intensive training to the key personnel in schools. Effective classroom assessments 
demand teachers to relearn and unlearn what they know and have been practicing. 
Has the classroom assessment knowledge been sustained among teachers across 
schools? This question has motivated the writer of this paper to examine the degree 
to what extent teachers know about classroom assessment.  

17.2     Literature Review 

 Many scholars dictate that classroom assessment is indeed formative assessment 
(Edman et al.  2010 ; Garies and Grant  2008 ). Normally, formative assessment is 
best conducted in authentic ways (William and Leahy  2007 ; Guskey  2007 ), and is 
also known as assessment for learning (Segers et al.  2003 ). Its purpose is to 
improve the quality of students in the process of their learning. However, summa-
tive assessment is still very much relevant in classroom assessment practice when 
teachers want to do grading and positioning of students (Shepard et al.  2005 , 
p. 276). Therefore, teachers’ knowledge of classroom assessment must be directed 
at process as well as product.  

17.3     Methodology of the Study 

 The objective of the study is to examine the extent of teachers’ knowledge of the 
transformed classroom assessment policy in grade A national primary schools in 
Selangor. The various forms of assessment terms, including formative, summa-
tive, and authentic, compound the examination. The use of mixed method in the 
study has enabled the adoption of a triangulation of measures that was carried out 
using three different instruments, namely survey, multiple choice test and inter-
view. Items in the form of 5-point Likert scale, adapted from Edman et al. ( 2010 ), 
were used in the survey. The Cronbach alpha for the 29 items in the survey has 
been estimated at .955. A multiple choice test of 25 items, on the other hand, has 
infl ated the alpha reliability index of .401. The infl ated index is common in mixed 
elements of speeded and power test such as the MCQ test used in the study 
(Cresswell  2005 ; Kubiszyn and Borich  2003 ). Eleven teachers from urban and 
rural school locations were interviewed to enrich the fi ndings collected from the 
survey and test instruments.  
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17.4     Results and Discussion 

17.4.1     Demographic Information of the Respondents 

 The profi le of the 291 teachers surveyed in the study gives a general view of the 
typical Malaysian schools where the declining presence of male teachers within the 
teaching profession is seen. The majority of the teachers were female teachers 
(81.4 %) while the rest (18.6 %) were males. This study shows that female teachers 
are 4.39 times more than male teachers. However, this study did not specifi cally 
explore issues relating to gender imbalance within the teaching profession. The 
signifi cance of quality teaching, irrespective of gender, is not in dispute as most of 
the teachers were university graduates (57.8 %) with at least a fi rst degree of educa-
tional level.  

17.4.2     Knowledge in Classroom Assessment 

 Chan et al.’s ( 2006 ) study on the implementation of school based assessment reveals 
that their respondents still do not have suffi cient knowledge for the successful 
implementation of school based assessment. The composite results of this study 
further supports Chan et al.’s ( 2006 ) fi ndings, specifi cally on classroom assessment. 
One of the issues that emerged from these fi ndings is teachers’ knowledge on the 
transformed policy. Teachers, as the implementers, must understand precisely what 
the aim of the education policy is; without proper knowledge, the connection to 
improvement may be missed. For example, the quality of classroom assessment is 
not merely a form of procedural process, but what is more important is the substance 
towards assessment for learning (Stinggins  2007 , p. 17). To examine teachers’ 
knowledge on consonance with the transformed policy, teachers were asked on what 
they know about performance-standard. From the responses, roughly, teachers knew 
what performance-standard was. A few of the teachers interviewed ( n  = 3) were 
responding on the ‘form’ of the performance-standard by elaborating merely on the 
‘form’ or procedural process that students were evaluated according to ‘Bands’. 
These teachers’ responses suggested that they were not really aware of specifi c 
objectives of performance standards. They were only vaguely conscious of the 
objectives. Most ( n  = 7) were elaborating on the ‘substance’ or the outcome of 
 performance-standard i.e. to measure the development and growth of the students. 
A distinct response that differentiated ‘forms’ over ‘substance’ of performance 
standard defi nition was highlighted by respondent T1; “ Students will be evaluated 
according to bands ” [T1, non-option, teaching Year 1 and Year 2, urban school]. 
Also in support of this defi nition was respondent T8; “ Performance-standard is a 
reference document for teacher to teach students .” [T8, non-option, teaching Year 1, 
rural school]. Better and meaningful defi nitions were given by these two teachers 
who were highlighting the ‘substance’ of the performance-standard:
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•      “ It is a guideline used in teaching-learning. From this, teachers know students’ potential and 
what students need to perform. ” [T5, non-option, Year 2 and Year 3 teacher, rural school]  

•   “ Performance-standard is a measurement or benchmark to measure students’ growth 
level in a topic .” [T6, subject option, Year 2 and Year 3 teacher, rural school]    

   Nevertheless, respondent T7 sounded confused on performance-standard defi ni-
tion, this respondent was unable to distinguish between the function of curriculum 
standards and performance standards. Respondent T7 explained that she was teaching 
based on performance standards (evidence), in this case, she would not be covering 
all of the curriculum content as some of the curriculum is meant for learning process 
only and not applicable for performance assessment purposes.

   “Performance-standard is replacing Curriculum syllabus of KBSR by means of terminology 
and content, explanation and details. It is more towards explanation or yearly plan. 
Teaching is based on evidences.”  [T7, non-option, Year 1 and Year 2, rural]. 

   Another issue emerging from the study is on general knowledge of the integration 
of assessment in classroom practice. The survey fi ndings show that teachers in this 
study perceived positively their acquired knowledge in these areas. Faizah ( 2011 ) 
also discovered that her respondents indicated positive perception of the school-based 
assessment concept. Table  17.1  presents the positive tone of teachers’ perceptions of 
classroom assessment knowledge.

   In general, all the mean values illustrated in Table  17.1  on teachers’ self-rated 
knowledge suggest that teachers perceived that they were somewhat familiar with 
the concepts of classroom assessment by their rating on the ‘know’ statement, with 
the highest mean score  M  = 4.23 and the lowest mean score  M  = 3.73. The means 
index of each domain reveals that teachers perceived that they barely knew on 
“understanding students’ needs” ( M  = 4.00,  SD =  .47), slightly unsure on ‘assessment 
strategy’ ( M  = 3.86,  SD =  .48), and moderately unsure on teaching strategy ( M  = 3.59, 
 SD =  .47) and professional development strategy ( M  = 3.52,  SD =  .78). 

17.4.2.1     Understanding Students’ Needs 

 Teachers’ knowledge in understanding students’ needs refl ects that they were mod-
erately unsure whether their students needed to be taught on their own work assess-
ment ( M  = 3.75,  SD  = .69). Teachers perceived that they were slightly unsure on the 
four strategies on understanding students’ needs; that the students needed space to 

    Table 17.1    Overview of teachers’ knowledge in classroom assessment   

 Dimension of knowledge   n    Mean    SD  

 Understanding students’ needs  287  4.00  .47 
 Assessment strategy  283  3.86  .48 
 Teaching strategy  274  3.59  .61 
 Professional development strategy  283  3.53  .78 

  Indicators: 1 = Don’t know at all; 2 = Don’t know; 3 = Unsure; 4 = Know; 5 = Know very well  
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discuss their performance ( M  = 3.90,  SD  = .66), students should be fully informed on 
their expected learning standard ( M  = 3.92,  SD  = .72), students should be fully 
informed on what performance standard they can acquire ( M  = 3.96,  SD  = .66), and 
feedback to students must be on the quality of their performance ( M  = 3.99,  SD  = .57). 
However, teachers’ knowledge is slightly better as they perceived they slightly 
know in terms of students must be involved in determining what they need to do 
( M  = 4.02,  SD  = .60), students have the right to know and be informed on their learning 
quality (M = 4.06,  SD  = .64), and students need to be on the alert to be more responsible 
in their learning processes ( M  = 4.14,  SD  = .54). Students need constructive feedback 
to improve their performance ( M  = 4.23,  SD  = .62) was perceived as a moderately 
known strategy by teachers (Table  17.2 ).

17.4.2.2        Assessment Strategy 

 The fi ndings disclose that teachers perceived that they were slightly unsure on 
assigning homework ( M  = 3.73,  SD  = .72), conducting interview ( M  = 3.81,  SD  = .65), 
giving quizzes ( M  = 3.89,  SD  = .58), and practicing observation ( M  = 3.92,  SD  = .63) 
as strategies in formative assessment. What they perceived as a good assessment 
strategy was giving exercises ( M  = 4.03,  SD  = .57) (Table  17.3 ).

17.4.2.3       Teaching Strategy 

 In general, teachers perceived that they slightly knew the teaching strategies suggested 
in the survey. However, they rated that they were slightly unsure on three strategies 
namely on the fact that students’ performance assessments require authentic methods 
( M  = 3.76,  SD  = .76), teachers have to integrate performance assessment with teaching-
learning ( M  = 3.98,  SD  = .57) and teacher has to translate curriculum standards into 

   Table 17.2    Teachers’ knowledge in understanding students’ need   

 Items   n    M    SD  

 Students need to be taught on their own work assessments  286  3.75  .69 
 Students must be given ample space to discuss their performance  286  3.90  .66 
 Students should be fully informed on their expected learning standard  286  3.92  .72 
 Students should be fully informed on what performance standard they 
can acquire 

 287  3.96  .66 

 Feedback to students must be on the quality of their performance  286  3.99  .57 
 Students must be involved in determining what they need to do  285  4.02  .60 
 Students have the right to know and be informed on their learning 
quality 

 286  4.06  .64 

 Students need to be on the alert to be more responsible in their learning 
processes 

 285  4.14  .54 

 Students need constructive feedback to improve their performance  284  4.23  .62 

  Indicators: 1 = Don’t know at all; 2 = Don’t know; 3 = Unsure; 4 = Know; 5 = Know very well  

17 Reorientation of Knowledge Among Primary School Teachers in Adopting…



202

teaching-learning ( M  = 3.99,  SD  = .60). Teachers perceived that they barely knew 
that teacher needs to give students immediate feedback after assessments ( M  = 4.01, 
 SD  = .62), feedback helps teacher re-strategize teaching methods to the needs of 
students ( M  = 4.04,  SD  = .58), formative assessments help teacher monitor students’ 
performance growth ( M  = 4.05,  SD  = .60), strategies help teacher in integrating 
assessments into teaching-learning ( M  = 4.07,  SD  = .61), permanent perception of 
students’ mastery is not from one or two observations ( M  = 4.07,  SD  = .63). Teachers’ 
perception slightly improved on the fact that they need to collect enough evidence 
to be relatively certain of their students’ mastery ( M  = 4.13,  SD  = .60) and the uses of 
appropriate and reliable assessment methods ( M  = 4.14,  SD  = .56) (Table  17.4 ).

17.4.2.4       Professional Development 

 On professional development knowledge, teachers perceived that they barely knew 
the headmaster’s role was to form and sustain teachers’ learning community ( M  = 4.08, 
 SD  = .62), to network them with experts ( M  = 4.08,  SD  = .62) and to allocate time for 

   Table 17.3    Teachers’ knowledge in assessment strategy   

 Items   n    M    SD  

 Effective teacher uses homework as a formative assessment tool  286  3.73  .72 
 Effective teacher uses interview as a formative assessment tool  286  3.81  .65 
 Effective teacher uses quizzes as formative assessment tool  286  3.89  .58 
 Effective teacher uses observation as a formative assessment tool  286  3.92  .63 
 Effective teacher uses exercises as a formative assessment tool  286  4.03  .57 

  Indicators: 1 = Don’t know at all; 2 = Don’t know; 3 = Unsure; 4 = Know; 5 = Know very well  

   Table 17.4    Teachers’ knowledge in teaching strategy   

 Items   n    M    SD  

 Students’ performance assessments require authentic methods  283  3.76  .76 
 Effective teacher integrates performance assessment with 
teaching-learning 

 282  3.98  .57 

 Effective teacher translates curriculum standards into teaching-learning  285  3.99  .60 
 Effective teacher gives students immediate feedback after assessments  285  4.01  .62 
 Feedback helps teacher re-strategize teaching methods to the needs of 
students 

 285  4.04  .58 

 Formative assessments help teacher monitor students’ performance 
growth 

 286  4.05  .60 

 Effective teacher strategizes the integration of assessments into 
teaching-learning 

 286  4.07  .60 

 Permanent perception of students’ mastery is not from one or two 
observations 

 286  4.07  .63 

 Effective teachers collect enough evidence to be relatively certain of 
their students’ mastery 

 286  4.13  .60 

 Effective teacher uses appropriate and reliable assessment methods  286  4.14  .56 

  Indicators: 1 = Don’t know at all; 2 = Don’t know; 3 = Unsure; 4 = Know; 5 = Know very well  
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them to acquire assessment knowledge ( M  = 4.11,  SD  = .58). On their part as teachers, 
they perceived as moderately knew that they should always have time for 
professional enhancement on classroom assessment ( M  = 4.21,  SD  = .60) and share 
formative assessment ideas with other teachers ( M  = 4.23,  SD  = .53) (Table  17.5 ).

   However, the mean score from this survey item, teachers’ perceived knowledge, 
was above the mean score gathered from teachers’ tested knowledge scores to 
multiple choice items on classroom assessment test. In refl ecting teachers’ professional 
practice, perceived knowledge as well as tested knowledge plays an important role. 
Teachers’ low mean score in tested knowledge, as compared to the perceived 
 knowledge, in this study indicates that among teachers there was confusion regarding 
knowledge on classroom assessments. The discussion below highlights four main 
items in the test that refl ect a discrepancy of knowledge.  

17.4.2.5    The Difference Between Formative and Summative Assessment 

 Findings in Table  17.6  show that the respondents did not have a solid knowledge in 
summative assessment as only 6.9 % were able to distinguish the correct example 
of summative assessment (Item 3). Ironically, teachers (46.4 %) acknowledged the 
limited measurement capacity of summative assessment; measuring knowledge and 
comprehension (Item 4). However, only a minority of them (17.9 %) were able to 

   Table 17.5    Teachers’ knowledge in professional development strategy   

 Items   n    M    SD  

 Effective headmaster forms and sustains teachers’ learning community  285  4.08  .62 
 Effective headmasters network their teachers with experts  286  4.08  .62 
 Effective headmaster allocates time for teachers to acquire assessment 
knowledge 

 286  4.11  .58 

 Effective teacher always has time for professional enhancement on 
classroom assessment 

 286  4.21  .59 

 Effective teacher shares formative assessment ideas with other teachers  286  4.23  .53 

  Indicators: 1 = Don’t know at all; 2 = Don’t know; 3 = Unsure; 4 = Know; 5 = Know very well  

   Table 17.6    Test’s items on formative and summative assessment   

 Item no  Correct response (%)  Incorrect response (%)  No response (%) 

 3  6.9 (20)  91.1 (265)  2.0 (6) 
 4  46.4 (135)  52.2 (152)  1.4 (4) 
 5  17.9 (52)  80.7 (235)  1.4 (4) 
 6  29.5 (86)  69.1 (201)  1.4 (4) 
 7  29.9 (87)  68.4 (199)  1.7 (5) 
 8  78.4 (228)  20.6 (60)  1.0 (3) 
 25  89.7 (261)  7.6 (22)  2.7 (8) 
 28  23.4 (68)  72.5 (211)  4.1 (12) 

  Note: Number in parentheses is frequency of teachers being assessed in each category  
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discriminate that in general, summative assessment only measures knowledge and 
comprehension as questioned in Item 5. On the latest trends in classroom assess-
ment i.e. formative assessment (Items 6 and 7), less than 30 % of the teachers were 
conscious on the matter. Confusingly, the fi nding shows that teachers unanimously 
(89.7 %) knew the benefi t of formative assessment (Item 25). When questioned 
repetitively as they were in Item 3, majority of the teachers (72.5 %) were unable to 
distinguish the correct example of summative assessment in answering Item 28.

   The interviewed responses show that obsolete knowledge in formative and sum-
mative assessment led to teachers’ low degree of score in the multiple choice test. 
When teachers were interviewed on how they differentiated between formative 
assessment and summative assessment, many did not give clear defi nite responses. 
No defi nite separation between SA and FA had been given by the teachers. This 
confl ict was seen by Taras ( 2005 ) who believes that “ until the centrality and indeed 
neutrality of SA is acknowledged, the real blossoming of FA will not and cannot 
occur .” p. 476. Teachers’ responses can be divided into four categories; mismatch 
defi nition, obsolete knowledge, current understanding and ‘no input’ for those who 
were not able to give any viable responses. Table  17.7  summarized the responses 
according to these categories.

   Table  17.7  suggests four groups of teachers; those who were confused (giving 
mismatch defi nition), those who were accustomed to traditional approaches 
(obsolete knowledge), those who were with the current understanding, and those 
who could not care less (no viable response). However, the number of those in the 
confused zone ( n  = 4) and trapped in obsolete knowledge ( n  = 4) are alarming. The 
comments shared by teachers about the difference between formative assessment 
and summative assessment led the researcher to conclude that there is a discrepancy 
in the knowing as the respondents did not illustrate accurate meanings of formative 
and summative assessment.Respondents T1, T3, and T4 were giving mismatch 
defi nition of formative and summative assessment:

•      “ If I’m not mistaken, summative is on-going assessment. Formative…between two, I’m 
confused. Anyway I just do it .” [T1, non-option, Year 1 and Year 2 teacher, urban school]  

•   “ That one is written test or what? Summative is general and not only written ” . [T3, 
option, Year 3 teacher, rural school]  

•   “ Formative is more to written tests, MCQ. Summative is via observation and oral test. ” 
[T4, non-option, Year 1 teacher, rural school]    

 Teachers with the obsolete knowledge is the biggest group ( n  = 4); respondents T2, 
T7, T10, T11

    Table 17.7    Teachers’ responses on the differentiation between formative assessment and 
summative assessment   

 Themes emerging from responses  Frequency of mention  Teachers’ code 

 Mismatch defi nition  3  T1, T3, T4 
 Obsolete knowledge  4  T2, T7, T10, T11 
 Current understanding  2  T6, T8 
 No input  2  T9, T5 

  Source: Interview responses  

R. Dalail et al.



205

•      “ Formative is short term assessment. A topic only. Summative involved many topics in a 
test .” [T2, option, Year 1 teacher, rural school]  

•   “ Formative assessment is conducted after a topic is covered while summative assessment is 
conducted by combining topics, for example mid-year and year-end. ”[T7, non-option, 
Year 1 and Year 2, rural].  

•   “ Formative is subtopic. If summative, it covers all topics .” [T10, option, Year 3 teacher, 
urban school]  

•   “ Formative is monthly and topical. Summative year-end .” [T11, option, Year 3 teacher, 
urban school]    

 The best response that is related to the current understanding was given by respon-
dents T6 and T8:

•      “ Formative is assessment done in classroom by questioning. Summative is giving a test .” 
[T6, subject option, Year 2 and Year 3 teacher, rural school]  

•   “ Summative assessment is conducted at year-end, while formative assessment is 
conducted mid-year or monthly .” [T8, non-option, Year 1 teacher, rural school]    

 Respondents T5 and T9 admitted that they cannot recall what they knew about 
formative and summative assessment:

•      “ I cannot recall now. Formative is assessment in class…is it? I forgot .” [T5, non-option, 
Year 2 and Year 3 teacher, rural school]  

•   “ Formative and summative? Forgot. Formative informal? Cannot recall .” [T9, option, 
Year 2 and Year 3 teacher, urban school]    

 The evidence from the study suggests that the number of those in the confused zone 
( n  = 3) and trapped in obsolete knowledge ( n  = 4) is alarming as scholars were also 
in dispute on the meaning and demarcation between formative and summative 
assessment (Taras  2005 ; Tuttle  2009 ).  

17.4.2.6    Validity and Reliability of Assessment 

 Findings from Table  17.8  show that only a few teachers (35.4 %) knew the defi ni-
tion of reliability in assessment (Item 9). They (5.5 %) were able to distinguish a 
valid assessment in formative environment (Item 19). Even though only a few knew 
the exact defi nition of reliable assessment, but majority (83.8 %) were clear on one 
of the characteristics of reliability i.e. require multiple observation (Item 21). 
However, only a few (19.6 %) were able to differentiate reliability from validity 
(item 24). The majority (71.1 %) were able to grasp the importance of valid over 

   Table 17.8    Test’s items on validity and reliability   

 Item no  Correct response (%)  Incorrect response (%)  No response (%) 

 9  35.4 (103)  62.9 (183)  1.7 (5) 
 19  5.5 (16)  92.8 (270)  1.7 (5) 
 21  83.8 (244)  15.1 (44)  1.0 (3) 
 24  19.6 (57)  77.3 (225)  3.1 (9) 
 26  71.1 (207)  26.1 (76)  2.7 (8) 

  Note: Number in parentheses is frequency of teachers being assessed in each category  
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reliable assessment (Item 26). Taken together, these results show a better statistic if 
compared to Chan et al. ( 2006 ) that reported a lower statistics. Only 14.4 % of their 
respondents obtained the right answer to the item on validity and 10.5 % on the 
reliability item.

17.4.2.7       Authentic Assessment 

 Table  17.9  points out that teachers’ correct responses were more than average 
(57.4 %) on the importance of conducting authentic assessment on Level One stu-
dents (Item 10). However, teachers’ correct responses were below average (41.6 %) 
on the defi nition of authentic assessment (Item 18). The non-response rate ( n  = 39) 
for this question was also the highest (13.4 %) among the test items. Even though 
the fi ndings indicate that teachers were not familiar with the term ‘authentic assessment’, 
they (86.9 %) did know how to conduct it (Item 23).

   The interview fi ndings support the survey fi ndings in Table  17.9  that teachers 
have very minimal knowledge on the current understanding of classroom assess-
ment. Surprisingly, out of the eleven teachers interviewed, none of them knew the 
real meaning of authentic assessment. They claimed that they “ cannot recall, don’t 
understand, never heard of it, don’t know, not familiar ”.  

17.4.2.8    Standard-Referenced and Norm-Referenced Assessment 

 Table  17.10  shows inconsistent teachers’ scores on interpreting standard-referenced 
and norm-referenced assessment items. The function of formative reporting was 
known by 41.2 % (Item 17). However, a majority of the teachers (82.5 %) indicated 
that they were strongly sure on the statement that standardized assessment permits 
comparison among students (Item 20). Teachers’ score shows that the majority of 
teachers (82.1 %) knew the meaning of standard-referenced assessment. However, 
they (78.4 %) inversely responded the wrong key when the statement was rephrased 
using norm-referenced assessment term (Item 27). Almost average of the teachers 
(53.9 %) failed to know that the school is fully responsible for school assessment 
(Item 29). However, they (75.3 %) knew the importance of keeping students’ portfolio 
or showcase fi le (Item 30).

    Table 17.9    Test’s items on authentic assessment   

 Item no  Correct response (%)  Incorrect response (%)  No response (%) 

 10  57.4 (167)  40.9 (119)  1.7 (5) 
 18  41.6 (121)  45.0 (131)  13.4 (39) 
 23  86.9 (253)  11.0 (32)  2.1 (6) 

  Note: Number in parentheses is frequency of teachers being assessed in each category  
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   This fi nding has given account that there is improvement in teachers’ knowledge 
in term of classroom assessment interpretation if compared to Chan et al.’s ( 2006 ) 
fi nding. Teachers in their study obtained mean scores on these items ranging from 
10.8 to 24.7 %.  

17.4.2.9     Comparison Between Teachers’ Perceived Knowledge 
and Tested Knowledge 

 Mixed fi ndings in teachers’ tested knowledge score reported in the above section 
indicates that there was confusion on the current knowledge of classroom 
assessments among teachers. This is illustrated in Table  17.11  that teachers across 
demographic variables were having mean score below 50 % with standard 
deviation,  SD,  of 8.842–11.271. The mean score index indicates that male teachers 
( M  = 47.61,  SD  = 10.371) scored better than female teachers ( M  = 46.97,  SD  = 10.420). 
There were slight differences in mean performance of teachers between qualifi ca-
tion categories. Teachers with advanced qualifi cation score higher ( M  = 47.88, 
 SD  = 10.151) than teachers with basic qualifi cation ( M  = 45.85,  SD  = 10.749). A 
similar pattern is shown by those serving longer in schools; senior teachers 
( M  = 47.15,  SD  = 10.553) scored higher than junior teachers ( M  = 46.99,  SD  = 10.281). 
Age also plays a role as older teachers show a higher score ( M  = 47.65,  SD  = 11.271) 
than younger teachers ( M  = 46.88,  SD  = 10.133). Even though the mean scores were 
comparable between groups, a distinct difference in score is seen between teachers 
teaching in rural area ( M  = 48.48,  SD  = 8.842) compared to those teaching in urban 
area ( M  = 46.34,  SD  = 11.095).

   In order to ascertain if there was any signifi cant difference in the mean scores 
between the two groups of each demographic variable, a t-test was conducted. The 
t-test result in Table  17.11  reveals that there is no signifi cant difference between 
and among groups based on various demographic variables: gender (t = .407, p > .05), 
academic qualifi cation (t = −1.630, p > .05), experience (t = −.127, p > .05), age 
(t = −.541, p > .05) and location (t = −1.683, p > .05). It is also apparent that teachers’ 
perceived knowledge mean scores show a similar pattern of fi ndings as presented 
in Table  17.12 .

   Table 17.10    Test’s items on norm and standard reference interpretation   

 Item no  Correct response (%)  Incorrect response (%)  No response (%) 

 17  41.2 (120)  57.7 (168)  1.0 (3) 
 20  82.5 (240)  16.5 (48)  1.0 (3) 
 22  14.8 (43)  82.1 (239)  3.1 (9) 
 27  18.2 (53)  78.4 (228)  3.4 (10) 
 29  42.9 (125)  53.9 (157)  3.1 (9) 
 30  75.3 (219)  21.6 (63)  3.1 (9) 

  Note: Number in parentheses is frequency of teachers being assessed in each category  
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   The t-test result in Table  17.12  reveals that there is no signifi cant difference 
between and among groups based on various demographic variables: gender 
(t = −.765, p > .05), academic qualifi cation (t = −.339, p > .05), experience (t = −.746, 
p > .05), age (t = −1.707, p > .05) and location (t = .933, p > .05). 

 The t-test on individual mean scores of teachers’ perceived knowledge and tested 
knowledge resulted in similar pattern of reporting of no signifi cant difference 
between and among group on various demographic variables. A deeper analysis was 
conducted on the mean scores of the two different type of knowledge, teachers’ 
perceived knowledge and teachers’ tested knowledge, known as paired t-test, com-

    Table 17.11    Teachers’ tested knowledge score   

 Demographic variables   n    M (%)    SD    SE    df    t  
  Sig. 
(2-tailed)  

 Gender  Male  54  47.61  10.371  1.411  289  .407  .684 
 Female  237  46.97  10.420  .677 

 Qualifi cation  Basic  121  45.85  10.749  .977  285  −1.630  .104 
 Advanced  166  47.88  10.151  .788 

 Experience  ≤10 years  134  46.99  10.281  .888  288  −.127  .899 
 >10 years  156  47.15  10.553  .845 

 Age  <40 years 
old 

 220  46.88  10.133  .683  288  −.541  .589 

 ≥40 years 
old 

 70  47.65  11.271  1.347 

 Location  Urban  189  46.34  11.095  .807  289  −1.683  .093 
 Rural  102  48.48  8.842  .876 

 Overall  47.40  9.82  .58 

    Table 17.12    Teachers’ perceived knowledge score   

 Demographic variables   n    M    SD    SE    df    t    SE  
  Sig. 
(2tailed)  

 Gender  Male  53  3.70  .44  .06  268  −.765  .07  .445 
 Female  237  3.76  .46  .03 

 Qualifi cation  Basic  108  3.74  .41  .04  265  −.339  .06  .735 
 Advanced  159  3.76  .49  .04 

 Experience  ≤10 years  129  3.72  .45  .04  267  −.746  .06  .456 
 >10 years  140  3.76  .46  .04 

 Age  <40 years 
old 

 207  3.72  .45  .03  267  −1.707  .07  .089 

 ≥40 years 
old 

 62  3.83  .46  .06 

 Location  Urban  174  3.77  .47  .04  268  .933  .06  .352 
 Rural  96  3.71  .43  .04 

 Overall  3.75  11.40  .67 

  Indicators: 1 = Don’t know at all; 2 = Don’t know; 3 = Unsure; 4 = Know; 5 = Know very well  
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paring the repetitive assessment of teachers’ perceived knowledge measured by self-
rated items and tested knowledge measured by multiple choice items. The fi ndings 
indicate that there is a difference in teachers’ perceived knowledge and tested 
knowledge that is comparatively large ( M  = 21.32,  SD  = 14.15). Teachers’ perceived 
knowledge mean score ( M  = 68.72,  SD  = 11.40) is larger than their tested knowledge 
mean score ( M  = 47.40,  SD  = 9.82). This t-test indicates that there is signifi cant 
 difference in the perceived knowledge and the tested knowledge ( t  (286) = 25.53, 
 p  < .05) as shown in Table  17.13 .

   The fi ndings in Table  17.13  indicate that teachers perceived that they knew more 
than 50 % of the classroom assessment knowledge but the multiple choice test result 
reported that they knew less than 50 % of classroom assessment knowledge.    

17.5     Implication and Conclusion 

 Several implications could be derived based on these fi ndings. Teachers tend to do 
classroom assessment naturally, and do not always realize whether they are doing 
formative assessment, summative or authentic assessment. There were indications 
that teachers were positively adopting the transformed classroom assessment, however, 
they were confused between the obsolete and the current knowledge. Mixed  fi ndings 
in the study indicate that relevant revision and modifi cation on classroom assess-
ment knowledge are not spread evenly. At this juncture, it is obvious that in- service 
training and professional development are much needed in order to address this 
matter. Knowledge education needs to be introduced and a culture of sharing it to be 
cultivated and developed.     
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    Chapter 18   
 Academic Dishonesty Among Business 
Students: Cheating Acts and Proposed Ways 
to Reduce Cheating Behavior       

       Nor     Azian     Abdul     Rahman     ,     Norashikin     Hussein    , 
and     Mashitah     Mohamed     Esa   

    Abstract     Cheating is not a new phenomenon but a well-known type of academic 
dishonesty that occur among students regardless level of education in both private 
and public universities. In order to produce a fi rst-class quality of manpower in the 
future, academic fi eld plays an important role in shaping the students. Previous 
studies found that business students cheat more than their non-business-student 
peers. To date, there is limited evidence on cheating and guidelines to prevent 
 cheating behaviour among business students especially in Malaysian context. Thus, 
the objectives of the study are: (1) to identify the cheating engagement acts 
commonly used by business students; and (2) to determine the most effi cient ways 
to reduce cheating behavior among business students. A total of 120 sets of 
questionnaire survey were collected across 4 academic programs offered by the 
faculty of a public university in Malaysia. The fi ndings revealed that most of the 
students used extra help during exam. Furthermore, it was suggested that cheating 
behaviour can be reduced through code of ethics, public campaign and increased 
supervision. Implications and future research directions are discussed.  

  Keywords     Cheating   •   Academic dishonesty   •   Business students  

18.1         Introduction 

 Academic dishonesty can be considered as a global phenomenon that occurs in 
many countries. According to Nazir and Aslam ( 2010 ), academic dishonesty is one 
of the greatest concerns in higher learning education for the past decades. There 
are several common forms of academic dishonesty of which includes cheating, 

        N.  A.  A.   Rahman      (*) •    N.   Hussein    •    M.  M.   Esa    
  Faculty of Business Management ,  Universiti Teknologi MARA , 
  42300   Puncak Alam ,  Malaysia   
 e-mail: norazian9829@salam.uitm.edu.my  

mailto:norazian9829@salam.uitm.edu.my


212

plagiarism, multiple submissions, inventing or falsifying information and many 
more. In addition, the issue of academic dishonesty with regards to cheating has 
strong tendency for future unethical and dishonest behaviors at the workplace which 
had been exhibited since undergraduate education level. Based on previous litera-
ture, it was found that this issue has been studied abroad in many countries such as 
United States (US), United Kingdom, Canada, New Zealand and others. Previous 
researcher, Grimes ( 2004 ) did a study on undergraduate students from eight Eastern 
European countries and former Soviet Republics in Central Asia, and found 
approximately 76 % of the students had personally cheated while in colleges. 

 According to Smith and Smith ( 2012 ), cheating is a major attitude that students 
often commit. Cheating starts at school and then continued to college as students 
think it is a major contributor of their success. According to a research made by 
McCabe et al. ( 2006 ), business students tend to cheat more as compared to non- 
business students. Klein et al. ( 2007 ) also added that business students have more 
lenient attitude towards what contribute to cheating behaviour. Therefore, it is fair 
to conclude that business school students are more likely to engage in academic 
misconduct compared to students in other programs. In addition, Bowers ( 1964 ) 
stated that business students involved with cheating more than other students. He 
claimed, about 66 % of the undergraduate business students in his survey of 99 
campuses reported at least one incident of cheating such as using crib notes on a 
test, or turning in work done by another student in the previous academic year. 

 In Malaysia, there is a limited published study with regards to academic dishon-
esty especially on cheating behaviour among students of public institutions of higher 
education. According to Iberahim et al. ( 2012 ) there is an increased importance to 
fi nd out the academic dishonesty problem in both public and private institution, since 
the students is important because these students are tomorrow’s business leaders. In 
fact, as the cheating engagement acts among Malaysian students are still question-
able, it would be interesting to explore the issue. Therefore, the objectives of this 
study are (1) to identify the cheating engagement acts commonly used by business 
students; and (2) to determine the most effi cient ways to reduce cheating behaviour 
among business students. All the cheating engagement acts that commonly used by 
the students has been recognized. Thus, it is hoped that the fi ndings of this study will 
enlighten the proposed actions that can be used to minimizing or preventing the 
students from cheating during test, exam or while doing their assignments.  

18.2     Literature Review 

18.2.1     Cheating 

 Academic dishonesty can be seen to be an increasing problem that arise among 
students both in public or private universities (Anitsal et al.  2009 ). In other words, 
academic dishonesty can be referred to as the action of cheating such as cheating 
during the examinations, copying off other people works and bringing notes during 
the examinations (Pino and Smith  2003 ). 
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 Most literature’s mentioned the common form of academic dishonesty includes 
cheating and plagiarism. Cheating is referred to as behavior where students use any 
kind of material with intention or attempt to use unauthorized materials, informa-
tion or study aids in any academic exercise (Pavela  1978 ). While, plagiarism is 
defi ned as unauthorized use of ideas, suggestion, methods, language, data of 
another person without acknowledging the original source (Ellahi et al.  2013 ). In 
addition, Ellahi et al. ( 2013 ) mentioned that, the factors such as prior cheating 
behavior, ethics, alienation, peers and friends will infl uence a student’s decision to 
involve in plagiarism. 

 According to Brown and McInerney ( 2008 ), the proportion of university students 
who cheat has risen over the years, particularly in the case of cheating during exams. 
Other researchers such as Haines et al. ( 1986 ), found that cheating had become 
more normative among students over the years and the main motivation for cheating 
was found to be competition for good grades. According to Siniver ( 2013 ) students 
who observed other students cheating will themselves tend to cheat more. He also 
mentioned that, if students observe a large amount of cheating, they will think it is 
an acceptable behaviour. 

 In a study conducted by Klein et al. ( 2007 ), he reported that youngsters and those 
with lower grade point average across all professional schools were more likely to 
be the serious cheaters. Students who did not excel in their studies tend to cheat 
to obtain good grades and improve their results. It is indirectly shows that due to 
 pressure in getting good achievements, students choose the easiest path to gain 
success which is through cheating. It was also found that one of the factors drives 
the students to conduct cheating is lack of moral integrity.  

18.2.2     Cheating Engagement Act 

 Cheating behaviour varies and contributes to the increasing or decreasing level of 
cheating engagement act among students. According to Miller et al. ( 2008 ), an act 
or behaviour of a student indicates whether they would see cheating as dishonest 
and a sign of lacking in integrity. 

 In addition, Miller et al. ( 2008 ) also reported that there are sixteen types of cheating 
acts commonly used by students as per Table  18.2 . Among the cheating acts used 
are helping someone else cheat on a test, copying from another student during an 
examination, getting question or answers from someone who has already taken a 
test, copying a sentence directly from a written or internet source without quotes or 
proper referencing and others. 

 In another study conducted by Klein et al. ( 2007 ), it was reported that the most 
egregious students cheating acts are using an unauthorized cheat sheet during exam, 
looking or copying from other student exam sheet during a test, collaborating on 
assignments that were supposed to be done alone and told another students the 
contents of exam question before she or he took the exam.  
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18.2.3     Effi cient Ways to Reduce Cheating 

 Previous researchers (Meade  1992 ; Park  2003 ; McCabe et al.  2006 ), highlighted 
that business students ranked highest for self-reported level of cheating followed by 
engineering and humanities students. It shows that business students may cheat 
more than other students do. 

 One of the common ways to reduce cheating is implementing an effective code 
of ethics. McCabe et al. ( 2003 ) stated that a lower proportion of cheating at univer-
sities with code of ethics and that at universities where the lecturers are obligated by 
a code of ethics they will more closely supervise exams and put more effort into 
preventing cheating among their students. In addition, Jones ( 2011 ) reported that 
one of the most cited strategies used is through implementing an ‘honor code’. 
Honor code is known as the written integrity policy as part of the course syllabus 
can minimise the acts of academic dishonesty among students. 

 According to Miller et al. ( 2008 ), the key of everything starts from the attitude. 
The increasing and decreasing level of cheating among business students are 
depending on the attitude of a person itself. Therefore, it is suggested that one of the 
way to reduce cheating is to increase supervision. Students need to be supervised 
more stern and being observed consistently to ensure that they did not get the chance 
or have the intention to conduct cheating. 

 Moreover, Siniver ( 2013 ) stated that students who prepare themselves in class 
will help to reduce cheating. In other words, by preparing yourself and make yourself 
equipped with enough knowledge will prevent one from committing the academic 
crime that is called as cheating. Furthermore, Siniver ( 2013 ) also suggested that 
punishments on those who were caught cheating should be more severe. By doing 
this, it will change the mindset of students that nothing really bad will happen even 
if they were being caught cheating at that time. Failing the particular subject or 
suspend the students from their studies are among the punishments that students 
do not want to go through. Therefore, this automatically will prevent them from 
cheating continuously in future.   

18.3     Method 

 A quantitative research design was adopted for this research. This study was carried 
out in a public university in Malaysia. The informants in this study were the fi nal 
year business students from four business degree programs. Data collection was 
conducted internally within the university by using questionnaires. Contacts were 
made with lecturers to request for their assistance in the distributions of question-
naires. The questionnaires were administered in classes during students’ regularly 
schedule class times. Given the sensitive nature of the questions, respondents were 
repeatedly told, orally and in writing, that their responses would be anonymous and 
confi dential. The survey questionnaire included three sections which are Section A, 
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B, and C. Section A comprised of the students’ views on the cheating engagement 
acts using three point Likert scale with (1 = Never, 2 = Once, 3 = More than one), while 
section B contained statement regarding the most effi cient ways to reduce cheating 
behavior among students using fi ve point Likert scale arranging from (1 = Strongly 
agree and 5 = Strongly disagree). The instruments were adapted from various literatures 
(e.g., Miller et al.  2011 ; and Siniver  2013 ) which have been proven to be reliable and 
valid. The last part, Section C consisted of demographic information questions. 
All data were analyzed using Statistical Package for Social Sciences (SPSS).  

18.4     Results and Discussion 

18.4.1     Demographic Profi les 

 A total of 150 sets of questionnaires were distributed among fi nal year business 
students across four programs offered at business faculty of a public university in 
Malaysia. Out of 150 questionnaires distributed, only 120 were found to be usable 
for the study, yielding a response rate of 80 %. Of the students surveyed, male 
constitutes of 56.7 % and female constitutes of 43.3 %. Details of the demographic 
profi les are as per Table  18.1 .

18.4.2        Cheating Engagement Acts Commonly 
Used by Business Students 

 Table  18.2  below enlightened which of cheating engagement act commonly used by 
business students. The data also were ranked according to the mean results. The 
most common acts used by business students are a) helping someone else cheat on 
a test (μ = 2.58, SD = 0.67), followed by b) copying from another student during an 
examination (μ = 2.55, SD = 0.67), and c) getting question or answers from someone 

   Table 18.1    Demographic profi les of respondents   

 Variable  Frequency  Percentage (%) 

 Gender 
  Male  68  56.7 
  Female  52  43.3 
 Course 
  Business Degree Program A  40  33.3 
  Business Degree Program B  44  36.7 
  Business Degree Program C  20  16.7 
  Business Degree Program D  16  13.3 
 Total  120  100.0 
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who has already taken a test (μ = 2.50, SD = 0.62). Meanwhile, the three lowest ranks 
are: (a) turning in work done by someone else (μ = 1.93, SD = 0.68), (b) altering 
a graded test and submitting it as misgraded for extra credit (μ = 1.83, SD = 0.84), 
and (c) a form of cheating or academic dishonesty not addressed in this survey 
(μ = 1.33, SD = 0.60).

18.4.3        Most Effi cient Ways to Reduce Cheating Behavior 
Among Business Students 

 Table  18.3  described the most effi cient way to reduce cheating. As we know, there 
are many ways that can be used by universities in minimizing cheating behaviour 
among students. From this study, it can be concluded that the most effi cient way to 
reduce cheating behaviour is to conduct code of ethics (μ = 1.93, SD = 0.75). Other 
than that, the respondents perceived that universities are encouraged to carry 
out public campaign on cheating (μ = 1.87, SD = 0.81) and increased supervision by 
lecturers (μ = 1.75, SD = 0.87). In addition, the other ways to reduce cheating are 
change in education structure, better preparation for classes and more severe 
punishment to those who are involved with cheating must be conducted.

      Table 18.2    Cheating engagement acts commonly used by business students   

 Variables  Mean 
 Standard 
Deviation 

 Helping someone else cheat on a test  2.58  0.67 
 Copying from another student during an examination  2.55  0.67 
 Getting question or answers from someone who has already taken a test  2.50  0.62 
 Copying a sentence directly from a written or internet source without 
quotes and proper referencing 

 2.50  0.62 

 Paraphrasing (copying with re-wording) a sentence from a written or 
internet source without footnoting or referencing it in the paper 

 2.32  0.50 

 Turning in a paper obtained from the website  2.05  0.70 
 Writing or providing a paper for another student  2.03  0.73 
 Receiving help on an assignment that exceeds that which would be 
acceptable to the lecturer 

 2.00  0.82 

 Using unpermitted crib notes or cheat sheets during a test  1.97  0.66 
 Using a false excuse to obtain an extension on a due date or to take a test 
at a different time 

 1.97  0.71 

 Participating in the exchange or sharing of a stolen copy of the test  1.93  0.68 
 Turning in a paper that you originally wrote for another class without 
awareness of the professor regarding its previous use 

 1.90  0.64 

 Turning in a paper copied, at least in part, from another student’s paper  1.90  0.65 
 Turning in work done by someone else  1.93  0.68 
 Altering a graded test and submitting it as misgraded for extra credit  1.83  0.84 
 A form of cheating or academic dishonesty not addressed in this survey  1.33  0.60 

  Note: All items used a 3-point Likert Scale with (1 = Never, 2 = Once and 3 = More than once)  
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   The study was conducted with the expectation that students have a clearer view 
on academic honesty that relate with cheating behavior. It is also explained the 
cheating engagement acts and the most effective ways to reduce cheating among 
business students. Generally, the research fi ndings were consistent with those 
published in previous research. 

 According to Miller et al. ( 2008 ) there are sixteen types of cheating acts used by 
students as shown in Table  18.2 . Referring to Table  18.2 , it shows that the fi rst 
cheating engagement act is helping someone else cheat on a test. Secondly ranked 
as perceived by the students is copying from another student during an examination. 
The fi ndings were found to be similar to a study by Klein et al. ( 2007 ) reported that 
the most common cheating behavior among business students are collaborating 
with other students on assignments/exams that were supposed to be done alone 
and copying another students during exams. In addition, the third highest factor as 
 perceived in the study is getting question or answers from someone who has already 
taken a test. The least factors ranked by the students are turning in work done by 
someone else and altering a graded test and submitting it as misgraded for extra 
credit. To combate these kinds of unhealthy practices, university should to be more 
explicit about their policy with regards to academic dishonesty. 

 Academic dishonesty such as cheating is a well-known academic disease among 
both public and private universities and it is on the rise without any valid solution to 
date. According to Siniver ( 2013 ), the cheating phenomenon wills harms both 
 reputations of which includes the university and the students who do not involved 
with cheating. For ways to reduce cheating behavior among business students, it has 
been found that the most effi cient ways in minimizing cheating is through imple-
ment code of ethics. This is supported by McCabe et al. ( 2003 ), they found lower 
proportion of cheating at universities where the lecturers are obligated by a code of 
ethics they will more closely supervise students’ exams and preventing cheating 
effectively. In addition, Siniver ( 2013 ) reported students believe that signing a code 
of ethics will reduce cheating. 

 As suggested by Siniver ( 2013 ), the other ways to reduce cheating is through 
public campaign. The main objective of the public campaign is to create students 
awareness on the implications if they were caught cheating. It can be done through 
talks, seminar, banner and fl yers. In addition, he claimed that students who involved 

   Table 18.3    Descriptive analysis on the most effi cient ways to reduce cheating   

 Variable  Mean  Standard Deviation 

 Code of ethics  1.93  0.75 
 Public campaign  1.87  0.81 
 Increased supervision  1.75  0.87 
 Change in education structure  1.73  0.71 
 Better preparation for classes  1.70  0.72 
 More severe punishment  1.68  0.77 

  Note: All items used a 5-point Likert scale with (1 = Strongly agree and 5 = Strongly disagree)  
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with cheating are also harming those who do not cheat by tarnishing the university 
image as well as reputation. The third highest ways in reducing cheating is increased 
supervision. A collaborative network among the lecturers throughout the learning 
institution is also deemed as important in order to create awareness on drawbacks 
on cheating. In addition, Siniver ( 2013 ), reported the most effi cient way to reduce 
cheating on exams is more stringent supervision. Indeed, from his study claimed 
about 68 % believe the frequency of cheating during exams is affected by the level 
of supervision. Therefore, the lecturers must play an importance role by increase 
supervision during exams as a part of preventing cheating. 

 Furthermore, universities also have to play important role in preventing cheating 
among students in future. Even though punishment has been perceived to be the 
least preferred ways to reduce cheating, Siniver ( 2013 ) suggested that the most 
effective punishments are failing the course and suspension from studies. Indeed the 
fi ndings from his study also reported that, about 62 % of the students felt that 
more severe punishment can reduce the phenomenon of cheating on exams. Many 
researchers believed that the growing competition among students nowadays tends 
to lead to a trend towards a rise in cheating phenomenon in both private and public 
universities. 

 To conclude, this study would serve as a signifi cance contribution to the 
 university, education sector in Malaysia, community and nation as a whole because 
students are future leaders. The results of this study suggest additional directions 
for future research. The fi ndings of this study may not be generalized to other 
populations as students from other programs in other faculties might have different 
perceptions on cheating behavior. Therefore, for future research, it is suggested that 
the researcher should include respondents’ across faculties or across universities as 
a larger samples in order to make this study more meaningful for education sector 
especially in Malaysia. In addition, future studies are advisable to apply longitudinal 
study and robust statistics such as regression analysis in order to obtain more 
 signifi cant result.      
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    Chapter 19   
 Confused, Bored, Excited? An Emotion 
Based Approach to the Design of Online 
Learning Systems       

       Teoh     Kung-Keat      and     Jasmine     Ng    

    Abstract     Technology has somewhat challenged typically conservative higher 
education systems to change and move with the times. Current popular methods of 
classroom delivery technology or systems include MOOCs, Clickers, learning 
 analytics and dashboard systems. Some systems now form basic building blocks of 
electronic learning such as Moodle, Blackboard etc. While online learning has taken 
higher education by storm, its effectiveness is arguable. Interestingly, many 
researchers believe that the holy grail of technologically enhanced tools in higher 
education lies in the replication of actual human aspects in the classroom. This 
paper attempts to address one of the missing but crucial natural elements in the 
online learning environment – emotion. While most current online teaching and 
learning systems often process user data through simple decisions using true or false 
processes i.e. understand or do not understand input, natural human communication 
is far more complex and rich. Communication involves emotions that can range 
from bored, excited, interested, confused, distracted, frustrated, angry, etc. In a 
classroom environment, scanning and assessing student behaviour and expressions 
enable a teacher to quickly change teaching strategies or pinpoint individuals who 
need special attention. This paper argues for emotion based online learning systems 
by discussing the merits of emotion based learning systems, highlighting current 
key research and advancements in emotion recognition systems, and outlining a 
proposed methodology and model for the study and implementation of such a 
system in higher education.  
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19.1         Introduction 

 It has long been known that natural human communication involves not only spoken 
language but also nonverbal communication. Bovee and Thill ( 2010 , pp. 85–86) 
listed nonverbal communication as facial expression, gesture and posture, vocal 
characteristics, personal appearance, touch and time and space. Verbal and nonver-
bal forms of communication work hand in hand in natural language to enrich the 
context of messages. Context rich messages not only help the recipients understand 
the literal meaning of the message but also the underlying intent. For example, a 
person who says ‘yes’ to a set of instructions with bewildered and confused expres-
sions relays a different message compared to a text message or email without the 
nonverbal aspects. In other words, natural human communication involves literal 
meaning and extended meaning of a message. This paper argues for the inclusion of 
emotion as an input to elearning systems. It also proposes a framework and 
 implementation solutions for such systems.  

19.2     Literature Review 

 A comprehensive discussion on the defi nition and background of emotion, studies 
on emotion and its relation to learning and teaching and a detailed description of 
previous studies and research on the development of affect based online systems is 
discussed. 

19.2.1     Emotion 

 Aristotle describes emotions as either pleasure or pain or both (Dow  2014 ). Darwin 
in his book, Expression of Emotions in Man and Animals wrote that emotions are 
crucial to the survival of a species and that emotions show the true intent to the 
receiver (Buck  2006 ). Researchers have also determined that culture, gender and 
group behaviour infl uence how emotions are displayed and perceived (Elkman 1975 
as cited in Fragopanagos and Taylor  2005 ). Emotion recognition is therefore 
 important in natural human communication and its success. It is therefore essential 
for a message recipient to decipher the intended message correctly by recognising 
the correct emotional cues and associating their correct meaning. 

 Psychology researchers (Busso et al.  2004 ) have generally classifi ed emotions 
into six types: surprise, fear, disgust, anger, happiness, and sadness. Neural researchers 
(Adolphs et al.  1996 ) have successfully demonstrated and proven that different 
locations of the brain are actively triggered when these six types of emotions are in 
play. The six emotion types identifi ed by Busso et al. are popularly used in many 
emotion recognition systems due to the fact that they are easily distinguished and 
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useful for many applications. Italics should be used for emphasizing words or 
phrase in running text, but do not format entire paragraphs in italics.  

19.2.2     Emotion and Learning 

 Early educationists sought to eliminate emotion from the process of learning and 
teaching, believing that the acquisition of knowledge should be based purely on 
rational thinking. However, later research and studies in education argue that 
 emotion is an important factor to consider in learning and teaching (Goleman 1995 
cited in Alepis and Virvou  2011 ). According to Goleman (1995 as cited in Kort et al. 
 2001 , p. 64), ‘the extent to which emotional upsets can interfere with mental life is 
no news to teachers. Students who are anxious, angry, or depressed don’t learn; 
people who are caught in these states do not take in information effi ciently or deal 
with it well.‘ In short, the importance of emotion in classroom teaching cannot and 
should not be dismissed lightly. 

 Kort and Reilly ( 2002 ) suggest six emotion axis in student learning (Fig.  19.1 ). 
They presented a model that relates emotions and the learning of science, mathe-
matics, engineering and technology (Fig.  19.2 ). The spiral learning model suggests 
that students go through a cycle of four stages starting from Quadrant 1 and proceed 
to the following quadrants in anti-clockwise direction. In Quadrant 1, learners 
experience positive emotion as they are acquiring new knowledge. Learners moving 
to Quadrant 2 may be motivated to overcome confusion as they progress and experi-
ence challenges in understanding the subject content. Learners move to Quadrant III 
eliminating misconceptions and reinforce their knowledge as they proceed to 
Quadrant IV. The cycle continues as learners are presented with other stimuli.

    Modern elearning and distance learning systems such as Moodle and Blackboard 
however, are devoid of emotional elements. While a teacher in class is always able 
to dynamically change his/her teaching strategies based on emotional feedback by 
students, typical elearning systems are not able to do so. An elearning system 
assumes that students either understand (and proceed) or do not (and replay or go 
back). It relies on student initiative to replay or go back. In short, current elearning 

  Fig. 19.1    Some emotions relevant to learning (Kort et al.  2001 )       
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systems are static and do not respond actively to students’ comprehension of  lessons. 
In addition, current elearning systems also do not take into consideration learning 
speeds of students. It assumes that students watch a complete lecture video or slides 
at the same pace. It does not customise teaching speed to student learning speed. In 
a real classroom environment, a teacher could easily pick up the pace of his/her 
teaching if he sees that students are progressing well. Similarly, the teacher could 
also slow the pace of the lesson if he or she observes students struggling. The 
 teacher’s decision to pick up or slow down the pace will primarily be based on his 
or her observation of the students’ expressions or responses to cues such as “do you 
understand?” or “do you follow?” In short, current elearning systems need to infer 
and act on emotional states of students to be more effi cient and effective. The 
increasing relevance and importance of emotion based elearning systems can be 
observed from its standings in Gartner’s Hype Cycle for Education reports. In  2011 , 
Gartner (Lowendahl) classifi ed such systems as ‘technology triggers’, almost at 
infancy stage. However its latest report (Lowendahl  2014 ) list it as ‘on the rise’, 
indicating its increasing importance in technologies for elearning.  

19.2.3     Emotion in Learning and Teaching Technologies 

 The importance of emotion in classroom teaching and learning has been explored by 
researchers in many studies. As early as 2001, Kort (as cited in Craig et al.  2004 ) 
developed a model with four quadrants and hypothesized that students learn in 

  Fig. 19.2    Model relating phases of learning to emotions (Kort et al.  2001 )       
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specifi c affective states. A study by Falout et al. ( 2009 ) on students of English as a 
Foreign Language in Japan discovered that students who are not able to control their 
emotions well tend to be less profi cient learners. Researchers such as Hwang and 
Yang ( 2009 ) concluded that teachers who are able to manipulate and control the emo-
tions of students tend to be more successful. These studies show that recognising and 
reacting to emotion is essential for effective learning and teaching in the classroom. 

 Since the last decade, researchers (Ben Ammar et al.  2010 ; O’Regan  2003 ) have 
recognised the importance of emotion in elearning technologies, many of whom 
noted that learning systems generally lack human to human interaction (Alepis and 
Virvou  2011 ), As such, a few emotion based elearning systems have been designed 
and proposed. In 2003, O’Regan conducted a qualitative study and concluded emo-
tion to be critical for the success of online learning systems. O’Regan reported that 
previous studies acknowledge that online students experience various emotions 
while using elearning systems. O’Regan’s study provides evidence that online stu-
dents experiences various emotions while learning. In 2004, Craig et al. ( 2004 , 
p. 241) observed and classifi ed six types of emotions in an intelligent tutor system 
based on a study of respondents’ reactions: frustration, boredom, fl ow, confusion, 
eureka and neutral. This study represents an early attempt to classify online student 
emotions. In 2005, Jones and Issroff ( 2005 , p. 396) presented a comprehensive 
 literature review which argued that while developmental psychology advocates 
‘cognitive, social and emotional’ development, elearning technologies then seemed 
to have ignored emotional aspects completely.  

19.2.4     Review of Emotion Recognition Elearning Systems 

 A few elearning systems which recognise emotion have been built during the last 
decade. In this section, we discuss two of these systems. The fi rst is a typical 
 elearning system incorporated with emotion recognition capabilities and the second 
is the virtual agent system (also popularly known as intelligent tutor system). We 
describe a system by Hwang and Yang ( 2009 ) and also provide an overview of 
typical agent elearning systems. 

 Hwang and Yang ( 2009 ) developed an elearning system which is able to identify 
the users’ affective state of mind based on facial recognition. This system is one 
which typically exemplifi es an elearning system which has been embedded with an 
emotion recognition feature. Hwang and Yang’s system extracts features such as the 
size of the eye region, size of lip region, distance of eye position between frames, and 
size of skin region at forehead and applies fuzzy logic to classify the emotions. Their 
work shows that emotions from facial expression can be accurately identifi ed. While 
Hwang and Yang have shown that emotions can be quite precisely identifi ed in 
elearning systems based on facial expressions, they did not discuss what to do with 
the results of the emotion states thereafter. In addition, the system which has been 
built have several limitations, for example, users are not allowed to wear  spectacles, 
and the background colour of the user has to contrast skin complexion signifi cantly. 
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 A number of agent based interactive virtual tutors which process emotions have 
also been designed and created by researchers (Alepis and Virvou  2011 ; Bartlett 
et al.  2006 ; Ben Ammar et al.  2010 ; Craig et al.  2004 ; Vogt et al.  2008 ). These 
 systems employ a variety of methods to detect and identify emotions. Often they are 
also designed to provide appropriate outputs based on an emotion feedback e.g. 
encouragement to students who seem frustrated. The basis for the creation of agent 
based systems is to duplicate a real classroom teacher. This often includes the use of 
an avatar (image), voice (text-to-speech technology), animation (movements and 
gestures), and sometimes natural language (natural language processing). In other 
words, most artifi cial agents not only process and identify emotions from users, but 
also provide natural emotion rich feedback to students. In theory, such a system is 
ideally closest to the real life classroom environment. However, in spite of the fact 
that such agents have been in existence for almost a decade, the use of artifi cial 
agents or avatars have arguably never really taken off in a big way. Instead, feedback 
from users often shows that they fi nd artifi cial agents obtrusive and annoying, one 
popular example being the infamous Microsoft Clippit (Rudman and Zajicek  2006 ). 
A study by Baylor ( 2000 , p. 373) also found that success constraints for such agents 
in elearning include having minimal or little ‘regulated intelligence, existence of a 
persona, and pedagogical control’. In short, while the idea of a virtual agent seemed 
theoretically ideal, constructing one which will gain user acceptance will require the 
development of other characteristics, may not be worth the development time and 
effort.   

19.3     Method 

 We analyse fi ve types of potential computational methodologies to recognise  emotion 
for elearning: text, speech, biosignals, facial recognition and multimodals approaches. 
We did not consider methodologies such as gesture, gait or posture recognition which 
we believe to be less suitable for an elearning system due to conditions or constraints 
of the learner, learning environment and system development. 

19.3.1     Text 

 Emotional context in text is often examined by literary critiques and linguists. 
Literary critiques scrutinise literary texts to look for cues to interpret characters’ 
direct or indirect emotions. Barton ( 1996 ) argues that understanding emotional 
meaning allows readers to comprehend stories better. A study conducted by Hancock 
et al. ( 2007 , p. 931) found that humans use the following strategies to express 
 emotions in texts: changes in degrees of agreement to the respondent, use of negative 
affect terms (but not positive affect terms), use of punctuation for positive emotion, 
and increased speed in response and verbosity in positive emotions. In short, written 
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texts often reveal the writers’ emotions. It is also interesting to note the popularity 
of emoticons among web users, which suggests that users fi nd mere words insuffi -
cient to express their feelings. 

 While texts and emoticons are arguably the most easily available input for a 
 computer based emotion recognition system, they are not without limitations. First, 
social and cultural researchers have found that emotion is expressed differently in 
text and emoticons across different cultures (Park et al.  2013 ). This presents a prob-
lem for an emotion based elearning system, primarily due international demographic 
of student population in most institutes of higher learning. Secondly, it is rather easy 
for users to hide their emotions intentionally in their texts by using neutral texts. This 
makes it diffi cult for emotion recognition systems to recognise emotions. This can possi-
bly be achieved by using vague or neutral sentences, or even very formal language.  

19.3.2     Speech 

 The introduction of audio telecommunications by Bell allowed humans to detect and 
recognise emotions through speech. Typically, emotion in speech can be detected 
through vocal or acoustic characteristics such as pitch, tone or energy (Busso et al. 
 2004 ; Fragopanagos and Taylor  2005 ). Learning algorithms in such emotion recog-
nition systems detect the change in pitch and/or energy patterns of streaming audio 
and a classifi er assigns the type of emotion associated to the change. A typical 
 example of a speech based emotion recognition system is the Jerk-O- Meter, which 
monitors phone conversation and detects stress levels in speech (Vogt et al.  2008 ). 

 While the research in speech based emotion recognition systems has reached an 
arguably mature stage, it is rarely used in typical learning management systems. 
Instead, it has been used quite effectively in tutoring systems, especially where 
embodied characters are used to represent an artifi cial tutor or agent. Some avatar 
based artifi cial agents which respond to emotions have been developed over the last 
two decades (Alepis and Virvou  2011 ; Ben Ammar et al.  2010 ; Craig et al.  2004 ). 
However, few (if any) have been commercialised and used successfully in large 
scale university wide platforms. We also argue that the use of speech input for emo-
tion detection is not suitable in elearning considering it is unnatural for elearning 
students to talk to a computer system in most learning management systems. The 
fact that many students access learning management systems in public spaces such 
as libraries makes it very diffi cult to implement a speech based elearning system.  

19.3.3     Bio-signals 

 While professional actors can learn to control their facial expressions and voice, it 
is very diffi cult to hide physiological changes and responses in our body. Scientists 
have confi rmed that the physiological responses can be used to detect emotion with 
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devices such as lie detectors. Popular methodologies for such systems include blood 
pressure, oxygen level in the blood, skin conductance, heart rate or pulse rate and 
electrocardiogram signals (Kim et al.  2004 ). Often, more than one type of 
 physiological signals are used for improved accuracy. Kim et al. ( 2004 ) for example, 
used electrocardiogram, skin temperature variation and electro dermal activity, and 
reported a 78.43 % for recognition of three emotional categories. 

 While the use of physiological signals for emotion recognition is arguably 
more precise and less prone to ambiguities, it requires the use of hardware in the 
form of bio signal readers. Such devices add to fi nancial cost and may be inconve-
nient to the user.  

19.3.4     Facial Expressions 

 One of the most natural methods for emotions to be read is through facial  expressions. 
The need to communicate facial expressions is one of the factors motivating 
scientists to create telecommunication devices which improve telepresence. Such 
devices include video conferencing applications and related hardware. Most facial 
emotion recognition systems work by extracting key features from faces and com-
paring the extracted features to its database to identify the type of emotion. In 1969, 
Carl-Herman Hjortsjo created the Facial Action Coding System (FACS) (Ekman 
and Rosenberg  1997 ). FACS contains an anatomical catalogue of typical emotion 
expressed in human faces. Generally, the movements and positions of parts of the 
face such as the eye brows, lips, jaw, eyes, and head are identifi ed for classifi cation. 
In a typical computer based emotion recognition system which uses FACS, these 
features are extracted from the image(s) of a person’s face for analysis. 

 Before being able to extract key features from faces, the system must be able to 
distinguish, identify and track faces. This can often be a problem especially when 
there is noise, for e.g. multiple faces behind the user. Various methods have been 
proposed to solve the problem including the use of colour (Qian and Matthews 
 2002 ) and infrared (Eveland et al.  2003 ). 

 Facial expression emotion recognition systems in real time video systems need 
to be more robust than an image based systems because the images in video streams 
are constantly changing. In other words, a system needs to know when person’s 
face is not showing any emotion and when that state changes. Many current facial 
emotion recognition systems are now designed to address this problem using  various 
approaches (Bartlett et al.  2006 ). 

 In short, a computer based emotion recognition system using facial images in 
video streams will need to address face identifi cation and tracking, feature extraction, 
and spontaneous real time video feedback. 

 Facial expression recognition is a suitable method to use for emotion recognition 
in a learning management system due to a two reasons. First, extensive research 
conducted in face expression recognition means that the latest approaches are 
very mature and have reached an arguably high level of precision. Second, the 
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method only requires a video camera and no other hardware. As video cameras are 
often embedded in most laptops, tablets and mobile phones, and affordably avail-
able as additional peripheral; the method is easily and readily accessible to 
students.  

19.3.5     Multimodal Approaches 

 Of late, many researchers (Fragopanagos and Taylor  2005 ) have begun to explore 
multimodal approaches to emotion recognition. Multimodal approaches generally 
make use of more than one approach. For example, speech and facial recognition 
methods could both be employed simultaneously by the system. The advantage of 
such an approach is that the methods can improve the precision of the identifi cation 
process by verifying the results produced separately. 

 Though there are some variations, most of the methods described above adopt 
the following stages: reading emotion input, feature or signal extraction, identifi ca-
tion and isolation, identifi cation of emotion based on a classifi er system (Fig.  19.3 ).

   Typically, input from users in the form of either speech, text, biosignals, or face 
images is obtained from users. Depending on the type of input, the hardware to 
obtain the information could range from keyboard (text), microphone (speech), 
biosignal readers such as blood pressure, heart rate, EEG, or blood oxygen readers 
(biosignals) or cameras (face). Once the information from the user is obtained, 
 specifi c features need to be extracted, isolated from noise, and identifi ed precisely. 
The extracted features are then processed using complex algorithms (often employing 
artifi cial intelligence approaches) by a classifi er system which pinpoints the related 
emotion with a degree of accuracy. For example, in a typical speech based emotion 
recognition system, vocal inputs through a microphone is recorded. Noise from 
the background is removed so that the actual voice can be isolated. This enables the 
rises in pitch and energy can be identifi ed precisely. The data is sent to the classifi er 
system which compares the pitch and energy to its database and classifies it 
correctly. For example, boredom is determined by decrease in overall mean of pitch, 
and slower rate of speech (Murray and Arnott 1993 as cited in Fragopanagos and 
Taylor  2005 ). 

  Fig. 19.3    Simplifi ed typical emotion recognition process       
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 Early methodologies of emotion recognition systems are often based on static 
information, for example, capturing and processing an image of a person’s face. 
However, such systems have very little application value as human emotions are 
spontaneous and change rapidly depending on the stimulus at different points of 
time. Thus, more robust and dynamic systems which are able to capture streaming 
input and distinguish expressive and non-expressive states have been designed and 
proposed recently (Bartlett et al.  2006 ). 

 Based on the strengths and weaknesses of previous emotion based elearning 
 systems, an emotion integrated elearning system which can be customised to user 
emotion is proposed. We recommend a multimodal approach using emoticons and 
facial recognition methods. The use of emoticons will generally enable us to 
substantiate and train the classifi er of a facial recognition algorithm. The use of 
emoticons is validated by researchers such as Read ( 2005 ) who argued that emoticons 
are apt training data for other recognition methods.   

19.4     Proposed Framework and Discussion 

 Our proposed emotion integrated online learning system  ( Fig.  19.4  )  features two 
distinct features. First, integration of an emotion recognition engine to extract, 
 classify and predict emotions. Second, customisation of learning materials and pace 
based on emotion detected by the elearning engine.

   In the system, the user provides two types of input to the system, conscious and 
subconscious. Conscious input includes feedback through mouse and keyboard 
while subconscious input refers to facial expressions through the use of a video 
camera. A user’s facial expressions are continuously monitored through a video 
stream which is activated when the user logs on the system. As the user engages in 
learning, the facial features extracted from video images are extracted and sent to a 
classifi er in the emotion recognition engine which classifi es the features into respec-
tive emotion states. The emotion state is compared to emoticons selected by users. 
This is especially important in the initial stages whereby the system can be trained 
to recognise the correct emotion states. If the system determines that the fi nal 
 emotion state is negative to learning, the system will intervene and prompts the user 
to either relearn a concept (e.g. return to previous module) or take alternative 
module(s) (e.g. Module 2.1 in Fig.  19.4 ). This mimics the role of a teacher, who 
may stop and ask students if they understand what he/she is teaching, then change 
strategies, use another approach to explain a concept, or repeat previous information. 
In other words, the learning process is not necessarily linear, and users can always 
opt to return to previous modules or an alternative module. 

 The use of emoticons is to train the system for accuracy in recognising emotion 
states in user’s facial expressions. This means that the system will require two stages 
of implementation. During the fi rst stage, users will need to select the emoticons 
which refl ect their emotion stage from time to time. The selection by users will be 
used to train the system to be more precise. When the system has reached a level of 
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accuracy and effi ciency in emotion prediction, the emoticons will be removed. This 
eliminates it as a possible learning distraction and allows the system to work in a 
more seamless manner.  

19.5     Conclusion 

 To substantiate and justify a proposed emotion based elearning system, the  background 
of emotion, its importance in learning and teaching, and a short synopsis of previous 
emotion recognition in elearning systems have been detailed. In addition, the strengths 
and weaknesses of various emotion recognition methodologies were reviewed. The 
literature shows that emotion recognition is an important natural factor which has 
largely been ignored by elearning developers over the years. The literature also shows 
that current research in emotion recognition systems is relatively mature and precise, 
which supports its application and use in elearning systems. A framework for such a 
system is proposed and outlined. The design takes into consideration phased imple-
mentations for accuracy and effi ciency. 

 The proposed system is not without limitations. First, it is complicated because 
of the layers of customisation of content to cater to different levels of student 

  Fig. 19.4    Framework for emotion based eLearning system       
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 understanding. Second, the development of such a system will require training to 
gear towards different cultural facial expressions and emotions. Once developed, 
long term plans for such a system may include the combination of other data such 
as length of time spent, complexity of content, distance from camera/monitor, response 
time, etc. with emotion states for health recommendations and  considerations. Other 
future recommendations include a user feedback mechanism to demonstrate empa-
thy, encouragement, and support. 

 An emotion based elearning system will enable a more effective, useful and 
 natural way of learning and teaching.     
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    Chapter 20   
 The Use of Motivational Strategies by ESL 
Teachers in the National Defence University 
of Malaysia (NDUM)       

       Emily     Abd     Rahman    

    Abstract     Motivation has an important role in second language acquisition espe-
cially in English-as-a-Second Language (ESL) countries. Disadvantages like insuf-
fi cient input, lack of opportunities for interaction with English speakers, minimal 
amount of good English learning role models, and lack of social acceptance in 
becoming profi cient English speakers are signifi cant in most ESL contexts. Thus, it 
is crucial that teachers instil motivation in the students for successful acquisition of 
the second language (L2). This research used a mixed method of questionnaire and 
interview to investigate the use of motivational strategies by 13 National Defence 
University of Malaysia (NDUM) English instructors in L2 teaching. Results indi-
cate that a number of strategies employed by the instructors improve the students’ 
motivation. However, the incorporation of these motivational strategies depend 
highly on the availability of time, situation of the class and personality of the 
instructors.  

  Keywords     ESL   •   Motivational strategies   •   NDUM ENGLISH instructors  

20.1         Introduction 

 Motivation has always played a crucial role in the fi eld of foreign/second language 
(L2) teaching because of its huge contribution towards the students’ achievement 
and attainment in learning the target language (Cheng and Dornyei  2007 ). Students’ 
motivation functions like an engine that generates learning and also serves as the 
constant driving force that aids students in enduring the diffi cult and extensive pro-
cess of acquiring an L2 (Cheng and Dornyei  2007 ). Motivation is important because 
the environment of most English-as-a-Second Language (ESL) countries is always 
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not very conducive for successful L2 acquisition. Drawbacks like insuffi cient input, 
lack of opportunities for interaction with English speakers, minimal amount of good 
English learning role models, and lack of social acceptance in becoming profi cient 
English speakers are signifi cant in most ESL contexts (Rost  2006 ). 

 The aforementioned shortcomings are common in the National Defence 
University of Malaysia (NDUM), Malaysia’s only military university that is spe-
cially tailored for the needs and development of the Malaysian Armed Forces. Due 
to these unfavourable settings, a high motivation level is essential for successful L2 
acquisition. This huge responsibility of instilling student motivation rests highly on 
the English language educators in the NDUM. As stated by Rost ( 2006 ), a teacher 
will become happier and more successful when s/he learns to incorporate direct 
approach to generate student motivation since it is the pulse or life of the class. In 
this research, the researcher aims to investigate the use of motivational strategies by 
the NDUM English educators in L2 teaching as student motivation is essential in 
aiding the students L2 acquisition in this challenging learning context.  

20.2     Literature Review 

 In this section, the importance of motivation in ESL learning and application of the 
motivational strategies are highlighted to provide a greater understanding of this 
study. The importance of motivation in language learning was identifi ed since the 
twentieth century. Researchers, Gardner and Lambert ( 1959 ) discovered that the 
achievement of L2 acquisition is not solely dependent on language aptitude, but is 
highly enhanced by learner’s ability to adopt behaviour patterns of the L2 culture. 
However, in the NDUM, there is not much opportunity for the learners to be moti-
vated through exposure to English-speaking countries’ cultures. They live a very 
regimented life style and are geared to embrace the military culture as a preparation 
to join the military after they graduate. In settings with such little resource, which is 
always the case for ESL contexts, the language teacher becomes one of the best 
sources of motivation (Burns  2010 ). The teacher is the means in connecting the 
students with the target language. 

 Teachers always employ a range of motivational strategies in the classroom. 
Some strategies may be implemented from research fi ndings, while some may be 
derived by the teachers’ own experiences (Al-Mahrooqi et al.  2012 ). The NDUM 
teachers also use a variety of ways to get the students’ interest in class. Previous 
research on learner autonomy among the NDUM students reveals the various chal-
lenges the teachers face in promoting learner autonomy (Emily  2012 ). The most 
signifi cant challenge faced by the teachers was the culture of the institution. Students 
are too engaged in the military trainings. Their fi rst priority is the military training 
and academic is always second. Since their perceptions of achieving in graduation 
are different from other universities, hence many different strategies are required to 
motivate students in L2 acquisition. 
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 This research incorporates Dörnyei and Csizér’s ( 1998 ) ‘Ten commandments for 
motivating learners’ in the pursuit of identifying the motivational strategies incorpo-
rated by the NDUM teachers. This criteria was produced based on an empirical 
investigation of 51 motivational strategies among Hungarian teachers. From the 
result of the research, the researchers (Dornyei and Csizer) produced a list of ten 
most important motivational macrostrategies in language teaching. These ten impor-
tant macrostrategies were also tested in Asia with 387 Taiwanese English teachers 
(Cheng and Dornyei  2007 ) and later in Oman with 286 English teachers 
(Al-Mahrooqi et al.  2012 ). Although the Ten Commandments were originally for-
mulated in a Western country (Hungary), they can also be applied well in Taiwan 
and in Oman. It is important to note that some strategies are found effective in the 
Western cultures but are less useful in other cultural settings. Apart from that, this 
list of motivational strategies is valuable because it actually represents practicing 
teachers’ beliefs and perceptions in a genuine classroom environment, rather than 
just scientifi c point of view without empirical evidence (Cheng and Dornyei  2007 ). 
Table  20.1  below is a summary of the ten macrostrategies that are adapted from the 
previous studies and implemented in the current research. Below each macrostrat-
egy is the smaller set of strategies that represent each of the Ten Commandments.

   The current research incorporates all 48 strategies listed above in a question-
naire. The names of the macrostrategies were not included and all the strategies 
were listed in a random order. The questionnaire was already utilised in the Taiwan 
and Oman study that were mentioned earlier. This study adapts the same question-
naire but it is used slightly differently compared to the previous two researches. The 
methods will be explained further under the Methodology section. Based on the 48 
strategies, this study has three objectives and three research questions to be 
answered. 

20.2.1     Objective 

     1.    To fi nd out the most important and least important motivational strategies 
employed by the teachers in the NDUM context.   

   2.    To fi nd out the highest level of usage and the lowest level of usage of the 
employed motivational strategies by the teachers in the NDUM context.      

20.2.2     Research Questions 

     1.    What are the most important and least important motivational strategies employed 
by the teachers in the NDUM context?   

   2.    What are the highest level of usage and the lowest level of usage of the employed 
motivational strategies by the teachers in the NDUM context?     
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   Table 20.1    Ten commandments for motivating learners   

 Ten commandments (Macrostrategies) for motivating learners 

 1. Proper teacher behaviour 
  Show students you care about them 
  Show your enthusiasm for teaching 
  Establish good rapport with students 
  Share with students that you value English as a meaningful experience 
  Be yourself in front of students 
 2. Recognise students’ effort 
  Monitor students’ progress and celebrate their victory 
  Make sure grades refl ect students’ effort and hard work 
  Promote effort attributions 
  Recognise students’ effort and achievement 
 3. Promote learners’ self-confi dence 
  Design tasks that are within the students’ ability 
  Encourage students to try harder 
   Make clear to students that communicating meaning effectively is more important than being 

grammatically correct 
   Provide students with positive feedback 
   Teach students learning techniques 
 4. Creating a pleasant classroom climate 
   Bring in and encourage humour 
   Use a short and interesting opening activity to start each class 
   Create a supportive classroom climate that promotes risk-taking 
   Avoid social comparison 
 5. Present tasks properly 
   Give clear instructions by modelling 
   Give good reasons to students as to why a particular task is meaningful 
 6. Increase a learners’ goal-orientedness 
   Encourage students to set learning goals 
   Help students develop realistic beliefs about English learning 
   Find out students’ needs and build them into curriculum 
   Display the class goal in a wall chart and review it regularly 
 7. Make the learning tasks stimulating 
   Introduce various interesting topics 
   Make tasks challenging 
   Break the routine by varying the presentation format 
   Encourage students to create products 
   Make tasks attractive by including novel and fantasy element 
   Present various auditory and visual teaching aids 
 8. Familiarise learners with L2-related values 
   Familiarise students with the cultural background of the target language 
   Invite senior students to share their English learning experiences 
   Remind students of the benefi ts of mastering English 

(continued)
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 Using the questionnaire that was created based on the Ten Commandments of the 
most important motivational strategies in language teaching, I will try to fi nd out the 
NDUM teachers’ perception on motivational strategies, which may be different 
from the results from the previous two studies because of the difference in settings 
of the educational environment. Cultural difference may infl uence the strategies that 
the teachers deem as important and applicable in their classrooms. The interview 
acts as a supplementary means in explaining the results of the quantitative data. 
Since this educational institution is a boutique university, qualitative data is essen-
tial to understand the results better. The interviews can avoid generalisation without 
evidence because assumptions could not explain if the motivational strategies really 
meets the NDUM students’ motivation.   

20.3     Method 

20.3.1     Sample 

 The sample consists of 13 English teachers (three males, and ten females) from the 
Language Centre in the NDUM. Their educational qualifi cations range from degree 
to PhD. All of the teachers are Malaysians. Most of them are local graduates. Only 
a small number of them are overseas graduates. Their working experience at the 
NDUM is between 1 and 9 years. Out of 13, six teachers volunteered to contribute 
further in the research by participating in a one-to-one, semi-structured interview 
with the researcher.  

Table 20.1 (continued)

 Ten commandments (Macrostrategies) for motivating learners 

   Invite English-speaking foreigners to class 
   Introduce authentic cultural materials 
   Encourage students to use English outside the classroom 
   Increase the amount of English you use in class 
 9. Promote group cohesiveness and group norms 
   Allow students to get to know each other 
   Explain the importance of the class rule 
   Let students suggest class rules 
   Ask students to work toward the same goal 
   Encourage students to share personal experiences and thoughts 
 10. Promote learner autonomy 
   Teach self-motivating strategies 
   Involve students in designing and running the English course 
   Encourage peer teaching and group presentation 
   Give students choices in deciding how and when they will be assessed 
   Adopt the role of a ‘facilitator’ 
   Allow students to assess themselves 
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20.3.2     Research Instruments and Procedures 

 The research is a case study that utilises a mixed method of quantitative and qualita-
tive research method. Two research instruments were implemented in this study. 
The questionnaire was adapted and edited from a study on the use of motivational 
strategies by English teachers in Oman by Al-Mahrooqi et al. ( 2012 ). However, this 
questionnaire was not created by these researchers as it is actually a modifi ed repli-
cation of Cheng and Dornyei’s ( 2007 ) study on Taiwanese English teachers. In both 
research, the questionnaire was used in a large-scale empirical survey. It is impor-
tant to note that my research is different from the two previous researches because 
the questionnaire is used in a focused group of 13 teachers only. It is a small-scale 
study and aims to investigate a more in-depth explanation of the topic, thus it has 
been extended by the incorporation of an interview to get a richer data.

    1.    Questionnaire 
 There are three sections in the questionnaire.

    (i)    Section A requires participants to rate forty-eight motivational strategies in 
terms of their importance in the participants’ ESL teaching. The rating 
involves a fi ve-point Likert scale ranging from  Not important, Somewhat 
important, Important, Very important  to  Vital.    

   (ii)    In Section B, the participants are presented with the same list of forty-eight 
motivational strategies but this time they have to rate them according to how 
frequently those strategies were used in their ESL teaching. The scale 
ranges from  Never, Rarely, Often, Very often  to  Always.    

   (iii)    The last section covers the participants’ demographic information as well as 
a consent enquiry for further participation in an interview.       

   2.    Semi-structured interview 
 The semi-structured interview was included in pursuit to clarify any misconcep-
tions while supplementing the quantitative data with additional explanation on 
the topic.    

  The researcher collected the data on the 25th of May 2013. The teachers com-
pleted the questionnaire in the presence of the researcher to enable them to ask 
questions or seek for clarifi cations. After the session, participants who agreed to 
participate in the interview were then engaged in a one-to-one semi structured inter-
view with the researcher.   

20.4     Results and Discussion 

 Table  20.2  shows the result for the questionnaire. The mean of importance and fre-
quency for each motivational strategy is calculated for comparison. Then, to com-
pare the importance and frequency between the macrostrategies, the mean score of 
all the strategies under each macrostrategy is added and divided to get the average 
mean score that represents each macrostrategy.
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   Table 20.2    Results for questionnaire   

 Macrostrategies/motivational strategies  Mean 

 Importance  Frequency 
 1. Proper teacher behaviour  4.108  4.062 
   (2) Show students you care about them  4.308  4.231 
   (17) Show your enthusiasm for teaching  4.231  4.077 
   (23) Establish good rapport with students  4.077  4.077 
   (40) Share with students that you value English as a meaningful 

experience 
 3.769  3.769 

   (47) Be yourself in front of students  4.154  4.154 
 2. Recognise students’ effort  3.866  3.731 
   (8) Monitor students’ progress and celebrate their victory  3.538  3.462 
   (15) Make sure grades refl ect students’ effort and hard work  4.154  4.154 
   (42) Promote effort attributions  3.462  3.308 
   (46) Recognise students’ effort and achievement  4.308  4.000 
 3. Promote learners’ self-confi dence  4.015  3.831 
   (11) Design tasks that are within the students’ ability  4.154  3.769 
   (28) Encourage students to try harder  4.154  4.000 
   (33) Make clear to students that communicating meaning 

effectively is more important than being grammatically correct 
 3.692  3.769 

   (34) Provide students with positive feedback  4.231  4.154 
   (36) Teach students learning techniques  3.846  3.462 
 4. Creating a pleasant classroom climate  3.769  3.750 
   (1) Bring in and encourage humour  4.077  3.923 
   (21) Use a short and interesting opening activity to start each class  3.692  3.769 
   (30) Create a supportive classroom climate that promotes 

risk- taking 
 3.692  3.692 

   (41) Avoid social comparison  3.615  3.615 
 5. Present tasks properly  3.808  3.500 
   (6) Give clear instructions by modelling  3.769  3.385 
   (25) Give good reasons to students as to why a particular task is 

meaningful 
 3.846  3.615 

 6. Increase a learners’ goal-orientedness  3.308  3.097 
   (10) Encourage students to set learning goals  3.462  3.385 
   (20) Help students develop realistic beliefs about English learning  3.462  3.385 
   (26) Find out students’ needs and build them into curriculum  3.538  3.308 
   (31) Display the class goal in a wall chart and review it regularly  2.769  2.308 
 7. Make the learning tasks stimulating  3.949  3.631 
   (12) Introduce various interesting topics  4.385  4.154 
   (13) Make tasks challenging  3.846  3.308 
   (18) Break the routine by varying the presentation format  4.000  3.769 
   (27) Encourage students to create products  3.769  3.538 
   (43) Make tasks attractive by including novel and fantasy element  3.538  3.077 
   (45) Present various auditory and visual teaching aids  4.154  4.077 

(continued)
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   The highest mean score for the most important motivational strategy is 4.385. 
The NDUM teachers think that the most important strategy to motivate the students 
is by introducing various interesting topics in their lessons (12). The second highest 
score is 4.308 where teachers think they should show students that they care about 
them (2) and they should recognise students’ effort and achievement (46). The third 
rank goes to encouraging students to use English outside the classroom (38) with 
4.231 mean score. 

 The highest rank for the most frequently used motivational strategy is showing 
students that teachers care about them (2) and encouraging students to use English 
outside of the classroom (38) with mean score 4.231 for both. The second highest 
mean score is 4.154 with four strategies. The NDUM teachers always be themselves 
in front of students (47), make sure that grades refl ect students’ effort and hard work 
(15), provide students with positive feedback (34), and introduce various interesting 
topics (12). The third mean score is 4.077 with also four strategies. The strategies 
are; teachers frequently show their enthusiasm for teaching (17), establish good 

Table 20.2 (continued)

 Macrostrategies/motivational strategies  Mean 

 8. Familiarise learners with L2-related values  3.341  3.176 
   (4) Familiarise students with the cultural background of the 

target language 
 3.692  3.538 

   (7) Invite senior students to share their English learning 
experiences 

 2.231  1.923 

   (9) Remind students of the benefi ts of mastering English  3.538  3.846 
   (19) Invite English-speaking foreigners to class  2.231  1.538 
   (32) Introduce authentic cultural materials  3.385  3.231 
   (38) Encourage students to use English outside the classroom  4.231  4.231 
   (39) Increase the amount of English you use in class  4.077  3.923 
 9. Promote group cohesiveness and group norms  3.708  3.538 
   (3) Allow students to get to know each other  4.077  4.077 
   (5) Explain the importance of the class rule  3.846  3.615 
   (16) Let students suggest class rules  2.846  2.308 
   (35) Ask students to work toward the same goal  3.692  3.769 
   (44) Encourage students to share personal experiences and 

thoughts 
 4.077  3.923 

 10. Promote learner autonomy  3.462  3.359 
   (14) Teach self-motivating strategies  3.538  3.462 
   (22) Involve students in designing and running the English 

course 
 2.846  2.615 

   (24) Encourage peer teaching and group presentation  3.692  3.923 
   (29) Give students choices in deciding how and when they will 

be assessed 
 3.231  3.231 

   (37) Adopt the role of a ‘facilitator’  4.154  3.769 
   (48) Allow students to assess themselves  3.308  3.154 

E.A. Rahman



243

 rapport with students (23), present various auditory and visual teaching aids (45), 
and allow students to get to know each other (3). 

 The least important strategies ranked by the teachers are inviting senior students 
to share their English learning experiences (7) and inviting English-speaking for-
eigners to class (19), both strategies with mean score 2.231. The second lowest 
mean score is 2.769. Teachers think that displaying the class goal in a wall chart and 
reviewing it regularly (31) is not an important strategy in the NDUM context. The 
third lowest mean score is 2.846 where teachers think that it is not very important 
for students to suggest class rules (16) and to get involved in designing and running 
the English course (22). 

 The least employed motivational strategy is inviting English-speaking foreigners 
to class (19) with the mean score of 1.538. The second least employed strategy is 
inviting senior students to share their English learning experiences (7) with the 
mean 1.923. The third lowest score is 2.308 with two strategies; teachers seldom 
display the class goal in a wall chart and review it regularly (31) and they also rarely 
let students suggest class rules (16). 

 The table below illustrates ranking for the macrostrategies according to their 
average mean scores. The ranking, number 1 is the most important or frequently 
used to number 10, the least important or least used macrostrategy. 

 Form Table  20.3 , we can see that most of the ranks are the same for importance 
and frequency; macrostrategies number 1, 2, 3, 6, 8 and 10. The NDUM teachers 
think that having proper teacher behaviour is the most important motivational strat-
egy and they also adapt this strategy most frequently, as proven in the ranking for 
frequency. The least important macrostrategy is increasing learners’ goal- 
orientedness and teachers also seldom use this macrostrategy in class. The interest-
ing part is the unparalleled rankings for macrostrategies number 4, 5 and 7. Teachers 
claim that creating a pleasant classroom climate is not very important (Rank I: 6) 
but they frequently employ this strategy in class (Rank F: 3). For macrostrategy 5, 
teachers think that presenting tasks properly is fairly important (Rank I: 5) but the 
ranking for frequency shows lesser rating (Rank F: 7). On the other hand, 

    Table 20.3    Rank for importance (I) & frequency (F) of macrostrategies   

 Macrostrategies  Rank I  Rank F 

 1. Proper teacher behaviour  1  1 
 2. Recognise students’ effort  4  4 
 3. Promote learners’ self-confi dence  2  2 
 4. Creating a pleasant classroom climate  6  3 
 5. Present tasks properly  5  7 
 6. Increase a learners’ goal-orientedness  10  10 
 7. Make the learning tasks stimulating  3  5 
 8. Familiarise learners with L2-related values  9  9 
 9. Promote group cohesiveness and group norms  7  6 
 10. Promote learner autonomy  8  8 
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 macrostrategy 7 is the opposite from the other two scenarios. Teachers think that 
making the learning tasks stimulating is important (Rank I: 3), but it is not refl ected 
as much in the frequency of its incorporation in class (Rank F: 5). In the next sec-
tion, the results will be explained and discussed further by including the data from 
the interview.

20.4.1       Macrostrategies Discussed 

20.4.1.1     Proper Teacher Behaviour 

 Demonstrating appropriate teacher behaviour is seen as the most important strategy 
in motivating the NDUM students. What is more interesting about this macrostrat-
egy is the fact that it ranked fi rst in the other previous studies as well (Al-Mahrooqi 
et al.  2012 ; Cheng and Dornyei  2007 ; Dörnyei and Csizer  1998 ). This similarity 
proves that teachers across different cultures believe that being a good role model is 
the most effective way of motivating students. From the interview, teachers claimed 
that when they are able to be themselves in the class, they are able to get to know the 
students better and create a good rapport with them. By acknowledging students as 
individuals and showing that you care, students tend to feel comfortable and at ease 
around the teachers. This state of comfort will allow them to learn language easily. 
Another way to explain this condition by referring to Krashen’s ( 1981 ) affective 
fi lter hypothesis. When students are themselves in class, their affective fi lter is low 
so their intake will become higher and they have less anxiety. The NDUM students 
are reported to be very quiet in class especially when they do not understand the 
lesson. But when they feel comfortable with the teachers, they will start asking 
questions and participate in the lessons.  

20.4.1.2     Recognise Students’ Effort 

 This macrostrategy is considered fairly important in the NDUM context. Both stud-
ies in Taiwan and Oman also reported similar fi ndings where they rank second and 
third, respectively. All three settings agree that teachers’ recognition of students’ 
effort and success can motivate students to strive harder in learning the language. 
But it is not the same with the Hungarian study. The Hungarian teachers do not 
think this macrostrategy is important maybe due to cultural difference. The Asia and 
Arab cultures are closer to the NDUM settings since Malaysia is an Asian, Islamic 
country. The NDUM students are mostly students with low English profi ciency. 
They are often confused in class but too shy to ask questions. The teachers have to 
make an effort to check for their understanding by questioning them and using 
prompts to elicit their linguistic problems during English lessons. Rewarding the 
students’ progress or achievements really help in boosting their confi dence in using 
the language.  
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20.4.1.3     Promote Learners’ Self-confi dence 

 Promoting learners’ self-confi dence is important in the NDUM as well as the other 
previous studies. This macrostrategy ranked second in this study, similar to Dörnyei 
and Csizér ( 1998 ) study. In Oman and Taiwan, they ranked third place. The identical 
results prove that this macrostrategy is considered important across cultures. This 
macrostratgey focuses on the students rather than the teachers (the fi rst macrosrtat-
egy) where both are the most important elements in the teaching and learning pro-
cess. In the NDUM, the teachers reported that it is vital that teachers provide 
students with tasks that are suitable with their English profi ciency. If the task is too 
diffi cult, the students become demotivated and refuse to engage in the task. The 
students also need to be given ample time to complete a task because of their level 
of profi ciency. Some of the courses are too cramped that it renders students’ success 
in learning. This situation could create a demotivating mood for the students because 
they think that they are not good enough to master the language. So, students need 
to be given suitable tasks and ample time in completing a task to promote their 
self-confi dence.  

20.4.1.4     Creating a Pleasant Classroom Climate 

 Classroom setting plays an important role in language learning. A supportive and 
friendly environment can ease the tension of learning a foreign language. As stated 
by Young ( 1999 ), students’ learning motivation is highly infl uenced by the settings 
of the classroom where a tense environment will lead to language learning anxiety, 
which impedes learning. The NDUM teachers do not think that this macrostrategy 
is important as it ranked number six in the questionnaire. The study in Oman had 
similar results but those in Taiwan and Hungary had the opposite. However, despite 
the fact that the NDUM teachers think pleasant classroom climate is not important, 
they tend to incorporate this macrostrategy a lot in their classroom as it ranked third 
in the frequency of usage. Without their realisation, the NDUM teachers have been 
placing a lot of effort trying to get a comfortable, non-threatening environment for 
the students. Teachers tend to incorporate set inductions that are interesting and tend 
to use a lot of fun elements in class to make the students feel safe to take risks and 
participate in class. They try to make the lessons more laid-back rather than very 
formal because it works incredibly well with the NDUM students.  

20.4.1.5     Present Tasks Properly 

 Clarity in instruction and task presentation is undeniably important as it shapes how 
students perceive a given task. This macrostrategy is deemed as important in this 
study as well as the previous ones. As stated by Cheng and Dornyei ( 2007 ), a teach-
ers’ capability will not motivate students if his/her teaching is lacking in instruc-
tional clarity. However, the NDUM teachers did not implement this strategy as 

20 The Use of Motivational Strategies by ESL Teachers in the National Defence…



246

often, as proved in the ranking for frequency of usage in Table  20.3 . Only one 
teacher highlighted the importance of this strategy in her teaching where she con-
stantly reminds students why a certain task/topic is important in their language 
learning. By doing so, she reported that her students paid more attention to the topic 
that was being taught. Others may not have used this strategy because they assume 
that students are not bothered by it.  

20.4.1.6    Increase a Learners’ Goal-Orientedness 

 This macrostrategy is ranked the lowest in this study. The previous study also placed 
this macrostrategy in the bottom fi ve out of the ten rankings. This result may have 
been caused by the teachers’ uncertainty in the value of this macrostrategy or diffi -
culty in incorporating it into their educational settings (Cheng and Dornyei  2007 ). 
As for the NDUM students, most of them are not very concerned with the outcome 
of their English learning experience. Teachers reported that students are more con-
cerned about their core subjects which they think is far more important than English. 
So some teachers tried to fi nd what the students need to pass the exam and geared 
their lesson to be exam-oriented to get the students motivated in the class. So, it is 
hard to incorporate this macrostrategy in the NDUM context because of the stu-
dents’ mind-set of learning language.  

20.4.1.7    Make the Learning Tasks Stimulating 

 Interest has a vital role in motivating a person to spend considerable amount of 
energy in doing a certain activity for a long duration of time. In the motivation of 
L2 learning, interest has also been deemed as a prominent motivational element 
(Tremblay and Gardner  1995 ). Nevertheless, this macrostrategy is not considered 
as important in the previous researches where it ranked fi fth in Oman, sixth in 
Hungary and seventh in Taiwan. In the NDUM, this macrostrategy is ranked as the 
third most important component. Introducing various interesting topics was ranked 
as the most important strategy in this study. The NDUM teachers always try to 
incorporate variety of approaches and teaching aids into their lessons. This method 
proves to gain students’ interest in the topic and get them excited. When they are 
excited, they will engage in the tasks and pay attention during the lessons. The stu-
dents enjoy fun activities, so the teachers try to incorporate a lot of songs, videos 
and presentations into their lesson. They prefer hands-on activities rather than sit-
ting and listening to lectures. However, the ranking for frequency of implementa-
tion is low because some of the strategies that are believed by the teachers to be 
good strategies are not suitable to be used with the NDUM students. For example, 
the inclusion of literary texts was a failure in the NDUM because students fi nd it 
irrelevant and taxing.  
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20.4.1.8    Familiarise Learners with L2-Related Values 

 This macrostrategy is considered not important in all of the previous and current 
study. It ranked seventh in the Omani study, eighth in the Taiwanese study, ninth in 
this study and tenth in the Hungarian study. Although research has claimed that 
learners’ disposition towards the culture and people of the target language can infl u-
ence success in acquiring the language (Gardner  1985 ), there seems to be an excep-
tion for institutes with different academic objectives. For the NDUM teachers, they 
are only in favour of encouraging students to use English outside of the classroom 
because the students are weak in English and they need more practice using the 
language. Apart from that, teachers are not very keen in familiarising students with 
the cultural background of the target language. Only one teacher claimed to always 
share her experiences when she was studying abroad. It can be presumed that the 
other teachers did not get students familiar with the target language’s culture 
because they have no experience being in an English-speaking country, thus have 
little understanding or skill in utilising culture to attract students’ interest.  

20.4.1.9    Promote Group Cohesiveness and Group Norms 

 Cheng and Dornyei ( 2007 ) highlighted the infl uence of group dynamics where a 
group collective behaviour is believed to have great impact on its members’ action 
and beliefs. However, this group-related has not been explored or utilised fully in L2 
learning (Dornyei and Murphy  2003 ). This claim is evident in the results of the cur-
rent and previous studies. In the NDUM, the teachers claimed that group work does 
not work all the time. Students get off task easily if there were too many members 
in a group or too much time allocated for a group task. However, one teacher suc-
ceeded partly in utilising group dynamics. She incorporated sharing sessions with 
the students where they were required to take turns to share personal opinions and 
thoughts at the beginning of each class. This activity got the students motivated in 
her class and brought the students closer as a group. She once, punished the students 
by having them stand while listening to her lectures because they were sleepy. Then, 
in another session, one of her students took the initiative to stand while listening to 
her lecture because he got sleepy. After that, it became the class’ unspoken rule – to 
stand if you are sleepy.  

20.4.1.10    Promote Learner’s Autonomy 

 Learner autonomy refers to having students take charge of their own learning (Holec 
 1981 ). This term is becoming increasingly acknowledged in the ESL fi eld. Although 
learner autonomy is a fundamentally valued educational objective, it is seldom 
employed in actual teaching practice (Benson  2000 ). This is evident in the current 
and previous studies where this macrostrategy is rated as one of the lowest in favour. 
This means that teachers from cross-cultural settings are still in favour of 
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teacher- centred approaches. A previous study on the NDUM teachers’ perception of 
learner autonomy also supports this result. From the research, the results indicate 
that the NDUM teachers are all aware of the importance of promoting learner auton-
omy but they themselves are not prepared to refl ect and change their idea of teach-
ing (Emily  2012 ). The teachers may take more time to be able to adapt this way of 
teaching because it is in contradiction of the culture of teaching is Malaysia as well 
as the military culture in the NDUM.    

20.5     Conclusion 

 As a conclusion, this study has gauged an insight of the NDUM teachers’ prefer-
ence and employment of motivational strategies in their English lessons. Since the 
NDUM is a military based university, the teachers faced many challenges in moti-
vating the students to learn English due to lack of enthusiasm towards learning 
language. The teachers put fair effort in incorporating various types of motivational 
strategies in his/her lessons. Some of the strategies worked well with all the teachers 
and students, while some did not. There are some strategies that are believed to be 
as effective, but teachers do not have the time or capability in conducting them. 
Thus, the incorporation of each strategy depends highly on the situation of the class 
and the personality of the teacher himself/herself. 

 The NDUM students, on the other hand, prefer to be acknowledged as individu-
als in class and engage in fun activities. This could be explained by the fact that they 
are being treated as a collective group in their military trainings. By acknowledging 
them as individuals, teachers can make them feel important thus more motivated in 
learning. Students need to have a friendly, conducive environment to learn language 
where students can feel safe and unafraid to make language mistakes when they 
converse using the target language. The lessons should be interesting yet not too 
complex for students to get the best out of the learning experience as most of them 
have lower level of English profi ciency.     
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    Chapter 21   
 Application of Rasch Measurement Model 
in Evaluating Student Performance 
for Foundation of Computing II       

       Raudzatul     Fathiyah     Mohd     Said    

    Abstract     This paper discusses the evaluation of students’ performance at the 
Center of Foundation Studies, UiTM Puncak Alam. There are two programs offered 
to students at this center; Foundation of Science and Foundation of Engineering. 
Students who are enrolled in the Foundation of Engineering need to take subjects 
namely Physics, Mathematics, Chemistry and Computing. For this paper, the 
Computing subject has been chosen to be evaluated. The course assessment for 
Computing II (CSC099) includes quizzes (10 %), the midterm exam (20 %), a 
 project (20 %), assignments (10 %) and the fi nal exam (40 %). The students’ perfor-
mance achievement is based on their fi nal examination. Using Rasch Measurement 
Model, each level of diffi culty of questions can be examined based on the students’ 
answers. Each question is mapped to the number of students who are able to answer 
it correctly. Based on the fi ndings of 75 students, the results show that students can 
fairly answer questions from different levels of diffi culty. The results tabulated from 
this research may help lecturers to improve the course content in the future.  

  Keywords     C programming   •   Foundation studies   •   Rasch model   •   Students’ 
performance  

21.1         Introduction 

 Measuring students’ performance is vital in education as it monitors the learning 
pattern of the students (Aziz et al.  2013a ). Not only it measures what the students 
have learnt, it also measures the achievement of learning objectives of the subject. 
Students’ performance will indicate how far the learning objective of the subject has 
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been achieved. Thus, lecturers who are teaching the subject may use the  performance 
results to examine the effectiveness of their teaching style. 

 Center of Foundation Studies, Universiti Teknologi Mara offers two pre-degree 
programs; Foundation of Science (PI080) and Foundation of Engineering (PI009). 
Those who are doing Foundation of Engineering need to complete four core 
 subjects, such as Mathematics, Physic, Chemistry and Computing. The completion 
and results from these subjects are the requirement for them to pursue their degree 
program locally or overseas. For the Computing subject, students learn the basic C 
programming language and it covers various topics from data type to strings. The 
course assessment for the subject consists of tests, quizzes, lab assignment, group 
project and fi nal examination. Students need to complete tests, quizzes, lab assign-
ment and fi nal examination individually. Only assignment and project will be done 
in groups. 

 Students were taught the theoretical and practical basic concepts of C program-
ming language. They were required to write a code of this programming language 
so that, lecturers could evaluate their understanding of this subject. During lab 
 sessions, students wrote a code by using CodeBlocks software provided by the 
Center. They could write and test their coding based on what they had learned 
 during the lecture sessions. However, in tests, quizzes and the fi nal examination, 
students needed to answer all the questions manually, or in short responses without 
any help from electronic devices. Therefore, the ability of the students were demon-
strated by their responses to the questions given. 

 It is important to employ a suitable assessment tool as to produce quality results. 
The use of Rasch Measurement Model provides evidence of both validity and 
 reliability of the fi nal examination paper (Ahmad et al.  2010 ). It uses a students’ 
assessment data and transform it into ‘logit’ scale, then, transforms the outcome into 
linear correlation with equal interval (Osman et al.  2013 ). Later, the results are 
 analysed whether it has been correctly assessed and it will be used as a lecturers’ 
guide in improving their teaching style (Osman et al.  2012 ). 

 Students’ successes through their understanding of this subject will indirectly 
contribute towards their performance in the same subject during their degree pro-
gram. A student who has a strong understanding of this subject normally will have 
fewer problems in continuing with the advanced level subjects (Osman et al.  2013 ). 

 This paper presents the students’ understanding in Foundation of Computing II 
through C programming language. Students’ achievement in the fi nal examination 
are evaluated and measured using Rasch Measurement Model.  

21.2     Method 

 The sample consisted of 75 Foundation of Engineering students from Universiti 
Teknologi Mara (UiTM). The instrument used was Foundation of Computing II 
fi nal examination paper which carried 40 % of the total marks for the subject. The 
fi nal examination paper comprises of various topics in C programming language 
which was developed according to Bloom’s Taxonomy level of mastery. The fi nal 
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examination consisted of 20 items of C programming language topics. At the end of 
the semester, the results of the fi nal exam are tabulated. Marks from each student for 
each question, or referred to as items, are tabled accordingly before running it in the 
Rasch Measurement Model software, Ministeps. 

 The reason for choosing Rasch Measurement Model is because the model moves 
the concept of reliability from creating “best fi t line” of the data into constructing 
reliable measurement instrument. Rasch focuses on constructing the measurement 
instrument to fi t the model and unlike statistical modeling, it creates a model to fi t 
the data (Aziz et al.  2013b ). Thus, an appropriate measuring instrument is vital to 
ensure quality information can be generated for signifi cant use (Ghulman and 
Mas’odi  2009 ).  

21.3     Results and Discussion 

 The analysis was carried out to examine the level of achievement of Foundation of 
Engineering students for the course code CSC099 – Foundation of Computing 
II. The results from the fi nal examination were tabulated and run in Ministeps, a 
Rasch Analysis software to obtain the logit values. 

 Firstly, the analysis on person (student) and item (fi nal exam questions) reliabili-
ties are checked. In order to execute this assessment, an output table of summary 
statistics is run as is shown in Table  21.1 . The result shows that the value of 
Cronbach-α = .76 which is fair (Fisher  2007 ). As for the person summary, the out-
come is revealed as a fair Reliability = .68. The major fi nding is the Person Mean 
μperson = 1.32logit, where students were found to be performing well in answering 
the fi nal examination questions.

   The Item summary shows a very high Reliability = .92, which indicates that the 
items have an excellent range of item diffi culties. The item diffi culty is spread from 
3.22 of maximum for the most diffi cult to −2.96 of minimum for the easiest ques-
tion. In other words, positive values indicate that the students’ performance based 
on the diffi culty of the questions is acceptable. The PIDM displays the ability of a 
person (students) in response to the diffi culty of an item (fi nal exam question) 
(Othmant et. al.  2012 ). Negative values indicate that the students are having prob-
lems in answering the questions. 

 Further analysis on the validity of the questions was also carried out and the 
results were examined based on Point Measure Correlation as shown in Table  21.2 . 
All 20 questions have a positive point measure correlation (x) that signifi es 50 % of 
the questions were acceptable except in item Q18 = .35, Q15 = .26, Q10 = .34, 
Q7 = .30, Q12 = .22, Q1 = .23, Q14 = .35, Q9 = .24, Q3 = .25 and Q4 = .08. It is shown 
that the correlation value is below the satisfactory range where it should be .4 < x < .8. 
The following check is also required based on Outfi t Mean Square (MNSQ) and 
Outfi t z-Standard (ZSTD). If the value of MNSQ is .5 < y < 1.5 and ZSTD is 
+2 < z < −2, the result achieved is considered acceptable and the items (fi nal exam 
questions) are suitable for measuring the students’ performance. In Rasch 
Measurement Model, the item will be considered as misfi t when all three parameter 
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such as Point Measure Correlation, Outfi t Mean Square and Outfi t z-Standard do 
not meet the acceptable level. Table  21.2  shows that item Q15 and Q10 are 
 considered misfi ts since both items do not fulfi ll all the three control parameters. 
Q15 has the point measure of .26 < .4, MNSQ of 1.59 > 1.5 and ZSTD of 2.8 > 2. In 
item Q10, point measure value score is .34 < .4, MNSQ score is 1.65 > 1.5 and ZSTD 
score is 2.7 > 2. Hence, both items need further review.

   The determination of person validity also utilised the same method; Point 
Measure Correlation in which all three parameters such as Point Measure 
Correlation, MNSQ and ZSTD were applied. The analysis of the person validity is 

   Table 21.1    Summary statistics       
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shown in Table  21.3 . From the given table, two students with entry number S30 and 
S35 are considered misfi ts as they could not fulfi ll all the three parameters. S30 has 
the point measure of 0.12 < 0.4, MNSQ of 3.76 > 1.5 and ZSTD of 3.0 > 2, and S35 
has the point measure of .00 < 0.4, MNSQ of 3.03 > 1.5 and ZSTD of 3.4 > 2.

   In Table  21.4 , the scalogram responses show the items (fi nal exam questions) 
answering pattern of each student. The items are sorted according to the easiest on 
the left and to the most diffi cult question on the right of the scalogram. Additionally, 

    Table 21.2    Item measure       
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the students are sorted from the best or the most excellent student at the top and the 
weakest or poor at the bottom of the scalogram. Based on Table  21.3 , it is shown 
that misfi t students, S30 and S35, are inconsistent in answering the questions. For 
example, the easiest item Q4, both students responded wrongly. However, all stu-
dents were able to answer the question correctly even poor students received full 
marks on that particular item. For student S06, he has been shown to perform well 
and managed to answer all easy questions correctly and only answered diffi cult 

    Table 21.3    Person measure       
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questions wrongly. Table  21.4  reveals that most students had problems in answering 
diffi cult items.

   The Person-Item Distribution Map (PIDM) is developed and the output from the 
analysis is presented in Fig.  21.1 . The map details out the exact position of each 
student in relation to the fi nal exam questions. The PIDM maps out the distribution 
of Person and Item on the same logit scale with the Latent Trait Theory (Ahmad 
et al.  2010 ; Nopiah et al.  2011 ). The PIDM displays the ability of a person  (students) 
in response to the diffi culty of an item (fi nal exam question) (Ibrahim et al.  2012 ). 
The level of student’s ability is calculated by the separation of the item against the 

    Table 21.4    Guttman Scalogram       
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person’s location on the map: the more the separation, the higher a person is likely 
to respond correctly on the item. In PIDM, Mean item μitem serves as a threshold 
and it is set to zero on the logit scale (Osman et al.  2013 ). The diffi culty of the items 
depends on the spread of the items over scale: if an item’s location is far from the 
Mean item μitem, the more diffi cult the item is, compared to the item located nearer 
(Ahmad et al.  2010 ).

   In Fig.  21.1 , the Person Mean μperson score is 1.32 which is higher than the 
threshold value, μitem = .00. It can be seen here that, 61 students (81.3 %) are found 
to be above the μitem, thus, the overall observation of students’ performance in 
Foundation of Computing II is better than expected and students have a good 
 understanding and knowledge on the subject. Nevertheless, only 12 students (16.0 
%) are located below the μitem and they have diffi culty in answering all fi nal exam 
questions except the items below the μmean which are easy questions. There are 
two students (S24 and S26) who were only able to answer the easiest item (Q3, Q4 
and Q9) and they can be considered as less excellent students. In conclusion, 
specifi c actions or improvement in teachings should be taken to increase the level of 
success of this subject.  
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  Fig. 21.1    Person-item distribution map       
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21.4     Conclusion 

 Using Rasch Measurement Model, it can be concluded that Person and Item constructs 
are valid and reliable. Also, it shows that Person and Item measures are fi t. Therefore, 
this study proves that students’ performance for CSC099-Foundation of Computing II 
can be measured using Rasch Measurement Model. From the Rasch analysis, students 
were classifi ed according to their achievement in answering questions ranging from 
hard to easy levels. It defi nitely refl ects their learning abilities and level of understand-
ing in this subject. The output from this study can be used as a guideline for the lectur-
ers in monitoring students’ performance and it is actually a refl ector for lecturers in 
gauging the effectiveness of the teaching and learning for this subject.     
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    Abstract     In many universities in Malaysia and abroad, various law courses are 
incorporated into the syllabus for non-law programmes such as accountancy. This 
paper examines the challenges experienced by accountancy students in a Malaysian 
university in relation to the English language (which is not the students’ fi rst lan-
guage) as the medium of instruction and content of a company law course. 
Questionnaire surveys were administered to 215 students who were pursuing or had 
taken the company law course. In the context of language and content, the fi ndings 
revealed that more students experienced diffi culties understanding the text books 
and reference materials, rather than understanding lectures and tutorials. There are 
signifi cant positive correlations between content and language diffi culties encoun-
tered in relation to the topics covered in the law course. A majority of the students 
found reading law books boring and preferred courses involving calculations. While 
students agreed that the lecturers had made the law course easy to understand, they 
were of the view that simple reading materials and the use of technology could 
enhance their learning.  
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22.1         Introduction 

 Students pursuing the Bachelor of Accountancy degree at tertiary level in Malaysia 
are required to take law courses such as Business and Company law. The medium 
of instruction is English, which is not the students’ fi rst language. The ability to 
communicate in English would be essential for one to understand the contents of the 
law courses. The understanding and interpretation of statutes would involve lan-
guage and content complexities (Koch and Karlinsky  1984 ). On the one extreme, 
the language of any statute can be very explicit; conversely, it may be very ambigu-
ous (Barrick  2001 ) and complex. Further, language programmes too frequently 
ignored such diversity of language complexity (Andrews and Pytlik  1983 ). Law 
courses are said to be challenging for non-law students. The principal objective of 
this study is to identify the diffi culties that students are experiencing or have expe-
rienced in pursuing the law courses. Further, this research also attempts to examine 
how teaching and learning the law can be improved for non-law students.  

22.2     Literature Review 

22.2.1     Company Law Course in the Bachelor of Accountancy 
Programme 

 Accounting profession works closely with company or corporate bodies. Students 
enrolled in accountancy programme would need to know the law relating to com-
pany or other business organisation. One of the courses they have to take is Company 
Law (CL). The syllabus in the CL course consists of eight major topics: Business 
Organisation; Incorporation and its effects; Memorandum and Articles of 
Association; Duties and Qualifi cation of Offi cers of Company (Directors, Company 
Secretary and Auditor); Rights and Protection of members of company; Shares, 
Debentures and Charges; Company Meeting and Winding up of a Company.  

22.2.2     Objectives of Business Law Courses for Accounting 
Students 

 The objective of the law courses is not to turn non-law students into lawyers, but to 
provide a basic understanding of how the law impacts on business enabling the 
students to recognise the need to seek further professional legal advice (Allen  2007 ; 
Maidin and Sulaiman  2011 ). In addition, the business environment compels stu-
dents in every professional track to study the law relevant to that profession (Morris 
 2010 ). However, non-law students generally struggle with law subjects, as they feel 
overwhelmed by the amount of reading required, and that they perceived the law 
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subject as ‘secondary’ (Allen  2007 ). Studies in Australian universities revealed that 
accounting and business students found learning law diffi cult and challenging 
(Ewang  2008 ) as well as daunting and unwelcoming experience (Owens and Wex 
 2010 ). Non-law students face challenges in having to understand a complex set of 
relevant core concepts and doctrine in law, such as case law and doctrine of prece-
dent (Douglas  2012 ).  

22.2.3     Language Skills in Business Law Courses 

 The company law course in the Bachelor of Accountancy degree programme con-
sist elements which rely on the understanding and interpretation of complex statutes 
in English. Further, the reference materials are mainly in English. Thus, it is essen-
tial that students possess a reasonably high level of English language skills to cope 
with the language and content complexities of the company law course. Although 
students do pursue English language courses at the tertiary level, many students 
may not possess the language competency required to handle law subjects which are 
specialised and require the ability of reasoning and displaying analytical skills 
(Maidin and Sulaiman  2011 ). 

 Earlier study in Malaysia found that in taxation courses (which involved the 
understanding of tax statutes enacted in English), students performed better in 
structured questions which required less language skills (Loo and Ho  2000 ). 
Students performed poorly in “essay type” questions which required a reasonably 
higher level of English language skills despite obtaining adequate grade for English 
course previously (Loo and Ho  2004 ). In another study, students’ English language 
profi ciencies were found to have signifi cant correlations with the overall academic 
performance of accounting students (AlHaddad et al.  2004 ).  

22.2.4     Second Language as Medium of Instruction 

 Second language learners may fi nd multiple challenges learning in English due to 
unfamiliar English words and legal terminologies, which include a blend of archaic 
English, Latin and French. Many non-English words have legally-specifi c meanings 
which bear different meaning of the words in common usage (Owens and Wex 
 2010 ). Diffi culties faced by non-law students in studying law are due to the legal 
language of the law (Poon and Kong  2014 ). Where a second language 1  is used as 
medium of instruction, the complex legal language could be major obstacle for stu-
dents lacking the ability to understand reference materials in English thereby affect-
ing their morale and performance. Second language students are confronted with 
further cognitive burden of having to translate and interpret meaning across 

1   In this study, the second language refers to English. 
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languages (Owens and Wex  2010 ). Reference materials requiring high level of 
efforts and language skills to understand would frustrate the students (Adelberg and 
Razek  1984 ). Students with limited linguistic competence would selectively ignore 
certain aspects of the inputs in order to cope with the overwhelming demands of a 
task. Their focus on the rhetorical aspect of the task caused them the inability to 
suffi ciently understand what they have to learn (Gow et al.  1991 ).   

22.3     Method 

 Survey method is the main research design for this study. Surveys are appropriate 
for research questions about self-reported beliefs and behaviours (Neuman  2003 ). 
Data were collected through survey questionnaires distributed to 215 students 
enrolled in the CL course in the March-June 2014 semester. The survey instrument 2  
consists of seven sections. Section 1 solicited students’ demographic background. 
Section 2 and 3 elicited the students’ responses on the language diffi culties and 
content (subject matter) diffi culties in relation to CL course based on a 5-point 
Likert scale, from “1” (very diffi cult to understand) to “5” (very easy to understand). 
Section 4 required students to rank the relative degree of diffi culties in terms of 
language diffi culties and content diffi culties among the 10 topics listed based on 
their learning experiences. Section 5 solicited students’ perception on experiences 
encountered in relation to learning the CL course. Section 6 sought the students’ 
perception on the 10 statements related to the effectiveness of the mode of teaching 
and learning. For each statement, a 5-point Likert scale ranging from “1” (strongly 
disagree) to “5” (strongly agree) was used.  

22.4     Results and Discussion 

22.4.1     Demographic Profi le 

 The LAW 485 course is one of the compulsory courses offered in an eight semester 
Bachelor of Accountancy (BACC) programme at UiTM. LAW 485 is offered 
semester fi ve. Out of the 215 BACC students responded to the questionnaire survey, 
slightly more than one third of the respondents are in Semester 5 and currently tak-
ing the LAW 485 course, being their fi rst attempt in this course. Almost two-third 
of the respondents had taken and passed LAW 485 previously. Students who had not 
taken LAW 485 or were away for practical training were excluded from the 
survey.  

2   A copy of questionnaire is available upon request. 
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22.4.2     Language and Content of the Course 

 Seven aspects tested the students’ experience on English as the medium of instruc-
tions: the use of the English language in lectures; tutorials; tutorial/assignment 
questions; quiz questions; test questions; text book and reference materials are 
examined. Similar seven aspects also examined the content (or subject matter) of 
LAW 485. Thus, in terms of diffi culties that students may have experienced, a total 
of fourteen variables were examined. The correlations applying 2-tailed Pearson 
correlation between language and content diffi culties in respect of each of the seven 
variables were also examined.  

22.4.3     Language Diffi culties 3  

 Based on the mean scores, the students found that the English language as the 
medium of instruction is neither easy nor diffi cult to understand. This fi nding, which 
is in relation to a course in law is, however, contrary to that of Loo and Ho ( 2004 ), 
who found that accounting students pursuing a taxation course in similar BACC 
programme encountered diffi culties in terms of language complexity of the course. 
Both law and taxation courses generally cover the elements pertaining to the under-
standing of the relevant statutes. However, the need to translate the legal language 
into numeric structure contributed to the language diffi culties encountered in a taxa-
tion course. Out of seven variables, only 6.1–8.8 % of the students experienced 
language diffi culties when faced with tutorial/assignment, quiz and test questions. 
More students experienced language diffi culties in relation to the text book (26.5 %) 
and reference materials (27.5 %) when compared with between 4.2 and 5.6 % of 
them who experienced language diffi culties in the lectures and tutorials. Such phe-
nomena could probably be due to the possibility that in the lectures and tutorials, the 
participants (both lecturers and students) could have reverted to their fi rst language 
to overcome learning diffi culties in the second language. This phenomenon is con-
sistent with the fi ndings of Atkinson ( 1987 ).  

22.4.4     Content (Subject Matter) Diffi culties 

 More students experienced diffi culties in understanding the subject matter in read-
ing materials. It is possible that lecturers are able to elaborate with examples and 
scenarios for easier understanding during lectures and tutorials. Thus, students 

3   For the purpose of reporting the fi ndings, the responses for “very diffi cult to understand” and “dif-
fi cult to understand” are consolidated and reported as “diffi cult”. Similarly, the responses for “very 
easy to understand” and “easy understand” are consolidated and reported as “easy”. 
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experienced less diffi culty in understanding the content compared with the content 
found in the reading materials as students are left to fend for themselves. This can 
be seen from the evidence that 68.8 % and 44.2 % respectively agreed that the lec-
turer teaching the law course makes the course easy to understand (Table  22.1 ).

22.4.4.1       Correlations 

 Signifi cant and positive correlations [see Table  22.2 ] were found between language 
diffi culties encountered and content diffi culties experienced in relation to the tuto-
rial/assignment questions ( r  = 0.532); quiz questions ( r  = 0.638) and test questions 
( r  = 0.615). Similarly, signifi cant positive correlations were also found between lan-
guage diffi culties encountered and content diffi culties experienced in relation to text 
book ( r  = 0.655) and reference materials ( r  = 0.663). In addition, there were signifi -
cant positive correlation between the experience in language diffi culties and content 

   Table 22.1    Diffi culties due to content (subject matter)   

 Diffi culties due to 
content (subject 
matter) 

 (1)  (2)  (3)  (4)  (5) 

 Mean  SD 

 VDU  DU  NDE  EU  VEU 

 n (%)  n (%)  n (%)  n (%)  n (%) 

 The content (subject 
matter) of the course 
explained in the 
lectures is 

 0 (0)  5 (2.3)  73 (34.0)  129 (60.0)  8 (3.7)  3.65  .591 

 The content (subject 
matter) of the course 
discussed in the 
tutorials is 

 1 (0.5)  11 (5.1)  87 (40.5)  111 (51.6)  5 (2.3)  3.50  .655 

 The content (subject 
matter) discussed in 
the tutorial/assignment 
questions is 

 3 (1.4)  11 (5.1)  89 (41.4)  106 (49.3)  6 (2.8)  3.47  .702 

 The content (subject 
matter) of the quiz 
questions is 

 3 (1.4)  11 (5.1)  92 (42.8)  105 (48.8)  4 (1.9)  3.45  .687 

 The content (subject 
matter) of the test 
questions is 

 3 (1.4)  21 (9.8)  98 (45.6)  90 (41.9)  3 (1.4)  3.32  .726 

 The content (subject 
matter) of the text book 
is 

 9 (4.2)  39 (18.1)  117 (54.4)  45 (20.9)  5 (2.3)  2.99  .809 

 The content (subject 
matter) of the reference 
materials is 

 13 (6.0)  38 (17.7)  116 (54.0)  46 (21.4)  2 (0.9)  2.93  .818 

   VDU  very diffi cult to understand,  DU  diffi cult to understand,  NDE  neither diffi cult nor easy to 
understand,  EU  easy to understand,  VEU  very easy to understand  
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diffi culties with respect to tutorials ( r  = 0.598) and lectures ( r  = 0.495). Thus, gener-
ally, students experiencing the degree of language diffi culties also found to be simi-
larly encountering diffi culties in terms of content.

22.4.5         Topics Covered in the Course 

 Ten topics covered in LAW 485 were identifi ed for this study, namely, business 
organisation; classifi cation of companies; company as corporation; constitution of 
company; offi cers of company; membership of company; meeting; shares; deben-
tures and winding up. Each of these ten topics was examined in the context of dif-
fi culties that students experienced or encountered in terms of language and subject 
matter, making a total of twenty variables being examined. In terms of language 
[see Table  22.3 ], more than one half of the students revealed that they found the 
topics on business organisation (79.6 %); classifi cation of company (81,4 %) and 
company as corporation (65.5 %) easy to understand. About one half of the students 
indicated the following four topics easy to understand, namely, offi cers of company 
(45.6 %); membership of company (49.3 %); meeting (50.2 %); and winding up 
(52.1 %). Meanwhile, 42.8 %; 31.2 % and 31.1 % respectively found the topics on 
constitution of company; shares and debentures easy to understand, with between 
40.0 and 46.5 % found these three topics to be neither diffi cult nor diffi cult to 
understand.

   Table 22.2    Correlation between “diffi culties due to the English languages used” and “content 
(subject matter)”   

  r * 

 Diffi culties due to the English languages used in the lectures and diffi culties due to the 
content (subject matter) explained in the lectures 

 0.495 

 Diffi culties due to the English languages used in the tutorials and diffi culties due to the 
content (subject matter) discussed in the tutorials 

 0.598 

 Diffi culties due to the English languages used in the tutorial/assignment questions and 
diffi culties due to the content (subject matter) discussed in the tutorial/assignment 
questions 

 0.532 

 Diffi culties due to the English languages used in the quiz questions and diffi culties due 
to the content (subject matter) of the quiz questions 

 0.638 

 Diffi culties due to the English languages used in the test questions and diffi culties due 
to the content (subject matter) of the test questions 

 0.615 

 Diffi culties due to the English languages used in the text book and diffi culties due to 
the content (subject matter) of the text book 

 0.655 

 Diffi culties due to the English languages used in the reference materials and diffi culties 
due to the content (subject matter) in the reference materials 

 0.663 

  Pearson Correlation; n = 215 
 *All the correlations are signifi cant at the 0.01 level (2-tailed)  
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   In terms of subject matter, the majority of the students (61.4 %; 76.7 % and 77.2 
% respectively) disclosed that they found the topics on company as corporation; 
business organisation and classifi cation of company easy to understand. Meanwhile, 
slightly less than one half found topics on constitution of company (42.4 %); meet-
ing (43.2 %); offi cers of company (43.7 %); membership of company (45.1 %) and 
winding up (45.6 %) to the easy to understand. However, between 36.3 and 45.6 % 
of the students indicated that these fi ve topics were neither diffi cult nor easy to 
understand. Regarding the degree of diffi culties in understanding the subject matter, 
nearly one third of the students indicated that they found it diffi cult to understand 
the topics on shares (31.2 %) and debentures (32.6 %), while 41.4 % and 43.7 % 
respectively found the two topics to be neither diffi cult nor easy to understand. 

22.4.5.1     Correlations 

 In terms of both language and content, the topics that most students experienced 
diffi culties to understand were shares (28.8 % for language; 31.2 % for content) and 
debentures (27.9 % for language; 32.6 % for content). Not more than 6.5 % encoun-
tered language and content diffi culties in understanding the topics on business 
organisation, classifi cation of company and company as corporation, while between 
7.0 % and 18.2 % experienced language diffi culties in understanding the remaining 

   Table 22.3    Language diffi culties in relation to topics   

 Because English 
language is the 
medium of 
instruction, you fi nd 
the following topics 

 1  2  3  4  5 

 Mean  SD 

 VDU  DU  NDE  EU  VEU 

 n (%)  n (%)  n (%)  n (%)  n (%) 

 Business 
organization 

 1 (0.5)  5 (2.3)  38 (17.7)  139 (64.7)  32 (14.9)  3.91  .674 

 Classifi cation of 
company 

 0 (0)  5 (2.3)  35 (16.3)  151 (70.2)  24 (11.2)  3.90  .600 

 Company as 
corporation 

 0 (0)  10 (4.7)  64 (29.8)  128 (59.5)  13 (6.0)  3.67  .661 

 Constitution of 
company 

 3 (1.4)  20 (9.3)  100 (46.5)  84 (39.1)  8 (3.7)  3.34  .757 

 Offi cers of 
company 

 0 (0)  15 (7.0)  102 (47.4)  88 (40.9)  10 (4.7)  3.43  .693 

 Membership of 
company 

 0 (0)  16 (7.4)  93 (43.3)  99 (46.0)  7 (3.3)  3.45  .681 

 Meeting  1 (0.5)  28 (13.0)  78 (36.3)  100 (46.5)  8 (3.7)  3.40  .778 
 Shares  5 (2.3)  57 (26.5)  86 (40.0)  60 (27.9)  7 (3.3)  3.03  .877 
 Debentures  4 (1.9)  56 (26.0)  88 (40.9)  59 (27.4)  8 (3.7)  3.05  .871 
 Winding up  3 (1.4)  26 (12.1)  74 (34.4)  100 (46.5)  12 (5.6)  3.43  .828 

   VDU  very diffi cult to understand,  DU  diffi cult to understand,  NDE  neither diffi cult nor easy to 
understand,  EU  easy to understand,  VEU  very easy to understand  
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topics, namely: constitution of company; offi cers of company; membership of com-
pany’ meeting and winding up. 

 Signifi cant positive correlations [see Table  22.4 ] were also found between the 
degree of diffi culties experienced in terms of language and in terms of subject mat-
ter in relation to topics on debentures ( r  = 0.744); meeting ( r  = 0.716); shares 
( r  = 0.715) and constitution of company ( r  = 0.710). Strong positive correlations are 
found between the degree of diffi culties experienced in terms of language and sub-
ject matter for the following topics: classifi cation of company ( r  = 0.682); company 
as corporation ( r  = 0.656); membership of company ( r  = 0.641); winding up 
( r  = 0.638); offi cers of company ( r  = 0.629) and business organisation ( r  = 0.599).

22.4.6         Ranking of Diffi culty 

 For the ten topics examined, the respondents were requested to rank the relative 
degree of diffi culty experienced in terms of language and in terms of content (sub-
ject matter). The ranking is on the scale of 1–10, where 1 = easiest; while 10 = most 
diffi cult. 4  

 Nearly nine-tenth of students ranked topics on business organisation and classi-
fi cation of company as easy. The topics that most students ranked as diffi cult were: 
winding up (62.8 %); shares (76.7 %) and debentures (81.4 %). The majority of the 
students ranked the remaining topics as moderate, namely meeting (70.2 %); consti-
tution of company (73.0 %); offi cers of company (76.7 %) and membership of com-
pany (81.4 %). In relation to the content, about nine-tenth of the students ranked 
business organisation and classifi cation of company as easy. The three topics that 

4   For the purpose of this study, the ranking is re-defi ned, whereby the ranking of 1, 2 and 3 are col-
lectively defi ned as “easy”; the ranking of 4, 5, 6 and 7 are defi ned as “moderate” while, the rank-
ing of 8, 9 and 10 are defi ned ad “diffi cult”. 

  Table 22.4    Correlation 
between “diffi culties because 
English languages is the 
medium of instruction” and 
“diffi culties because of the 
content (subject matter)” in 
relation to Topics  

  r * 

 Business organization  0.599 
 Classifi cation of company  0.682 
 Company as corporation  0.656 
 Constitution of company  0.710 
 Offi cers of company  0.629 
 Membership of company  0.641 
 Meeting  0.716 
 Shares  0.715 
 Debentures  0.744 
 Winding Up  0.638 

  Pearson Correlation; n = 215 
 *All the correlations are signifi cant 
at the 0.01 level (2-tailed)  
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are ranked as diffi cult by the majority of the students were winding up (60.9 %); 
shares (74.0 %) and debentures (82.3 %). Topics on meeting, constitution of 
 company, membership of company and offi cers of company were found to be 
moderate.  

22.4.7     Cross Tabulations 5  

 Analysis, based on cross-tabulation, would reveal another dimension on the associa-
tion of the students’ ranking between diffi culties in relation to language as the 
medium of instruction and diffi culties in relation to content .  With regard to diffi cul-
ties encountered in terms of English language as the medium of instruction and the 
content (subject matter), students ranked topics on company as corporation (67.4 
%); business organisation (83.7 %) and classifi cation of company (87.4 %) as easy. 
Thus, in the context of both language and content, more than two-thirds ranked 
these three topics as easy as relatively compared to the other seven topics. 

 Most students ranked winding up, shares and debentures as topics that they 
encountered diffi culties in terms of the language and the content. In relation to the 
language and the content diffi culties, relative to the six other topics, about six-tenth 
of the students ranked the following four topics as moderate: meeting (59.1 %); 
constitution of company (69.3 %); offi cers of company (70.7 %) and membership of 
company (72.1 %).  

22.4.8     Experience Encountered 6  

 In relation to the experience that the students had encountered in the course of tak-
ing LAW 485, eight variables were examined. 42.4 % of the students revealed that 
they do not like courses that involved a lot of reading. Conversely, 68.4 % of them 
prefer courses which involve calculations. Meanwhile, 48.9 % found law books bor-
ing to read and 55.8 % do not have enough time to read the materials for the law 
course. Some students commented that lecturers should provide supporting and 
simplifi ed reading material for easy reading. 7  

 With 78.6 % of the students found it diffi cult to memorize cases in the law 
courses, there were suggestions that lecturers should identify a list of cases for stu-
dents to memorise. In addition, 53.5 % of them found diffi culties in understanding 

5   For cross tabulation analysis, the rankings are also similarly re-defi ned into “easy”; “moderate” 
and “diffi cult”. 
6   For the purpose of reporting the fi ndings, the responses for “strongly agreed” and “agreed” are 
consolidated and reported as “agreed”. Similarly, the responses for “strongly disagreed” and “dis-
agreed” are consolidated and reported as “disagreed”. 
7   These and other comments reported are those made by the students in the questionnaires. 
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the statutory provisions (sections in the Act) and 88.4 % of the students felt that 
there were too many statutory provisions (sections in the Act) to remember. A 
majority of 52.1 % of the students found learning the law courses to be interesting. 
In fact, some students suggested that law should remain as a course in accounting 
programme because it helps students in their study of other courses, particularly 
company secretarial practices course. While some students felt that law is important 
for an accountant, others felt that accounting students are not equipped to learn law. 
In the context of experience in taking test/examination, 41.4 % of the students 
revealed that they were not sure of how to answer test/examination questions for the 
law courses. Some students suggested that lecturers should provide easy to under-
stand model answers to help students in their performance in the fi nal 
examination.  

22.4.9     Effective Mode of Teaching and Learning 

 The ten variables pertaining to the effective mode of teaching and learning being 
examined can be categorised into teaching, learning, reading materials and use of 
technology. With regard to teaching mode, slightly more than two-third of the stu-
dents agreed that the lecturer teaching the law course makes the course easy to 
understand. Only about one-third of them agreed that the lecturer usually asked the 
students to read the books on their own. In addition, 44.2 % of the students agreed 
that lecturer teaching the law courses uses teaching tools that enhanced students’ 
understanding of the law. 

 In relation to the learning mode, about seven-tenth of the students revealed that 
they can memorise songs better than memorise cases. Only two-tenth of the stu-
dents agreed that most of the time they do not understand the lecture delivered by 
the law lecturer. On the issue of reading materials (books, manual, notes), a majority 
of the students agreed that these materials should look interesting (77.2 %) and that 
these reading materials should be made simple to understand (84.6 %). 

 On the use of technology, 60.9 % of students agreed that using technology will 
help them understand the law better. Meanwhile, 70.7 % of students agreed that it 
would help them in their studies if guidelines on answering law questions are easily 
accessible through modern technology, and 82.8 % of them agreed that having notes 
on the law cause easily accessible through modern technology would help students 
to learn the law.   

22.5     Conclusion, Limitations and Further Research 

 In sum, diffi culties in understanding the text book and reference materials were 
experienced by the highest number of students. Students also found selective topics 
diffi cult to understand, mainly the topic on debentures and shares while topics on 
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business organisation classifi cation of company and company as corporations were 
found to be easy to understand. The students ranked the topic on shares, debentures 
and winding up as the three most diffi cult topics to understand, both in terms of 
language as well as content. It is acknowledged that the limitation of survey ques-
tionnaire with its self-reported behaviour may be less reliable than observed behav-
iour. However, this limitation has been minimised as the authors also carried out 
informal observation on the students’ learning of the law course. 

 Recognising some of the diffi culties encountered by students and in an effort to 
enhance the effectiveness of teaching and learning the CL courses, especially when 
English, (which is not the students’ fi rst language), is the medium of teaching and 
learning, the writers had developed a teaching aid kit to supplement the traditional 
face-to-face lectures/tutorials. A teaching aid kit is proposed to be put into opera-
tion for the next cohort of CL students. The effectiveness of the proposed usage of 
the teaching aid kit would be the subject of future research.     
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    Chapter 23   
 Transfer of Training and Its Relationship 
with Reasons for Participation and Realization 
Factors – A Study of ICT Training Among 
Teachers of a Public Secondary School 
in Malaysia       

       Muhamad     Khalil     Omar     ,     Azzarina     Zakaria     , and     Badrul     Azmier     Mohamed    

    Abstract     In this technological era, computers are used to solve various problems. 
One use of Information Communication Technology (ICT) in Teaching and Learning 
(T & L) is through the use of computers. It was observed that an increasing number 
of schools in Malaysia are now undertaking training to develop skills in the use of 
ICT in teaching and other school activities, including classroom management. 
Therefore, to ensure that teachers bring their skills to actual classroom teaching, 
transfer of training among teachers who attended the ICT training program is very 
important as they need to transfer the learned knowledge to their students. Hence, 
this study is aimed to determine the effects of the reasons for ICT training participation 
and factors obstructing realization of ICT training towards the transfer of training 
among teachers. Based on eighty teachers surveyed in a public secondary school 
of Malaysia found that both reasons for participation and realization factors were 
signifi cantly related with transfer of training among teachers who had attended ICT 
training. This study therefore indicates that careful considerations should be taken 
in ensuring interference issues being handled properly in designing ICT training 
among teachers so that transfer of training be achieved successfully.  
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train ing  

23.1         Introduction 

 Nowadays the Information Communication Technology (ICT) is very important to 
everyone. In the globalization environment and knowledge-based society, the 
intellectual individual is an emblem and symbol of society (Wang  2013 ). In this 
technological era, computers are used to solve various problems. One use of ICT in 
Teaching and Learning (T & L) is through the use of computers. In Malaysia, the 
knowledge and use of computers in schools is growing. Therefore, the transfer of 
training for teachers who attended the ICT training program is very important so 
that they can transfer the learned knowledge to their student. At the same time the 
association between the reasons of participation for teachers attending the ICT 
training program will infl uenced the transfer of training. On other hand, factors that 
obstructing the ICT training programme to be realized shall also affect the transfer 
of training for teachers in school. 

 On 2013, Malaysia’s Ministry of Education had improved and changed the vision 
towards sustaining quality education system in order to develop individual potential 
to fulfi l national aspirations. So that, the ministry wants to transform the education 
style by using ICT in all primary and secondary schools in Malaysia. Therefore a 
new role for schools and teachers emerges, namely as far as building of learning 
environments is concerned – where the ICT constitutes an integrand meaningful 
part. In addition, these learning environments are favourable to the development of 
meaningful learning to the teachers, when they are part of challenges that only the 
teacher can face. Hence, teachers need to equip themselves with knowledge-based 
information and communication technology for the use of ICT in teaching and 
learning process in schools. 

 Most of schools in Malaysia are equipped with all ICT infrastructure facilities 
such as projectors facilities, internet access as well as a computer lab, and the teachers 
are also provided with their own laptop. It was also observed that an increasing 
 number of schools in Malaysia are now undertaking training to develop skills in the 
use of ICT in teaching and other school activities, including classroom management, 
to ensure that teachers bring their skills to actual classroom teaching. For example, 
South Korea’s teacher training objectives are all directed towards developing the 
skills of teachers to use ICT in teaching Korean, English, Social Studies, Science, 
Ethics, Mathematics, Music, Art, Gymnastics, and Economics. In some country like 
Singapore has offered their teachers to attend higher level teaching pedagogy ICT 
training program. While some of the Intel-funded countries have started their 
training programmes by integrating subjects in schools with ICT-based lesson. 

 The differences in training objectives or thrusts are not only found between 
countries but also within a country itself. The original training strategy gets watered 
down due to the huge numbers of teachers to be trained and lack of time and 
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resources. Only in very few programmes ones fi nds training objectives that go 
beyond developing teacher competencies in the use of ICT, into ICT management 
and technical support, including troubleshooting. In addition, in mid – 2013 teachers 
are given a brief use of Frog i.e. Virtual Learning Environment (VLE). Frog is a 
web-based learning system that simulates real world learning by integrating the 
concept of conventional education with virtual methods. For example, teachers 
can give assignments, tests and virtual assignments, while students can submit 
assignments and check marks through the VLE. Parents can communicate with the 
school and school administrators can manage the school calendar and school notices 
expose via the Internet. This means teachers need more training in ICT to interact 
with students in cyberspace. 

 Therefore, this study’s research questions are what the factors of transfer of 
learning among teachers attending ICT are training and how the transfer of training 
is infl uenced by their reasons of joining such training. At the same this research’s 
objectives are to examine the reason of teachers participate in ICT training program 
and the impact of realization factors that make an ICT training diffi cult to implement 
such as lack of fi nancial resources, lack of infrastructure in school and so on.  

23.2     Literature Review 

 ICT would appear to offer individuals and organizations faster, cheaper, broader 
sources of data and enable information exchange as well as capturing, generating, 
sharing and storage of knowledge (Walsham  2001 ). At the same time, some of research-
ers said that the availability of a range of new technologies and tools has been a 
major catalyst to knowledge management initiatives (Shokri-Ghasabeh and Chileshe 
 2013 ). In addition ICT tools such as e-mail, video-conferencing and virtual teaching 
and learning provide a valuable learning support (Alavi et al.  2005 ). 

23.2.1     Transfer of Training 

 Transfer of training and transfer of learning are two sides of the same things. The 
only differences of both are one perspective may be from the classroom teacher who 
is preparing students to advance to the next grade level or to an advanced course; 
the other perspective may be from the trainer who is preparing employees to enhance 
their job performance and employment. Both perspectives are legitimate. Both 
perspectives are of paramount concern for classroom instructors or trainers. The 
defi nition of training transfer generally refers to the use of trained knowledge and 
skill back on the job. For transfer to occur “…learned behaviour must be generalized 
to the job context and maintained over a period of time on the job” (Baldwin and 
Ford  1988 , p. 63). Transfer of learning occurs when trainees apply the knowledge, 
skills, behaviours and attitudes they gained in training and continually practice of 
them over a period of time to their jobs (Baldwin and Ford  1988 ). 
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 Based on Baldwin and Ford Model of Training Transfer, there are three factors 
that affect the effectiveness of transfer training i.e. trainees’ characteristics, workplace 
environment and instructional design. Additionally teachers’ use of ICT may be 
infl uenced by the learning environment in terms of infrastructure, classroom 
 structure, grouping, learning tasks, interaction patterns, behavioural control, mental 
effort, interaction, time schedule, teaching and learning methods, etc. The nature of 
this infl uence is to a large part determined by the teachers themselves. The skills of 
teachers that mostly infl uenced their uses of computers are those skills that are 
related to their competence in classroom management activities, to their pedagogical 
skills and, less importantly, to their computer-handling technical skills. Fear is often 
cited among teachers as a reason for resisting the use of computers in the classroom 
i.e. fear of losing control of ‘centre stage’, or fear of ‘looking stupid’ in front of the 
class. A teacher’s adjustment to the use of technology requires considerable effort, 
new knowledge, and a willingness to change existing teaching strategies. 

 According to Cheng and Ho ( 2001 ), there were many researches that had study 
the effects of individuals’ factors (such as trainees’ ability, personality, and motivation) 
towards their productivity and costs. The measures to improve effi ciency have been 
wide-ranging and factors infl uencing the implementation of training and learning in 
the workplace are new technology, work re-organization, training opportunities, 
performance appraisal, performance-based pay, temporal fl exibility and broad 
banding. Many of these changes have required training in themselves and this was 
sometimes refl ected in enterprise agreements; more often, the agreements included 
a training provision, such as a commitment to training or to the establishment of a 
training program, consultation on training or training leave.  

23.2.2     Reasons for Training Participation 

 There are many kind of reason that resulted teachers to participate in the training 
program such as to improve their knowledge, skill, ability and others characteristics. 
According to the past research, the reasons for participation to a training program is 
not limited to a specifi c program, but it extends to the long run continuing 
 development through which teachers have to be lifelong learners in a collective 
and collaborative way and at the same time continuing education and lifelong 
 learning should be a necessary priority for the educational process (Ullman 
 2014 ). In addition, there were several reasons why teachers participate in training 
program, i.e. to completes his/her initial education and then upgrades his/her skills 
in such a way that he/she becomes effective at his/her educational work within a 
school in where expectations of competence in project management requiring extra 
specialization (Becker et al.  2014 ). Therefore, in-service training can be characterized 
as an answer to the changes that occur in people’s lives and it assists in their  adjustment 
to new conditions. 

 In the training context, according to researchers generally conclude that the 
expectation of gaining valued benefi ts from training is a key antecedent of training 
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participation (Salas et al.  1999 ). At the same time, the study by Ardies et al. ( 2014 ) 
found that attitudes towards development are positively related to intention to 
participate. Kyndt and Baert ( 2013 ) suggested that employee participation in 
development activities is positively related to whether they perceive any personal, 
job-related, or career-related benefi ts from participating in such activities. Recent 
empirical evidence indicates that the perceived benefi ts are positively related to 
motivation to participate in training (Kang  2007 ). At the same time, from the par-
ticipation in ICT training program it will develop the knowledge, skill, ability and 
others characteristic. Researcher said that ICT skills are considered to be a means of 
professional development and an answer to society’s requirements (Vosniadou  2007 ). 

 It is undeniable that teachers are lack of knowledge, skill, ability and others 
 characteristic to using the ICT. In a study of teachers’ views with regard to their use 
of ICT in educational practice in Ireland, Walsham ( 2001 ) found that teachers felt 
more motivated and effective in their work as a direct result of using ICT. Several 
people argue that training programs that concentrate on ICT pedagogical training 
instead of technical issues and effective technical support, help teachers apply 
 technologies in teaching and learning. Researchers have also revealed that quality 
professional training program helps teachers implement technology and transform 
their teaching practices (Brinkerhoff  2006 ). Teachers are the people who have great 
intelligence and good control on student in school. At the same time, teachers’ 
understanding of content knowledge and how to apply technology to support 
 students’ learning and attainment are needed to increase their knowledge level, 
confi dence and attitudes towards technology. Educators who integrate technology 
with new teaching practices gained through professional training can transform the 
performance of the students (Lawless and Pellegrino  2007 ). According to Cheng 
and Ho ( 2001 ), professional training courses must be designed to identify beliefs 
about  successful teaching, policies for enhanced teaching and learning as well as 
syllabus design for teaching purposes.  

23.2.3     Diffi culty Factors in Training Realization 

 In order to foster the implementation of ICT in school, several preconditions have 
to be met. These may to a substantial part be infl uenced by the policy towards ICT 
which is adopted at the community (i.e. the national, regional, or local) level. 
Among these preconditions are giving fi nancial support to schools, fostering course-
ware development, fostering adequate teacher training, providing technical and 
pedagogical support, and stimulating the use of ICT by integrating ICT related 
abilities in the curriculum and examination requirements. 

 Salas et al. ( 1999 ) indicates that the human resource practices which operate in 
particular workplaces provide an important context within which training operates; 
and that any effect of training is likely to be mediated by those practices. It is 
concluded that increase levels of training may be ineffective without a surrounding 
context of fl exible human resource strategies. If so, then the absence of information 
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about work practices in many studies of the incidence and outcomes of training is a 
signifi cant limitation. There is some question about the appropriateness of certain 
fl exible workplace strategies for smaller fi rms. 

 At the same time, Kelpanidis and Vrynioti ( 2004 ) proposed three main pur-
poses that enterprises might espouse as desired outcomes of training effort. 
They found a relationship between these training purposes and the broader orga-
nizational strategies adopted by an enterprise. The organizational strategies 
noted that are most conducive to high levels of training investment, if the cost 
benefi t approach sees training as a cost to be minimized. The most common 
training purpose was a focus on individual development, however a third of 
company executive managers favouring the cost benefi t approach. In practice, 
those favouring a cost benefi t approach were more interested in saving money 
instead of training. 

 On the other hand, there were many studies that show planning and manage-
ment of ICT projects has a very poor record in developing countries (Heeks  2002 ). 
However, a careful review of reasons for failure identifi es other factors whose 
presence or absence determines success or failure of projects. The researcher 
identifi es that the output variables which are the benefi ts are to be achieved if the 
initiative succeeds. Therefore, there were several diffi culty factors or failure 
 reasons in realizing an ICT training program. These can either be barriers or 
inhibitors as described by (Oreglia  2014 ; Yusri and Goodwin  2013 ). Barriers can 
be considered as those occurrences that hinder ICT implementation. Some of 
these diffi culty factors for realization failure are infrastructure, fi nance, poor data 
systems, lack of compatibility, skilled personnel, leadership styles, culture, bureau-
cracy and attitudes.   

23.3     Research Framework 

 The research is wanted to know more about the main factors that leads to teachers’ 
transfer of training. The entire factors are suggested with a lot of literature that 
can give support about the factors. The conceptual framework of this research is 
shown in Fig.  23.1 .

TRANSFER OF
TRAINING

REASONS FOR
TRAINING

PARTICIPATION

DIFFICULTY FACTORS
IN TRAINING

REALIZATION

  Fig. 23.1    Research framework       
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23.4        Method 

 The type of the research is descriptive research. This is because this research is 
conducted to discover and determines the characteristics of phenomenon. This type 
of research is conducted as accurately as possible because, unlike the exploratory 
research, the evidence it provides will be used to determine a course of action. 
Variables that been gathered are independent and dependent variable. By using this 
method, the researchers are able to answers the questions about asking about the 
existing phenomenon among variables. In addition, to know how two or more or 
mire things are related to one another. 

 The researcher has decided to use convenience sampling technique for this study. 
Convenience sampling is a type of non-probability sampling design, which attempts 
to obtain a sample of convenient elements. The selection of sampling units is left 
primarily to the interviewer. Often, respondents are selected because they happen to 
be in the right place at the right time. According to Malhotra ( 2004 ), this type of 
sampling is the least expensive and least time consuming of all sampling techniques. 
The sampling units are accessible, easy to measure and cooperative. Total of 80 
samples are be selected from this study and data was collected during June 16th to 
June 18th of 2014 in a secondary public school in Malaysia. 

 The instrumentation that will be used in this research is going to be question-
naire. The set of questionnaire was constructed to meet all the aspects that the 
researcher is trying to investigate i.e. transfer of training that was associated with 
the reasons of teachers participating in the ICT training and the diffi culty factors of 
in realizing the ICT training. In total, the questionnaire comprises 120 questions. 
The questionnaire also included demographic questions that addressed age, gender, 
job rank and type of occupation. Responses were taken on a 5 point Likert scale 
(1 = Strongly Disagree to 5 = Strongly Agree).  

23.5     Results and Discussion 

 Majority of respondents were female (94 %), age between 40 and 50 years old 
(41 %), married (84 %), working as science and mathematics teacher (30 %) and 
having working experience around 11 to 10 years (38 %). Means analysis for each 
of study variables i.e. reasons for participation, diffi culty for training realization and 
transfer of training are shown in the following Tables  23.1 ,  23.2  and  23.3 .

     Based on Table  23.1 , it was found that the surveyed teachers in that secondary 
school mostly agree that they came for ICT training because to prepare for their 
teaching. Another reasons that quite important are due to use ICT in personal life as 
well to give them chance to communicate and make acquaintance among other 
trainees. Interestingly the teachers in average were neutral in terms of their reasons 
for participating ICT training due to getting the certifi cate in order to advance their 
salary. 
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    Table 23.1    Reasons for training participation   

 No  Reasons for training participation  Mean 
 Std. 
deviation  N 

 1.  The certifi cate of a programme education will contribute 
signifi cantly to salary development 

 2.7875  1.28963  80 

 2.  Participation in ICT programs is deemed mandatory by the 
authorities of your institution 

 3.5625  .82437  80 

 3.  Able to enrich your CV and facilitate your professional 
development 

 3.7750  .81092  80 

 4.  Chance to communicate with and make the acquaintance of 
other colleagues, and develop closer relationships with them 

 3.8875  .67494  80 

 5.  Take advantage of ICT to use it in your personal life 
(e.g. entertainment, offi ce organization etc.) 

 3.8750  .87692  80 

 6.  Take advantage of ICT to use it in course preparation and 
teaching issues 

 3.9875  .87863  80 

    Table 23.2    Diffi culty factors for training realization   

 No  Diffi culty factors for training realization  Mean  Std. deviation  N 

 1.  The infl exible Analytical Curriculum of Study  2.6500  1.00757  80 
 2.  The application of programs except for time schedule  3.3250  .91090  80 
 3.  The insuffi cient in-service training of teachers  3.5625  .89787  80 
 4.  The lack of interest on behalf of teachers  2.7125  1.04571  80 
 5.  The insuffi cient updating (briefi ng) of teachers  2.9750  1.04306  80 
 6.  The lack of suffi cient material and technical infrastructure  3.8625  1.04025  80 
 7.  The inadequate (incomplete) fi nancing  3.6375  1.11655  80 

    Table 23.3    Transfer of training   

 No  Transfer of training  Mean  Std. deviation  N 

 1.  Management in school supported in transferring learning 
to work 

 4.0250  .65555  80 

 2.  Able to transfer the learning from training to work  3.9625  .66454  80 
 3.  Able to control on how to implement the learning  3.9125  .73250  80 
 4.  Able to learn from your mistakes that happened during 

transfer of training 
 4.1000  .64827  80 

 5.  The training can further control over the job  3.9625  .70160  80 
 6.  The training has increased work effi ciency and 

effectiveness 
 4.0625  .69980  80 

 Based on Table  23.2 , it was found that the surveyed teachers were majorly agree 
that the ICT training was diffi cult to realised because of the lack of suffi cient mate-
rial and technical infrastructure. Another diffi culty factors that quite important are 
due inadequate fi nancing and insuffi cient in-service training of teachers. Interestingly 
the teachers in average were neutral in terms of their perceptions that ICT training 
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was diffi cult to be realized because of insuffi cient briefi ng, the lack of interest and 
infl exible curriculum of study. 

 Based on Table  23.3 , it was found that the surveyed teachers were mainly agree 
that the transfer of ICT training happened when they able to learn from their mis-
takes. Another transfer of training elements of ICT training that quite important are 
the school management support and increment in effi ciency and effectiveness. 

 The results of this study in terms of dependent and were signifi cantly high in 
internal consistency but independent variables were quite moderate as per the result 
of reliability analysis. The dependent variable of transfer of training has a Cronbach’s 
Alpha of .91 for its total items of 6. While for the two independent variables in this 
study which are reasons for training participation and diffi culty factors for training 
realization, both has .73 and .75 with total items of 6 and 7 each. As shown in Table  23.4 , 
the Pearson correlation analysis, the results indicated that not all variables are 
signifi cantly and positively correlated to each other. Transfer of training and reasons 
for training participation is positively and moderately correlated with .360 and its 
correlation is signifi cant at the 0.01 level (2 tailed).

   The second independent variable is diffi culty factors for training realization is 
also positively and moderately correlated as well with .403 with the dependent 
variables of training of training where correlation is signifi cant at the 0.01 level 
(2 tailed). While correlation between both independent variables i.e. reasons for 
training participation and diffi culty factors for training realization were low and not 
signifi cant at .211. Therefore, it was concluded that all independent variables in this 
study were signifi cantly and positively associated with the dependent variable of 
transfer of training although they were not signifi cant associated with each other. To 
further understand the effects of both independent variables towards the dependent 
variable in this study, a regression analysis was conducted. 

 The objective of this research is to determine whether the hypotheses developed 
for this study is accepted or rejected. The fi rst hypothesis was there will be a positive 
relationship between reasons for training participation and transfer of training for 
secondary school teachers who attended ICT training. This simply put that if there 
is a positive relationship then the more positive feelings that teachers felt in their 
reasons for joining an ICT training, the more transfer of training will be done by the 

   Table 23.4    Pearson correlation matrix   

 Transfer of 
Training 

 Reasons for training 
participation 

 Diffi culty factors for 
training realization 

 Transfer of training  (. 910 ) 
 Reasons for training 
participation 

 .360**  (. 734 ) 

 Diffi culty factors for training 
realization 

 .403**  .211  (. 749 ) 

   Note  
 Coeffi cients alpha are in parentheses 
 **Correlation is signifi cant at the 0.01 level (2-tailed)  
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teachers. Subsequently the second hypothesis was there will be a negative relationship 
between diffi culty factors for training realization and transfer of training for secondary 
school teachers. This second hypothesis merely suggested that the negative relation-
ship will indicates that the more the availability of factors obstructing ICT training 
to be realized, the less transfer of training can be made by the school teachers after 
attending ICT training. 

 As shown in Table  23.5 , reasons for training participation and diffi culty factors 
for training realization were the signifi cant determinants for transfer of training with 
both independent variables were explaining 49 % variations in the dependent 
 variable. Additionally, Beta result shows that diffi culty factors for training realiza-
tion was more important than reasons for training participation in predicting their 
negative and positive effects each towards transfer of training. Taken together, a 
teacher’s ability to transfer the knowledge he or she had learned in the ICT training 
to their workplace shall be negatively infl uenced by the diffi culty factors of realizing 
the training and at the same time was positively infl uenced by the reasons he or she 
participated in that training. Therefore, both hypotheses of this study have been 
supported and the regression equation for this study is  Transfer of training = 3.53 + 0.26 
Reasons for training participation – 0.36 Diffi culty factors for training realization .

23.6        Conclusion 

 In summary, this study has achieves its objectives to identify the impact of reasons 
for training participation and diffi culty factors for training realization towards 
transfer of training among teachers in a secondary school, as well as to identify 
which variables that better predicting the transfer of training. To the best of this 
researchers’ knowledge, none of prior researches that studied about the effects of 
reasons for training participation and diffi culty factors for training realization 
towards transfer of training among teachers in a secondary school of Malaysia, thus 
the researchers have contributed to the knowledge and practices of teaching and 
learning although still need to be refi ned by future research. 

   Table 23.5    Regression analysis   

 Variables  Coeff. (B)  Std. error  Beta 

 Intercept  3.53  .54 
 Reasons for training participation  .26**  .09  −.29 
 Diffi culty factors for training realization  −.36**  .11  .34 
 R 2   .49 
 F  12.26** 
 df  2 

   Note  
 Dependent variable: Transfer of training 
 **Correlation is signifi cant at the 0.01 level (2-tailed)  

M.K. Omar et al.



285

 Practically, this study proved the need for schools’ understanding of their teachers” 
feelings in terms of reasons for training participation as well as factors obstructing 
the ICT training to be realized that shall affect the trainees’ transfer of training. 
Hence, schools can make references to carefully design ICT training so that any 
interference and transfer issues can be eliminated in order for the school to achieve 
better productivity and effi ciency. On the other hand, ICT training program can be 
provided either by the national education system in school or other types of formal 
or informal learning such as e-learning e.g. Frog, where students can interact with 
their teachers by using ICT. At the same time, it may enhance the teachers’ motivation 
for learning throughout their whole professional and personal life. Finally, the 
teachers who are attend the ICT training program could not only have the opportu-
nities to gain specifi c skills but also chances to develop a critical thinking approach 
towards any kind of in- service training, to intervene actively in the whole procedure 
of developing training programmes and thus, make them alert to new training 
 challenges and hopefully help them to become lifelong learners for the benefi ts of 
improved educational experience for their student.     
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    Chapter 24   
 The Impact of Collaborative Learning Using 
Wikis Among Japanese as a Foreign Language 
(JFL) Learners of the Tertiary Level       

       Persis     Dineen     Rodrigues    

    Abstract     Although pair and group work are usually used in language classrooms, 
some studies have explored the nature of such collaboration when students produce 
a combined work using an online platform. The application of Web 2.0 tools such as 
wikis, blogs and podcasts has attracted language instructors and learners to further 
explore the effectiveness of collaborative learning in their language learning envi-
ronment. Wikis are one of the online learning tools that are commonly known for 
their online collaborative work. This paper presents the fi ndings of student response 
of using Wikis for producing an online sushi documentary in a 10-week Japanese 
language course. The study employed a collaborative learning framework, and it 
presents qualitative data in the form of learner refl ections and learner feedback. The 
results show that the learners experienced positive learning attributes in enhancing 
their Japanese language knowledge and understanding of culture. The extended dis-
cussion of this study is elaborated along with the suggestions for further research.  

  Keywords     Collaborative learning   •   Japanese language   •   Online learning   •   Web 2.0 
tools   •   Wikis  

24.1         Introduction 

 The diversity of computer-mediated collaboration has greatly expanded in the areas 
of teaching and learning (Tinio  2002 ; Chapelle  2003 ; Levy and Stockwell  2006  and 
Kening  2007 ). Various forms of online interaction supported by the current features 
of computer technology are often referred to as Web 2.0 including wikis, blogs and 
social networks (Warschauer and Grimes  2007 ). The use of online communication 
tools depend on the instructor’s language learning objectives. 
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 In this context, collaborative learning is focused on Japanese as a Foreign 
Language (JFL) learners, and these learners learn Japanese language only. In order 
to support this collaborative learning, one of particular signifi cance is the use of 
wikis, which supports collaborative learning activities among language learners. 
O’Reilly ( 2007 ) discusses this emerging web technology offers rich user experi-
ences, works in collaboration and stores decentralisation of information in one sin-
gle platform. Wikis can be an effective tool in positively facilitating constructivist 
learning and enabling collaboration. Leuf and Cunningham ( 2001 ) argue that the 
primary feature of the wiki enables users to engage in a collaborative and social 
nature where open editing feature is present. 

 Apart from the JFL context, the applications of Wikis have been well- documented 
and researched, especially in teaching writing both in English as a second language 
(ESL) and English as a foreign language (EFL) contexts (Bradley et al.  2010 ; 
Kuteeva  2011 ; Lee  2010 ; Sun  2010 ). The vast research of Wikis shows that the 
online platform positively facilitates the development of collaborative learning 
(Thomas  2013 ). Nevertheless, Yates ( 2008 ) affi rms that language learning or acqui-
sition can only be appropriately achieved with the suitable combination of task, 
instructional design and role of instructor. 

24.1.1     Objective of the Study 

 This paper aims to investigate the impact of collaborative learning via Wikis among 
Japanese language learners for an online documentary in a 10-week Basic Japanese 
for Communication and Culture module at a Malaysian university.  

24.1.2     Research Questions 

 The aim of this study is investigated through the following research questions:

    1.    How useful do the participants fi nd online project on a Wiki encourage collab-
orative learning among group members?   

   2.    To what extent do Wiki features facilitate the improvement of the participants’ 
collaborative learning in an online documentary?   

   3.    What is the participants’ feedback towards using Wikis in producing an online 
documentary related to Japanese language learning?      
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24.1.3     Limitations of the Study 

 Such fi ndings are limited to exploring the student response of using the Wiki. These 
fi ndings are based on student refl ections and interview sessions. Hence, no broad 
generalisations will be made in this study.   

24.2     Literature Review 

24.2.1     Wikis as Part of Web 2.0 

 The functions of the wiki will be emphasised in this study. This collaborative tool 
was developed by Ward Cunningham, the founder of wiki, in 1994. The term Wiki 
was used by Cunningham, originally from a Hawaiian word for quick. Leuf and 
Conningham ( 2001 , p. 4) further explains that wikis are “freely expandable collec-
tion of interlinked web pages, a hypertext system for storing, sharing and modifying 
information – a database, where each page is conveniently edited by any user. The 
defi nition of Wiki is also defi ned as a kind of server software, which allows multiple 
users to freely and easily construct and edit web page content using any web browser 
in which hyperlinks are accessible (Widodo and Novawan  2012 , p. 2). This defi ni-
tion is further supported by Rollett et al. ( 2007 ) on the nature of web 2.0 technolo-
gies where learning process through editing features and content using interactive 
elements (videos and images) are added by users. Augar et al. ( 2004 ) further high-
light that the main feature of wiki is it allows a user to “visit, read, re-organize, and 
update”. 

 In the educational aspect, Tonkin ( 2005 ) recommends that the function of Wiki 
has four main categories:

    1.     Single-user : This feature allows individual learners to write and edit their own 
thoughts and it is useful for revising content and monitoring changes in under-
standing period.   

   2.     Lab book : This lab book enables learners to peer review notes kept online by 
adding, for example, commentary or annotations to existing lecture notes or 
seminar discussions.   

   3.     Collaborative writing : This task can be used by a team for joint research such as 
a group project, essay or presentation.   

   4.     Creating a topical knowledge repository  for a module cohort: Through collab-
orative entries students create course content that supplements.    

  These Wiki categories offer both language teachers and learners what sorts of 
Wikis they would choose or emphasise in their assigned tasks especially group 
work. With these categories, a more integrative way to create more dynamic learn-
ing activities inside and outside the classroom can be implemented and practised by 
both language teachers and learners. 
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 Howe ( 2006 –2007) further categorizes the types of processes within the Web 2.0 
technologies. Wikis provides a platform for varying modes of interaction with 
knowledge, such as  you make it, you name it, you work it , and  you fi nd it. You make 
it  refers to the user as a contributor of new knowledge or information; while  you 
name it  describes contributors develop tags for the shared information.  You work it  
explains how contributors work together to develop collections of posted informa-
tion, and further improve the collections.  You fi nd it  means the contributors fi nd 
topics, trends, and overviews of other contributors in one wiki. In the same online 
platform, the users have the potential to share knowledge in all of these roles among 
themselves. 

 Wikis have been named “an effective tool for educators” (Robinson  2006 ; Yates 
 2008 ). Ben-Zvi ( 2007 ) debates that wikis inspire learners to re-edit each other’s 
pieces and truly refl ect on and assess what is being put together in one piece of 
work. For example, each time a wiki is edited, a separate tracking feature makes 
note of what changes were made and who made those changes. This feature enables 
learners keep track of the previous versions. In other words, this function is used as 
an archive to store substantial information. Such situation can be found in Canole de 
Laat, Dillon, and Darby’s study ( 2006 ) on undergraduate student responses towards 
using wikis. The researchers concluded that editing or revising someone else’s work 
developed new forms of evaluation skills that enabled the students to analyse and 
make constructive decisions about new content. 

 Wikis also enable learners to gain more content area knowledge because of stu-
dent contributions in collaborative work (Lian et al.  2011 ). Therefore, the task of 
collaborative learning in the context of JFL helps language learners to experience 
more in an authentic environment despite their limited exposure to the “real” learn-
ing environment. However, Zurita ( 2006 ) found that there were some inconsisten-
cies or challenges in using the Web 2.0 application. For instance, inconsistencies in 
technical issues are bound to happen during the learning process among the learners 
and instructors as well. Managing group work is another challenge for instructors to 
ensure every single learner is able to access the wiki. Another limitation of using 
wiki is student expectations on how the instructions should be delivered so that the 
learning objectives are met.  

24.2.2     Online Collaborative Learning 

 The acceptance of this new generation of online tools has brought impact on teach-
ing and learning context. This era is often referred to as ‘Education 2.0’ or 
‘Classroom 2.0’, with the emerging of Web 2.0 socialisation to promote online 
learning (Sturm et al.  2010 ; Kessler et al.  2012 ). Carr et al. ( 2008 ) further catego-
rises Education 2.0 into four dimensions: collaboration, publication, literacy, and 
inquiry. Additionally, Carr et al. ( 2008 ) further elaborates that the Education 2.0 
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provides an online platform for authentic publication. With collaborative online 
learning, this present study focuses on the impact of using Wikis in an online docu-
mentary among the Japanese language learners. 

 Collaborative learning is viewed as a process where learners pool their knowl-
edge and experiences to create new meanings (Ajjan and Hartshorne  2008 ). The use 
of Wikis creates opportunities for students to be highly involved with the given 
subject matter. With one single online platform, several learners are working 
together one task, and the resulting texts can be more accurate, authentic, informa-
tional and varied (Karasavvidis  2010 ). Learning process takes place when individu-
als exercise, verify and consolidate the information through discussion, sharing and 
editing process. Thus, collaborative learning promotes problem-solving skills 
among the group members. The asynchronous nature of Wikis has been viewed as 
promoting cooperation or teamwork rather than competition among the students.  

24.2.3     Constructivism 

 Constructivism offers signifi cant insight into the means of facilitating development 
of learning process. Vygotsky ( 1978 ) debates that a child’s cognitive development 
can be further examined in a social interaction with other members of a society. 
Constructivism leads to scaffolding among peers when working in pairs or group 
work. Thus, this theoretical approach encourages learners to participate in activities 
which foster interaction and co-construction of knowledge. Constructivist learning 
is best learnt by constructing their own learning. Learners are presented with oppor-
tunities to build on prior knowledge and understanding in order to construct new 
knowledge and understanding. This supports autonomous learners where it empha-
sises the importance of the active involvement of students in the building of knowl-
edge by integrating and consolidating new authentic information (Niederhauser 
et al.  1999 ).   

24.3     Method 

 This methodology describes the project framework, background of participants, 
research design, instruments and procedures employed in this study. Each of this 
methodology is further elaborated in the following sections. A qualitative method 
was only employed in investigating the student responses to using Wiki in a Japanese 
language course. Participants were interviewed to gain a comprehensive under-
standing of various comments towards using Wiki in their course work. Student 
refl ections were also used to support the fi ndings. The procedures used in collecting 
the data are supported by a fl ow chart. 
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24.3.1     Project-Based Learning Framework 

 In this study, project-based learning framework was adopted to further elaborate the 
process of facilitating the project. In the beginning, researching the assigned task was 
the fi rst step to prepare learners for collaborative work. After researching the assigned 
topic, the participants were given an opportunity to experience the process of making 
sushi. After researching and experiencing the whole process of the project, the use of 
Wikis came into place for participants to gather and produce one piece of work in one 
single platform. At the end of the project, the complete online magazine was then 
produced, shared and refl ected among the learners. In summary, this framework was 
employed to show how participants collaborated in one single Wiki (see Fig.  24.1 ).

24.3.2        Participants 

 The study was carried out with 30 Japanese Language learners as participants. The 
participants in this study were aged between 18 and 22 years old. Out of 30 partici-
pants, 19 were from Bachelor’s Degree Level and 11 were from Foundation Level 
at a tertiary institution. In this study, there were 16 Degree students and 11 
Foundation students from Business School, 2 Degree students from Law School and 
1 Degree student from Tourism and Hospitality School. This study was carried out 
on learners whose profi ciency level was limited, and they would have to meet the 
following pre-requisites:

    1.    No formal education in Japanese Language at all.   
   2.    Current or ongoing Japanese lessons from other institutions   
   3.    Non-native speakers of Japanese.     

 In this basic level, all the participants had to complete the 10-week programme 
as part of their University Elective course.  

24.3.3     Research Design 

 Having the freedom to choose the best methods, techniques and procedures that best 
explain the research objectives is inevitable (Creswell  2003 ). After reviewing the 
methods of research design, a qualitative method was used to provide a complete 

Jonassen, D. H. (1999)
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  Fig. 24.1    Project-based learning framework       
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picture of the impact of Wiki in collaborative learning among Japanese Language 
learners. This qualitative method was designed to further explore how other vari-
ables had brought impact on the development of collaborative work among the par-
ticipants. The qualitative method was further supported by research instruments.  

24.3.4     Research Instrument 

 Student refl ections and interview sessions were adopted as part of qualitative meth-
ods for the investigation. The student refl ections covered pre, during and post col-
laborative tasks via Wikispaces. In the refl ections, the participants were required to 
describe their learning process. Apart from the student refl ections, semi-structured 
interview was used to fi nd out in detail what the participants felt about the Wiki. 
With student refl ections and interview sessions, this qualitative method is appropri-
ate with “why”, “how”, and “in what situation” research questions. Such research 
design (qualitative) is used to develop intensive knowledge of some related cases 
(Robson  2002 ). 

 Twelve interview questions were posed to each participant. Questions 1, 2 and 3 
were dealt with the participants’ preference and convenience. The fi rst question was 
to fi nd out whether the participants enjoyed using Wiki or and the reasons why they 
enjoyed it. The second question was to examine whether Wiki is an easy online 
platform to use, and the third question described the duration of using Wiki features. 
Questions 6, 7 and 8 were related to editing features of Wiki. The sixth and seventh 
questions explored whether the editing features were useful in the online project. 
The eighth question was to fi nd out the frequency of using the Wiki editing features. 
Questions 4 and 5 were related to the benefi ts and drawbacks of using the Wiki. The 
fourth and fi fth questions investigated the advantages and disadvantages of using 
the Wiki respectively. Questions 9 and 10 solicited participants’ recommendations 
to another instructor and changes in a Wiki. The ninth question was to investigate 
whether the participants would recommend another instructor to use Wiki; mean-
while the tenth question was to discover student suggestions on how to further 
enhance the Wiki. Questions 11 and 12 further elicited the participants’ feedback on 
group work in an online learning platform. The eleventh question was to seek 
answers from the participants whether they had learnt from each other and the fi nal 
question was to gain the participants’ thoughts of online projects. The 12 interview 
questions are as follows:

    1.    Did you enjoy using the Wiki?   
   2.    Was the Wiki easy to easy to use?   
   3.    How did it take to become easy for you?   
   4.    What was good about the Wiki?   
   5.    What was bad about the Wiki?   
   6.    Were the editing features helpful in your online project?   
   7.    Were the other features (YouTube, video, pictures, etc.) useful in your online 

project?   
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   8.    Did you edit yourself many times?   
   9.    Do you want your next instructor to use a Wiki for online projects?   
   10.    What would you like to change about the Wiki?   
   11.    Did working in groups mean that you learned from one another?   
   12.    What do you think of online projects?      

24.3.5     Procedures 

 The data collection took about 2 months and 2 weeks (3rd February to 18th April, 
2014). The procedure is explained in Fig.  24.2 .

   Figure  24.2  summarises how the data was collected by the researcher. Ethical 
considerations were taken into account. Firstly, the selected participants were 
informed about the confi dentially of the study. For this reason, their names would 
not be revealed in reporting the results, and their examination scores or grades 
would not be affected by the study. 

 The second stage began with data collection. During the briefi ng session, the 
participants were required to work together in a group of 4–5 to research some infor-
mation and build shared knowledge on the assigned project. A sample of project 
guidelines is provided in Appendix  A . In order to facilitate this collaborative pro-
cess, the participants were required to use Wikispaces to support the construction of 
shared information of the given project. Hence, the Wikispaces provided an online 
platform to store, organise and display the developing content as the participants 
worked together to post, revise, edit and reply. Before the sushi competition, the 
participants collaboratively researched their topic and applied Japanese characters 
(Hiragana and Katakana) in labelling different types of sushi and the prices. During 
the sushi competition, the participants had to demonstrate on how to make sushi in 
a creative and original way. Along the competition, videos or pictures of the whole 

Pre-collecting Stage
Selected participants were informed about the confidentiality of the study.
The researcher pre-arranged the time with the participants.

During Data 
Collection  

During Data Collection
Participants were briefed on the content of the study, and each participant
was required to complete the given project.
Guidelines including rubrics were given to the participants.
Participants were informed to participate in the student reflections and semi-
structured interviews.

Post Collection
The collected data would be gathered and sorted based on the responses
given through student reflections and semi-structured interview.

Ethical 
Considerations

Subjects and 
Context

Data Analysis

  Fig. 24.2    Data collection procedure       
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competition were documented by the participants. As the fi nal outcome, an online 
sushi documentary was produced to capture the pre, during and post sessions using 
the Wikispaces. Upon submission, the participants took part in the interview ses-
sions. The interview session was carried out on a one-to-one basis, and it took about 
15–20 min. Both tape-recording and note-taking were used to ensure  information 
given by the participants was not omitted. The interview then was transcribed. 

 The fi nal stage was to analyse the impact of collaborative learning using 
Wikispaces among the Japanese learners. At this stage, answers from the partici-
pants were further elaborated in the following fi ndings and discussion.   

24.4     Findings and Discussion 

 The fi ndings of the study are presented according to the three research questions. 
The fi rst research question fi nds out how the participants’ feel about the benefi ts of 
online project on a Wiki in the context of collaborative learning. The second research 
question addresses the participants’ feedback towards using Wikis in producing an 
online documentary, and the fi nal research question further investigates to what 
extent Wiki features facilitate the improvement of the participants’ collaborative 
learning in an online documentary. 

24.4.1     First Research Question 

 The fi rst research question fi nds out how useful the Wiki is in helping the partici-
pants develop their collaborative learning in an online documentary. The fi ndings of 
the fi rst research question are organised according to four sections – Participants’ 
Preference and Ability to Use Wikis, the Advantages of Using Wiki, the Disadvantages 
of Using Wiki and The Impact of Collaborative Learning in Group Work. 

24.4.1.1     Participants’ Preference and Ability to Use Wikis 

 Out of 30 participants, only 13 % felt that the Wiki was not enjoyable in helping 
them develop their collaborative learning. Two of the four participants expressed 
time was much consumed to understand certain functions of the Wiki. In addition, 
the 2 participants expressed their concern over the Internet connection which con-
sumed much time for the pages to be uploaded. The third participant (out of the 4) 
admitted that IT skills were not suffi cient. As a result, lack of IT skills hindered that 
participant to show dislikes in using the Wiki. The last participant (out of the 4) 
showed less preference in using the Wiki due to editing features. In this case, the last 
participant felt that editing features were insuffi cient to enhance the online 
documentary. 
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 Apart from the 4 participants, the other 87 % participants enjoyed using the 
Wiki. Nevertheless, out of these 26 participants, 19 % stumbled along the process, 
and claimed that Wiki was not easy to use. This current fi nding is in contrast to 
Thomas’s ( 2013 ) study whereby a large number of the participants expressed their 
concern over the inconvenient use of Wikis. The reasons given by the 5 participants 
were limited editing options, frequent editing activities by group members, prefer-
ence towards other online platforms and Internet connection issue. 

 Almost 63 % of the participants learned how to use the Wiki in less than 30 min, 
because they were quite familiar with some features and their IT skills were good. 
However, the other 37 % needed more time to get used to the system, and it took 
them between 1 h and 5 h. The other 5 participants took longer time than the fi rst 
two groups. On average, each participant took about 1–5 days to know how a Wiki 
worked. This fi nding is parallel with another study which debates that the learners 
have limited or no experience of using the Web 2.0 application. Wichadee ( 2013 ) 
stated that the participants had no prior experience or knowledge of wiki use before 
undertaking the module.  

24.4.1.2     The Advantages of Using Wiki 

 The three main advantages of using the Wiki were interesting layout, convenience 
and positive collaborative work. Out of 30 participants, 53 % felt that the Wiki had 
an interesting and organised layout with editing features. The interactive, organised 
and clear layout Wiki enabled the 16 participants fully-utilise the editing features. 
For instance, one of the 16 participants commented that the Wiki was a user-friendly 
interface as compared to blogs which complicated features were present. This con-
trasts with editing problems faced by JFL learners in a UK university (Ramanau and 
Geng  2009 ). The researchers found that the JFL learners experienced problems of 
creating and editing Wiki pages. Due to the Wiki’s nature, another participant felt 
that the Wiki used the common posting format like most of the other forums. 
Nevertheless, another participant expressed the option of using another online plat-
form: Google+, because the participant was more comfortable with the features 
offered by Google+. 

 Out of 30 participants, the other 30 % participants found out that the Wiki was 
easy to use because the editing features were user-friendly. The editing features will 
be further explored in the last research question. Other than layout and convenience, 
the other important contribution of using the Wiki was positive collaborative work. 

 The ability to share thoughts, opinions and discuss with their group members 
using Wiki was a great impact for the 5 participants. The Wiki allowed the 5 partici-
pants to share and communicate with their course mates and instructor on how to 
develop their online sushi documentary. The current study has similar fi ndings with 
Othman’s study ( 2007 ) whereby 20 students in the CMC group expressed their posi-
tive comments on sharing thoughts and discussing with peers or group members. 

 The following Fig.  24.3  describes the fi ve positive feedback given by the partici-
pants on collaborative work:
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24.4.1.3        The Disadvantages of Using the Wiki 

 The fi ndings were surprising because along the collaborative process, almost half of 
the participants faced some obstacles in editing features. 53 % of the participants 
realised that the editing features had limited varieties in terms of colours, creativity, 
overriding by other participants at the same page and time, poor formatting page 
and inconvenient change in font size. In contrast, the group of ‘free-riders’ formed 
the smallest group for collaborative task in Arnold, Ducate and Kost’s study ( 2012 ). 

 In order to ensure an online Wiki is running smoothly, having a stable Internet 
connection is essential. 27 % of the participants commented that poor Internet con-
nection could disrupt their online group work. As a result, much time was spent on 
getting the online collaborative work done. For instance, Participant 4 felt that using 
the Wiki was too hassle and tedious because of the inconsistent Internet connection. 
This could be frustrating when the participant could not save the online work in time 
due to poor connection. Participant 5 needed more time to explore the Wiki; how-
ever, the Internet connection was not working well. In Canole et al. ( 2006 ) research, 
the fi ndings showed that some students experienced frustration because of these 
Internet challenges. 

 Apart from these two participants, the other 6 participants felt the similar way in 
Fig.  24.4 .

   Typically, the levels of IT skills of learners in this study were varied; hence; vali-
dating with Kirkwood and Price’s ( 2005 ) summary that a few learners have equally 
high levels of IT profi ciency across different ranges of applications. On the other 
hand, the other 20 % had minimal issues with the Wiki. There were no disadvan-
tages of using the Wiki, as the 6 participants enjoyed doing the collaborative work.  

24.4.1.4     The Impact of Collaborative Learning in Group Work 

 Using the Wiki as an online platform to produce an online sushi documentary has 
brought a great impact on collaborative learning among the group members. The 
interview results show that 50 % of participants did benefi t from the online group 
work in terms of sharing information with others, learning from mistakes and solv-
ing problems. This fi nding is consistent with Thomas’s ( 2013 ) study on student 
collaboration using Wikis. One of the participants in Thomas’s study also shared 
positive collaborative work experience in terms of problem-solving skills. 

  Fig. 24.3    Positive collaborative work       
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 These positive attributes encouraged the 15 participants to collaborate more in 
making sure their online sushi documentary more informative and meaningful. For 
example, Participant 29 felt that working in groups encouraged the members learn 
from one another since Japanese Language was a new and foreign language to them. 
This participant’s feedback was in line with another Participant 21 who shared the 
same concept of learning a new foreign language. According to Participant 21, 
online collaborative work motivated the members to learn more about sushi- making. 
Collaborative learning indeed increases the level of motivation among the learners 
(Hadjerrouit  2007 ). Participant 19 noticed the diversity of group members in terms 
of different study programme, language ability, research skills and learning styles 
allowed the members to seek creative ideas on how to produce an interesting online 
sushi documentary. 

 In order to ensure collaborative learning effectively takes place in an online 
learning environment, teamwork and good communication skills are two important 
factors. Out of 30 participants, the other 37 % of participants recognised online 
group effort was the main contributor of collaborative learning. This current fi nding 
is supported by Ramanau and Geng’s study ( 2009 ) on researching the use of Wiki’s 
to facilitate group work in the context of JFL. In their study, initiatives among the 
members were important to ensure the assigned was completed within the given 
timeline. With the use of Wiki, the team members were able to collaborate the work 
effi ciently. In addition, collaborative effort encouraged the members to work faster 
on their assigned task. Along the process, 4 out of 11 participants felt that the impor-
tance of acknowledging the members’ strengths and weaknesses. By acknowledg-
ing the two important keys, the 4 participants were inspired to share or provide 
different perspectives on how to make the documentary more attractive. 

 The remaining 13 % did not see the point of having the Wiki as an online plat-
form to encourage collaborative learning, because of time constraint and lack of 
commitment by certain group members.   

24.4.2     Second Research Question 

 In answering research question 2, the subsequent fi ndings are presented into two 
parts. The fi rst part is to fi nd out the impact of Wiki editing features in online col-
laborative learning and the fi nal part is to seek feedback from the participants on 
what to further improve the Wiki. 

  Fig. 24.4    Technical diffi culties       
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24.4.2.1     The Impact of Wiki Editing Features 

 The main benefi t of using Wikis is the editing features which allow learners to expe-
rience the drafting process. 83 % of participants appreciated the usefulness of Wiki 
editing features, because the features allowed students collaboratively identify the 
mistakes and correct them in order to improve their written documentary. During 
this drafting process, the learners worked together in exploring the existing features 
to further enhance their written skills (Widodo and Novawan  2012 ). However, the 
other 17 % of participants did not value the editing features. Among the 5 partici-
pants, only four found other features like uploading YouTube videos, images, audio 
and documents were quite useful except one participant whom did not fully utilise 
the additional features. This particular participant preferred other Web 2.0 applica-
tions such as Wordpress and Blogger. 

 63 % of participants had to edit their respective work about three times, before 
submitting the fi nal outcome. These 19 participants expressed their preference 
towards the editing features, because they could see some improvement in their 
online documentary. Re-editing the online documentary more than three times was 
not good for the other 37 %, because the whole process consumed much time and it 
could be a demotivating factor for them.  

24.4.2.2     Future Changes in Wiki 

 The fi ndings showed that 43 % of participants recommended that more editing fea-
tures should be added such as a variety of font sizes and colours, a simpler layout 
and additional background layouts. In terms of technical support, 23 % of partici-
pants were hoping to see a more user-friendly Wiki with minimal technical glitches 
such as unloaded pages or page errors and the position of navigation buttons were 
not easily be found. The other remaining 33 % gave no comments on whether the 
Wiki should be further enhanced.   

24.4.3     Third Research Question 

 The third research question fi nds out whether the Wiki was helpful in developing 
collaborative work in online projects. The fi ndings of the last research question are 
described in three parts. The fi rst part explores the participants’ view on involve-
ment in online projects; meanwhile the second part describes learning attributes 
gained by the participants. The fi nal part fi nds out whether the participants would 
prefer the next instructor to use Wiki. 
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24.4.3.1     Involvement in Online Projects 

 Out of 30 participants, only 7 % felt that online projects via Wiki were just neutral 
for them, because they felt there were other better platforms to do online projects. 
Apart from these two, the use of Wiki in online sushi documentary motivated the 
other 93 % appreciate Japanese Language more. For example, Participant 10 liked 
the idea of leaving comments on the Wiki pages, because it encouraged members to 
learn more of the language and its culture. Schmitt ( 2014 ) points out that this peer-
to- peer engagement is critical for increasing motivational level and focuses on com-
munication Involvement in online projects gave Participant 15 to fully acknowledge 
the IT skills as part of the strength. 

 Another advantage of involving in online projects is promoting blended learning. 
Out of 28 participants, 8 participants felt that online projects through Wiki gave 
them the opportunity to work on a single project at anytime and anywhere without 
having frequent face-to-face discussion. For instance, Participant 21 commented 
that online projects through Wikis made collaborative work easier for every mem-
ber because members could complete the project at home instead of meeting up in 
classroom. This fi nding is consistent with Thomas’s study ( 2013 ) because the learn-
ers would be able to access the Wikis from homes. The other 11 participants gained 
much learning from the online projects. Nevertheless, 5 out of 28 participants 
realised that online projects took longer time to complete one project due to fre-
quent editing tasks and unstable Internet connection. 

 2 out of 28 participants saw the future connection between the use of Wiki and 
job prospect. Participant 13, for example, understood the importance of experienc-
ing online projects, because the involvement increased the learning skills which 
would be an additional value to the job resume. In terms of environmental aspect, 
online projects are seen as a replacement for printing papers in bulk. Participants 2 
and 19 were satisfi ed with the use of Wiki for online projects as friendly environ-
mental concepts were fully supported.  

24.4.3.2     Learning Attributes in Online Collaborative Projects 

 Team work was the main learning attribute among the 30 participants in online col-
laborative projects. In a team, strengths and weaknesses were acknowledged by the 
participants. Acknowledging the diversity of a group gave the participants to care-
fully choose their respective jobs or tasks in order to achieve the learning outcomes 
of an online sushi documentary. A simple job delegation checklist was given to all 
the participants as part of the project requirement (see Appendix  B ). 

 At the initial stage, all participants had to plan and discuss their choice of sushi, 
before presenting it at the competition. During this stage, time management skills 
were important in order to reduce anxiety among the members. Planning the project 
in advance would also help the participants acknowledge the initial problems and 
provide solutions. Collaboration learning was much emphasised in this context 
because the participants felt that this approach helped them learn the research skills 
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much faster. During the initial stage, the participants had to deal with patience, tol-
erance and compromise because some group members had arguments about the job 
delegation. The use of Wiki served as an online platform for the participants to draft 
and discuss their choice of sushi. During the process, the participants also felt that 
their communication skills were enhanced in terms of written discourse in Japanese 
language and English language as well. 

 During the sushi competition, all participants had to demonstrate their chosen 
types of sushi. During this process, every participant had his or her role to ensure the 
entire competition was successful. Strong confi dence, commitment and persever-
ance were important learning attributes for the participants. With these three posi-
tive learning attributes combined, self-determination theory (Deci and Ryan  1980 ; 
Ryan and Deci  2000 ) is much focused on the extent to which learners can exercise 
control over their learning environment. This theory has been applied to language 
learning context (Noels  2001 ). In this situation, the participants had strong intrinsic 
motivation that refl ected their willingness to engage in the online project. 

 After the competition, the use of Wiki was fully utilised as the participants had 
to produce an online sushi documentary. Creativity and originality were very crucial 
elements in making sure the online documentary was attractive and interesting. The 
participants felt that the whole sushi project was meaningful because the partici-
pants had the opportunity to experience some Japanese culture. By having this proj-
ect, appreciation towards Japanese culture was highly emphasised. The participants 
were able to learn more words or phrases in Japanese and know the history of sushi. 
Sense of belonging was much felt among the participants.  

24.4.3.3     Wiki as a Future Platform for Online Collaborative Projects 

 19 out 30 participants would prefer the next instructor to use Wikis in their online 
projects. For example, the 19 participants felt that using Wikis would be easier, 
more convenient and environmental friendly. The other 11 remaining participants 
showed less preference for the next instructor to employ Wikis, because much time 
was spent, editing features were not user-friendly and limited and other online plat-
forms such as Google Doc, Wix, Wordpress and Blog were better. These fi ndings 
show that the transparency feature of Wikis has contributed the development of 
collaboration work among learners traceable and retrievable to the instructors (Carr 
et al.  2007 ).    

24.5     Extended Discussion 

 The use of Wikis has brought major development of collaborative learning among 
the Japanese language learners in terms of being active members. The online plat-
form helped learners gain much confi dence in developing the language skills espe-
cially vocabulary and characters writing because they could freely express their 
creativity without being assessed solely on the basis of a fi nal submission of their 
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essay. The development of collaborative learning; is therefore, crucial to capture the 
learning process that takes place in an online platform. Ismail ( 2012 ), Huffaker 
( 2005 ) and Murray and Hourigan ( 2008 ) further argue that having several drafts 
would encourage the learners to be more expressive, fearless or less worried in 
expressing their ideas in collaborative tasks. 

 Apart from gaining self-confi dence, Wikis also encourages learners to have more 
sense of ownership and autonomy in creating a new online sushi magazine with all 
the relevant Japanese words or phrases. Their online sushi magazines signify 
authentic publication. However, the amount of instructor intervention and student 
autonomy in collaborative projects can infl uence the learning process, which should 
be taken in consideration (Kessler et al.  2012 ). 

 Another important point is that the researchers should consider the pedagogical 
considerations, because wiki pedagogy can be a signifi cant factor affecting the qual-
ity of Wiki applications. In this language learning context, the researchers should 
fi rst incorporate the recommendations of several learning approaches for a Wiki to 
be effectively utilised. For instance, the researchers should consider whether to 
include social constructivist, interactionist, cognitivist and expressivist approaches 
into their writing learning instructions (Ismail  2012 , p. 26). These learning 
approaches create an environment where the promotion of learner-centered and 
 collaborative learning are fully enhanced. In other words, successful student contri-
butions on Wiki depend on the given task authenticity (Bower et al.  2006 ). 

 With the function of Wikis, student learning motivation can be increased, because 
the online learning platform provides extensive sharing information among the 
group members. Learning from peers on a single platform could further motivate 
the members to achieve greater results. 

 In order to maintain student motivation throughout the collaborative learning 
process, instructional scaffolding is needed in the form of lab-based exercises (Cole 
 2009 ; Harsell  2010 ). Otherwise, this technical challenge can affect their motiva-
tional level and desire to produce good fi nal outcomes using Wikis.  

24.6     Conclusions 

 Based on the fi ndings of this study, more support is needed by the instructor as the 
Wiki allows that person to constantly monitor student progress via the student’s 
wiki pages. Also, as the Wiki creates a learning environment for the students, they 
are able to refer back to it, not only to do their work, but also to get more informa-
tion about their corrections. In addition, the students are able to contact the instruc-
tor when they need help. For these reasons mentioned, wikis may have aided the 
feedback process by providing the instructor with more fi rst-hand information. As 
for future research, it is recommended to look at the effects of online co-operative 
learning on student learning strategies in learning Japanese as a Foreign Language. 
With the use of Wikis, it is interesting to know different learners adopt metacogni-
tive, cognitive and socioaffective strategies in the fi eld of language learning 
(O’Malley and Chamot  1990 ). 
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 Although this research has involved 30 participants, it is recommended that a 
more extensive sampling is needed to validate the current fi ndings and also to com-
pare the current fi ndings with other levels of Japanese Language. In terms of 
research duration, the present study was not evaluated in detail as the time frame 
was rather short (10 weeks), which was certainly another limitation. Khatri ( 2013 ) 
argues that it can be challenging to teach writing skills to learners and try to assess 
them during a shorter period of time. 

 In conclusion, the potential educational benefi ts of Wiki have been fully utilised 
by the learners in collaborative learning. Nevertheless, there are learners who prefer 
the other online learning platforms such as Google Doc, Wix, Blogs, Google+ and 
so on. Technical challenges of using Wiki as new learning tools should not be over-
looked because these challenges can reduce the learners’ motivation in progressing 
further. For this reason, training sessions are needed to address the academic and 
social aspects of Wikis within the classroom environment (Harsell  2010 ).      

     Appendix A 

  Summary of Coursework: 

 No.  Topic 
 Type of 
assessments 

 Assessment 
mode  Duration 

 No. of 
students 
(per 
group) 

 Deadlines 
(2014) 

 Marks 
breakdown 

 1  Sushi 
competition 

 Practical  Group work 
(Peer 
assessment) 

 2 h  4–5   17th Oct   10 
 Online Written 
Assignment 
(via Wikispaces) 

 N/A   3rd Nov   5 

  TOTAL:    15  

    Coursework  

 Topic  :Basic Japanese for Culture 
 Sub-topic  :Sushi Competition 
 Practical Instructions 
[10 marks] 

 :a. Choose 3 OR 4 types of sushi. 
 :b. Prepare the relevant ingredients for sushi making 
(as long as it is HALAL). 
 :c. These relevant ingredients MUST be prepared at home. 
 :d. Ensure those ingredients are carefully labeled 
in two languages: English & Japanese 
(Hiragana & Katakana ONLY). 
 :e. Take some photos while making the sushi 
for documentary purpose. 
 :f. Bring your own tools, containers, tissue packs, 
garbage bags and newspapers. 
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 Written Instructions 
[5 marks] 

 :a. Produce an online magazine of sushi making. 
 :b. This online magazine must consist of introduction 
of the history of sushi (in English), the making procedure 
(in English), ingredients and prices in (Hiragana 
& Katakana ONLY), and your group refl ection 
on this coursework (in English). 
 :c. The online magazine must include relevant 
descriptions, taken photographs at the sushi competition 
scene or any other relevant materials that support 
the sushi making process. 
 :d. Publish your online magazine via Wikispaces. 
 :e. It is optional for you to produce a short video 
of the whole process. 

        Appendix B 

    Delegated Group Tasks 

 Group Name    : 
 Group Leader  : 
 Group Members : 
  Delegated Tasks 

 No.  Assigned tasks  Person in-charge 

 1 
 2 
 3 
 4 
 5 
 6 
 7 
 8 
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    Chapter 25   
 Postgraduate Students’ Engagement Through 
Critical Literacy Awareness       

       Sarjit     Kaur      and     Gurnam     Kaur     Sidhu    

    Abstract     Being able to read academic texts and think critically is a much sought 
after skill in today’s globalised work environments. Postgraduate students need to 
learn how to develop their critical literacy awareness by being able to read and dis-
cuss a wide range of texts as it is seen as a response to the social construction of 
one’s peers, culture, family, classrooms, neighbours, communities and world (Lesley 
M, J Adolesc Adult Lit 48(4):320–334, 2004). Responding to local concerns about 
the lack of attention accorded to the development of postgraduate students’ critical 
literacy awareness, this paper suggests the use of critical literacy strategies advo-
cated by the New London Group (Har Educ Rev 66(1):60–92, 1996) and Kress 
(Literacy in the new media age. Routledge, New York, 2003) to increase students’ 
motivation and engagement in multimodal environments. Two course lecturers and 
30 MA postgraduate students from two public universities in Malaysia participated 
in this study. The qualitative data cover two intact classes of each of the lecturers 
who teach literacy and pedagogy courses. The fi ndings gleaned from the audio-
taped student-teacher interactions and focus group interviews suggest that majority 
of the postgraduate students appreciated the following developmental stages in 
using the four knowledge processes in classroom activities: situated practice, overt 
instruction, critical framing and transformed practice. The implications of the study 
suggest that university lecturers can actively use the critical literacy awareness 
framework in their classrooms as it can generate active student voices and promote 
more meaningful learning experiences among their postgraduate students. Such 
pedagogical strategies can be integrated into current higher education curriculums 
to enhance active student participation in taught postgraduate classrooms.  
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  Keywords     Critical literacy awareness   •   Knowledge processes   •   Pedagogical strate-
gies   •   Postgraduate student engagement  

25.1         Introduction 

 Rapid developments in information and communication technology make it neces-
sary for educators to keep pace with learning and teaching practices. Evolving 
transformations and the wide use of social and media apps place a critical demand 
on the way education is offered in the twenty-fi rst century classroom towards meet-
ing manpower needs of the future. Within the backdrop of changing trends in higher 
education, postgraduate education continues to face “multiple challenges in terms 
of demand, supply, quality and returns, both for providers and the clientele con-
cerned” (Kearney  2008 , p. 1). It is seen as a diverse area of higher education provi-
sion that brings enormous benefi ts to individual graduates, to the economy and to 
society. Notwithstanding global concerns, the Malaysian higher education system 
has also been challenged to produce graduates who can operate successfully in the 
nation’s vision towards being labelled as an advanced nation by 2020. 

 It is not uncommon to have teachers in the Malaysian higher education sector 
complain that many postgraduate students are not capable of processing informa-
tion in a critical manner and do not question information sources and hence are 
unable to move on to create new ideas and perspectives. They are reluctant to “ques-
tion the perceived authority of texts and lecturers; and have a tendency to accept 
ideas as they are presented” (Koo et al.  2012 : p. 732). Other local researchers have 
documented research fi ndings that state that many Malaysian students who qualify 
for tertiary education and graduate from the system are perceived as ‘unfi t’ for 
employability as they are deemed lacking in quality, especially in their critical 
thinking, problem solving and soft skills (Morshidi Sirat et al.  2008 ). In tackling 
this issue at the school level, the national Education Blueprint (2013–2025) has put 
in place strategies to improve this aspect by advocating a set of refi ned articulation 
of the specifi c skills and attributes which include cognitive skills, creative thinking, 
innovative thinking and reasoning. It is believed that such attributes would help 
generate future learners who can compete in global economies. This policy pre-
scription rests on the idea of a knowledge economy where innovative ideas and 
technical expertise hold the key to a new global competitive challenge. 

 One crucial element in getting postgraduate students who are following taught 
MA courses to read with greater focus is to create interest in the reading material. 
The overall strategy for creating interest in reading is to tap into readers’ prior 
knowledge. It is not uncommon to fi nd that most readers never questioned who was 
writing the text when they were in school as they tended to believe everything they 
read. Reading has always been viewed as a challenging skill by many ESL learners. 
Even in the Malaysian context, there are scant research studies focusing specifi cally 
on analysing students’ critical thinking and awareness in reading various types of 
texts, including the scope of discussion on language and literary studies in the local 
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context (Krish et al.  2012 ). It has also been reported that research studies involving 
tertiary learners are relatively small in number (Normazidah et al.  2012 ; Koo et al. 
 2012 ; Kaur  2013 ). These researchers lament that more research is needed to better 
situate the identity issues of tertiary learners and their learning experiences. In other 
studies conducted in Malaysia, several researchers have reported that tertiary learn-
ers have limited critical ability because of the didactic nature of the learning process 
(Kaur et al.  2012 ; Kaur  2013 ). Nambiar ( 2007 ) also reports that Malaysian tertiary 
learners lack conventions of academic writing, are weak at understanding long sen-
tences or sentences with diffi cult words and she contends that such limitations 
impose unnecessary barriers on students’ comprehension abilities at institutions of 
higher learning. Several researchers also corroborate this fact and report that pre-
dominantly Malaysian ESL learners are not able to operate autonomously when they 
engage with a range of academic reading tasks (Koo et al.  2012 ; Kaur et al.  2012 ). 

25.1.1     Critical Literacy Awareness: Concept and Focus 

 In the past, the common understanding of literacy often centred on the ability to 
read, write and count but this has since been expanded to include other skills and 
competencies(Pescatore  2007 ). In most educational contexts, these basic literacies 
are no longer suffi cient for an individual to function as an effi cient employee in 
today’s increasingly globalised workplaces. When referred to from the perspectives 
of education, ‘critical literacy’ can be defi ned as reading and writing pedagogy that 
examines an omnipresent, unstated social agenda of power (Lesley  2004 ). This 
would mean that it can be a credible pedagogy only if it can allow learners to under-
stand and unravel the biases and prejudices that exist in a given language. Some of 
the aims of instilling critical literacy awareness among students are to recognise the 
non-neutral facet of language, examine power relations in texts, identify multiple 
voices in texts and address their own belief system in responding to a text (Kress 
 2003 ; Lesley  2004 ; Behrman  2006 ). These authors explain that the practice of criti-
cal literacy and the instilling of critical literacy awareness requires higher compre-
hension levels of reading because it embraces multiple and confl icting perspectives 
of learners. Hence, due to the complexity of this process, teachers need to be patient 
in guiding learners towards achieving an awareness of critical literacy and becoming 
autonomous learners but cannot expect it to be an automatic process of learning. 

 Rapid and continued advances in technology and sciences have generated new 
ways of communication which have impacted our lives. As such, students now have 
multiple ways to communicate with one another and this creates changes in the 
ways we channel information with other people. Such transformations have altered 
the way we learn and our learning environment. McLaughlin and DeVoogd ( 2004 , 
p. 52) stress the importance of acquiring critical literacy so that “students can 
expand their reasoning, deepen their understanding, seek out multiple perspectives 
and become active thinkers who comprehend from a critical stance”. In her contin-
uum of reading skills, Rosenblatt ( 2004 ) states that readers are always making 
choices about their thinking and reading from a critical stance as it allows readers to 
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use their background knowledge to understand the relationships between their ideas 
and the ideas presented by the author of the text. This process, according to 
Rosenblatt ( 2004 ) allows readers not only to play the role of code breakers, meaning 
makers and text users but also the role of text critics. 

 Considering the emergence of New Literacies in today’s digital age of informa-
tion explosion and the changing literacy needs of learners, critical literacy then 
becomes pivotal in pedagogy design. As learners are confronted by overwhelming 
information posed by the waves of technology, critical literacy is able to allow 
learners to digest information with accountability and become critical consumers of 
the information that they receive. Work on critical literacy originated from the con-
structivism theory (has roots in philosophy and psychology), which explains how 
knowledge is constructed in the human being when information comes into contact 
with existing knowledge that had been developed by experiences. In this regard, 
scholars who advocate teaching students critical literacy believe that the theory of 
constructivism in the fi eld of education lays emphasis on the ways knowledge is 
created in order to adapt to the world and that the theory encourages educators to 
use some of the following number of applications in order to make learning mean-
ingful: discovery learning, hands-on learning, experiential learning, project-based 
learning, collaborating with peers and task-based learning. 

 It is imperative for teachers to understand that they need to use teaching strate-
gies that will encourage learners to grow and mature into thinking individuals who 
can contribute to today’s knowledge economies. In order to inculcate the culture of 
thinking critically in a classroom, teachers can adopt the critical learning awareness 
instruction in the classroom. This approach draws from the pedagogy of multilitera-
cies developed by the New London Group ( 1996 ). The term ‘multiliteracies’ was 
formulated based on the following important aspects: the emerging cultural and 
global demand, the range of the multiplicity of communications channels and 
media, and the growth of cultural and linguistic diversity. The philosophy of multi-
literacies was extended by Janes ( 2009 , p. 5) as she explained that there are three 
key aspects of a multiliteracies concept:

    (a)    pedagogy (a call for educators to become designers of learning)   
   (b)    diversity (presenting a broader view of literacy than portrayed by traditional 

language-based approaches)   
   (c)    multimodality (a need for a multiplicity of communication channels)    

  In principle, the multiliteracies pedagogy was designed as part of a broader 
approach to literacy which recognises diversity of language and the increasing 
 multimodality of contemporary communication. Table  25.1  below illustrates the 
multiliteracies pedagogy advocated by the New London Group ( 1996 ).

   The present study adopted the multiliteracies pedagogy (Kalantzis and Cope 
 2004 ) as its theoretical framework and incorporated the advocated four knowledge 
processes in a critical literacy awareness (CLA hereafter) model. The pedagogy was 
utilised in the postgraduate taught course by outlining instructional activities as 
‘teacher instruction’ and student-related activities as ‘student activities’ in relation 
to the curriculum offered in the selected MA courses in both the participating uni-
versities. In using the label of ‘moves’, the model allows for fl exibility in both 
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   Table 25.1    The multliliteracies pedagogy   

 Designs for learning  Multiliteracies pedagogy 

  Experiental knowledge    Situated practice  
 Learning activities focused on 
personal knowledge, concrete 
experience, evidence data 

 Immersion in experience and the utilisation of 
available discourses, including those from students’ 
varied lifeworlds 

  Conceptual knowledge    Overt instruction  
 Learning activities focused on abstract 
concepts and theoretical synthesis 

 Systematic, analytic and conscious understanding. The 
introduction of an explicit language to describe the 
design of meaning 

  Analytical knowledge    Critical framing  
 Learning activities focused primarily 
on analysing and interpreting the 
functions, interest and perspectives 

 Interpreting the social and cultural context of particular 
designs of meaning, standing back from meanings and 
viewing them critically in relation to their purposes 
and cultural context 

  Applied knowledge    Transformed practice  
 Learning activities focused primarily 
on making knowledge, creating 
meanings and making a practical 
impact on the world 

 Transfer in meaning-making practice which puts the 
transformed meaning to work in other contexts or 
cultural sites 

   Table 25.2    Model of critical literacy awareness   

 Move 1: teacher 
instruction  Move 2: student activities 

  Situated practice    Critical framing  through seminar and panel discussions on related 
social and educational issues 

  Overt instruction    Transformed practice  through critical reading and in-depth discussions 

teacher and student activities as these are not necessarily viewed in a linear sequence 
and can therefore overlap with in-class interactions among students and the teacher. 
In the model derived from the multiliteracies pedagogy, the researchers outlined the 
following model (Table  25.2 ).

   As the focus of the study is on encouraging learners to become critical readers 
and discussants, one of the principal agents in the learning process is the teacher 
who needs to direct learning in the fi rst instance through understanding his/her 
learners’ knowledge about the topical area and the level of immersion in the range 
of discourses and lifeworlds being discussed in class. The teacher would have to 
make certain scaffolding choices in an effort to motivate and engage the students in 
the learning activity. While it is acknowledged that the teacher has signifi cant auton-
omy in making choices about strategies to use for classroom activities, the lesson’s 
aim and focus will help provide the much needed parameters for further discussion 
and understanding. As such, during the ‘ overt instruction ’ phase, the teacher will 
provide instruction and explanations pertaining to the activity in order to ensure that 
systematic, analytic and conscious understanding occur among the students 
(Kalantzis and Cope  2004 ). While these stages or moves can also generate student 
intervention, the teacher essentially exercises infl uence over options about lan-
guage, particularly in multilingual contexts. 
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 In the ‘student activities’ phase, it is expected that students are seen as dialogic 
partners in this learning encounter while they take part in showcasing their level of 
understanding and criticality in discussing and presenting ideas in relation to the 
assigned classroom task. One of the fi nal aims of raising critical literacy awareness 
in this model is the hope that students will attain a certain level of autonomy as well 
as confi dence after the directed classroom activity and progress to transformations 
in the way they perceive and discuss ideas, thoughts and discourses. The somewhat 
seamless learning activities carried out through the knowledge processes of ‘ critical 
framing and transformed practice ’ has the potential of helping learners build cogni-
tive bridges by tapping into theories on the ideological notion of literacies. Koo 
( 2008 ) argues that a situated critical literacy in education is needed in a multilingual 
and multicultural context like Malaysia so that postgraduate students from diverse 
culture and linguistic backgrounds are equipped to cope with diversity and differ-
ences in the intersections and conjunctures of various cultures in any context. She 
argues that students need to negotiate and make meanings between various similar 
and yet competing and/or contradictory cultural contexts such as those of school, 
home, family, work and community. As such, the CLA model has the potential of 
generating learners that are multicultural meaning makers when they tap into their 
lifeworlds and those of dominant systems and institutions.   

25.2     Methodology 

 This study used a qualitative research design to collect data from 30 postgraduate 
students in MA taught courses in two public universities in Malaysia. For reasons of 
anonymity, the universities will be referred to as “University A” and “University B”. 
The MA students from “University A” were pursuing a Master’s degree in Linguistics 
and English Language Studies while the MA students from “University B” were 
pursuing a Master of Education degree. In “University A”, the MA classes were 
held on Tuesday evenings between 4:00 pm and 7:00 pm and comprised 18 full-time 
and part-time students. Meanwhile the MA class in “University B” was held on 
Monday evenings from 6.00 pm to 9.00 pm and comprised 15 full-time students. 

 The researchers collected data in Semester II (academic session 2012/2013) 
based on lessons conducted in the fi rst 5 weeks of the semester with their intact MA 
classes. Two intact lectures of each MA course were audio-taped for analysis to 
keep track of student-teacher interactions (6 h of recording for each MA class). The 
researchersalso conducted two focus group interviews with 12 students from both 
universities (6 students from “University A” and 6 students from “University B”) to 
glean their comments on the use of the CLA model in their MA class. Each focus 
group interview session lasted between 30 and 45 min. 

 Ethical considerations were adhered to in this study (for instance, actual student 
names were not used and data collected were used for research purposes only; a 
coding system was used – for the focus group interviews, students were assigned 
codes such as ‘S1: UniA’ to refer to ‘Student 1 from University A; for in-class inter-
actions, students were labelled as “Student A, Student B” and so on). Students from 
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both universities signed student consent forms and expressed their willingness 
to participate in the study and had no objections to having two of their class lectures 
and focus group interviews audio recorded for research purposes. The focus group 
interviews were held during Week 6 of the semester as this gave students more 
opportunities to refl ect on their thoughts and ideas in relation to the way their criti-
cal literacy awareness had developed after following 5 weeks of lectures and partici-
pating in related classroom activities and tasks. In both postgraduate classes, 
students had to take part in one group-based seminar and panel discussion on a 
social/educational topic selected by their group. This required them to access a 
range of journal articles from the fi elds of applied linguistics (students from 
“University A”) and educational pedagogy (students from “University B”). Both the 
researchers are experienced lecturers (average university teaching experience of 
22.5 years) and are familiar with the multiliteracies theory and the CLA model. 
Prior to the commencement of the MA courses, both researchers met to discuss their 
lesson activities over the 5 weeks in an effort to maintain task similarity so that 
cognitive and criticality elements were similar for both MA courses and compari-
sons pertaining to students’ critical literacy awareness could be made even if the 
MA courses covered concepts and theories in the fi elds of applied linguistics and 
educational pedagogy. 

 In the study, both researchersused ‘ situated practice ’ and ‘ overt instruction ’ as 
their main knowledge processes when they covered topics in their respective MA 
class. For instance, the researcher in “University A” who taught a 3 unit course on 
“ Perspectives in English Language Studies: Literacy and Literature ” covered the 
following topics with her MA students in Weeks 1–5:

•    Perspectives on literacy (defi nitions, knowledge and cognition, reading diffi culties),  
•   Multiliteracies pedagogy (conceptual framework, designs for learning, the 

Multiliteracies Approach)  
•   Cognition and the development of reading (models of reading, balanced literacy 

approaches)  
•   Multimodality in educational contexts (using multiple technologies, engaging 

readers and writers, critical reading development).    

 After initial instruction from the lecturers on each topic area, the students com-
pleted classroom tasks labelled as ‘student activities’ in the CLA model used in this 
study. In “University A”, the students worked on a group-based activity based on a 
list of panel/seminar presentation topics handed to them by the lecturer. Once the 
group had selected their topic, they worked collaboratively to develop their under-
standing of the selected topic by reading relevant journal articles, magazines and 
books. For instance, one group chose a topic on discussing ‘current testing 
approaches used to assess ESL reading in various educational contexts’. This group 
then worked together to prepare a seminar presentation on the topic by adhering to 
the scope of the question and by presenting relevant information using a powerpoint 
presentation in front of the class. They also had to answer questions posed by their 
peers and lecturerconcerning the scope, quality and content coverage of their pre-
sentation on the topic. In University B, the lecturer taught a 3-credit course on 
Instructional Leadership which explored the following topics: Instructional Leader, 

25 Postgraduate Students’ Engagement Through Critical Literacy Awareness



316

Student Diversity, Student Abilities and Challenges, Learning, Teaching, Motivation, 
Classroom Management, Assessing Student Learning and Assessing and Changing 
School Culture and Climate. For the group presentation activity, one group chose to 
conduct a seminar presentation on “Teaching”. The students worked collaboratively 
to prepare a seminar presentation using a power point presentation which covered 
the following aspects: role of a teacher and whether they make a difference; the 
qualities of a good teacher; how to teach for understanding by focusing on the sub-
ject; outstanding teaching and developing a Teaching Portfolio. The group presenta-
tion was followed by a question-and-answer session; the questions were posed by 
both their peers and the lecturer. 

 In both universities, the lecturers encouraged students to read widely and criti-
cally on their topic by asking the following framework of questions suggested by 
Goodwyn and Stables ( 2004 ) that promote reading from a critical stance:

    (a)    Do you agree with the author’s viewpoint?   
   (b)    What does the author/s want us to think?   
   (c)    Whose voices are missing, silenced or discounted in the text?   
   (d)    How might alternative perspectives be represented?   
   (e)    How would that contribute to your understanding of the text from a critical 

stance?   
   (f)    Would your viewpoint change on the basis of what you have learned?    

  The focus group interviews were carried out with students who volunteered to 
take part in the interviews. Due to time constraints and related logistical issues, the 
focus group interviews were conducted with 12 students who volunteered from each 
of the universities (6 students in each group). In each of the focus group sessions, 
students were asked to openly discuss the development of their critical literacy 
awareness and their reading repertoires based on the student activities conducted in 
their MA class. The time and venue of these interviews were decided based on 
mutual agreement between the researcher and the students (held in tutorial rooms at 
both universities). The interview sessions were audio taped and later transcribed for 
data analysis using emergent themes.  

25.3     Findings and Discussion 

 In both universities, two intact MA classes were audio taped to record student- 
teacher interactions. Both lecturers used ‘ overt instruction ’ in the CLA model to 
explain concepts, arguments and ideas in their MA class. The fi rst audio taped class 
aimed to look at the lecturers’ critical framing of the topic and were not entirely 
lecture-based. Both lecturers used powerpoint slides to teach their topic and invited 
students to comment on issues during the class. The recordings were for a 3 h class 
(with a 30 min break in between). The lecturer from “University A” was teaching a 
topic on the Multiliteracies pedagogy and conducted her lecture by explaining the 
concept of multiliteracies, the main tenets of the theory and the implications of 
using this pedagogy in a range of ESL and EFL educational contexts. She used 
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‘ situated practice ’ at the outset of the lecture to gauge students’ experience and 
previous knowledge base; then she used ‘ overt instruction ’ to explain the multilit-
eracies theory and pedagogy. She invited students to comment on their learning 
experience during their primary, secondary and tertiary years. Her lecture notes on 
the powerpoint slides contained visual stimulus to contextualise students’ under-
standing of the multiliteracies theory, pedagogy and implications. The audio-taped 
class session contained suffi cient examples of student-teacher interactions that cap-
tured student participation in the MA class. 

 The lecturer from “University B” was teaching a topic on  Assessing Student 
Learning . She began her lesson by fi rst explaining the importance of assessing stu-
dent learning. Then she used ‘ situated practice ’ as an instruction tool by posing the 
following questions to her class:

•    What is the difference between evaluation, measurement and assessment?  
•   What is your understanding of norm and criterion referenced tests?    

 This was done to gauge students’ experience and their previous knowledge base 
that could help her identify the take-off point for her class. Realising that not many 
of her postgraduate students had a clear understanding of assessment practices, she 
then used ‘ overt instruction ’ to explain the concept of assessment and the differ-
ences between evaluation, measurement and assessment. Following this, she moved 
on to discuss the differences between norm and criterion referenced tests by provid-
ing examples. She also invited her students to comment on their classroom practices 
(as a majority of the students were practising teachers). She discussed at length with 
her students what test scores mean and made them aware of the dangers of high- 
stakes centralised testing. She conducted her class by using a powerpoint slide pre-
sentation, a video-clip from You-Tube (on the dangers of high-stakes testing) and 
distributed handouts of examples of norm and criterion referenced tests. 

 The second audio taped class covered two group seminar presentations on 
selected topics. This recording contained student group presentations, peer com-
ments and related student-teacher interactions. Peer comments were encouraged 
after each group presentation and the lecturer also posed critical questions based on 
each group’s presentation. There was evidence of ‘ critical framing ’ and ‘ trans-
formed practice ’ after each group presentation as their peers posed questions that 
framed social and cultural teaching practices in a local and global context. 

 Findings from the audio taped sessions (12 h of recording) reveal that the two 
lecturers made a conscious effort to use localised examples to help their students 
understand the lecture content better. The lecturers used inclusive terms like ‘our’, 
‘we’ and ‘all of us’ in their ‘ situated practice ’ component of the CLA model. It is 
felt that such expressions invite students to give their input and views, as shown in 
the excerpts below:

  Why do you think there is less use of technology in our schools? Some teachers complain 
that language labs in some urban and semi-urban schools are ill-equipped so much so teach-
ers can’t use technology to teach....meaning they can’t make their students motivated to 
learn English during class. Do you think such comments are justifi ed in our education sys-
tems? The present young generation are very tech-savvy, are they not? What are your expe-
riences with this? Would anyone want to give their views on this aspect? (Lecturer, UniA) 
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 Yes we all talk about smart assessment and on-line assessment– do you all see this hap-
pening in our Malaysian schools? Why is this not successful in our classrooms? Has anyone 
tried on-line assessment in their class? What are the pros and cons to on-line assessment? 
(Lecturer, UniB) 

 Well…the Malaysian government schools have recently adopted formative assessment. 
What are your views on this? What are some of the issues and challenges you are facing as 
practising teachers? Do you think the teachers are ready for this change? What must 
Instructional Leaders in school do to prepare for this paradigm change in assessment? 
(Lecturer, UniB) 

   Meanwhile, the student-teacher recordings show that students are eager to par-
ticipate in the mini lectures because they seem to like the idea of the lecturers paus-
ing to ask them focused questions. In both MA classes, the students did not need a 
lot of persuasion to take part in the ‘ critical framing ’ stage of their learning encoun-
ter. As both lecturers are familiar with the CLA model they were using with their 
students, they were consciously posing questions throughout their MA class in an 
effort to engage students as they taught content of the topic. It has to be pointed out 
that in both MA classes, students have to read assigned reading tasks comprising 
relevant journal articles or chapters from books on related topics. The following is 
an excerpt from the class recording from University A:

      Teacher : well....does anyone wish to comment on whether they would use the Multiliteracies 
approach in their classrooms? After understanding the approach, how well do you see it 
being implemented in our Malaysian classrooms?  

   Student A : Perhaps I can try Dr.  
   Teacher : Sure, go ahead.....I know you have extensive teaching experience right?  
   Student A : Yes, Dr. After teaching secondary students …errr....I’ve taught Forms1, 2 and 3 

students for the past 11 years. My comment is this.....I’m lucky I’ve taught in both town 
and ‘ kampung ’ schools…so I can say, especially in town schools, this method of teach-
ing will work.  

   Teacher : Why do you think it will work only in urban schools? Are you saying it won’t 
work in rural schools?  

   Student A : You see Dr…in town schools, the students are more interested to learn English....
when I was teaching in a rural school in Kedah…err....my students don’t like to learn 
English. My point is this.... for using the multiliteracies approach, you need better stu-
dents right?  

   Teacher : I don’t know if that should be the deciding factor. What do others think?  
   Student B : Dr, I don’t think that it should be made a criterion at all....you see, if one under-

stands the model, it can work in any context.....  
   Student A : No,…. ( uses student’s name)  I think you didn’t get my point earlier…what I 

meant is in town schools, I can take my students to the lab to teach with powerpoint 
slides....their English is better....errr…they tend to come from better families....they are 
good in English.....I’m saying it’s easier to try out the multilitearcies approach with 
them…because the students can understand where you are taking them....like Dr said, 
they are more tech-savvy......even their handphones are better than my miserable old one  

   Class : ( laughter and agreement in class ).....Yes, we agree…many of our students are richer 
than us....ha ha  

   Student C : Ok, ok..shhh....my take on this issue is this..... it can work Dr…but to be practi-
cal....it will take a lot of effort on the teacher’s part.  

   Teacher : What do you mean? In what sense?  
   Student C : Dr, these days, we teachers are so burdened with lesson planning and other paper-

work. Preparing multiliteracies lessons seem to me…I mean it’s my opinion.....I dunno 
about others…but for me …errr, it’s an interesting challenge....but too much time to 
prepare…but bottomline Dr, I think I can use it quite easily with my present Form 4 class  
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   Student A : So you are saying it’s time consuming....I agree on the surface…but I want to say 
it has potential....you know, my students…they’ll jump up when I show them visuals on 
powerpoint…so they will like it.    

   The rest of the class recording continues with an engaged discussion among the 
students and the lecturer about the feasibility of using the multiliteracies pedagogy 
in Malaysian ESL classrooms. With the exception of a few students, most of them 
were active participants in the class and seemed happy to share their learning and 
teaching experiences ( situated practice ) and showed awareness of how in some 
instances the pedagogy would not work ( critical framing ). Having done their 
assigned reading on the theory, the students displayed understanding of the theory 
and its components (overt instruction by the lecturer). 

 In week 6, focus group interviews were held among 12 students from both uni-
versities to fi nd out students’ reactions to using the CLA model in their MA class. 
Below are some excerpts from the interview sessions:

  As a Masters student, I think learning this way is novel for me. I like the idea because I 
really felt immersed, engaged....I especially like that you make us aware of what strategies 
to use in our ‘student-activities’ phase. It has never been easy for me to be critical on any-
thing…really, I always think....others will be better than me…but now I feel I can learn to 
question other peoples’ writing (S5: UniA) 

 It’s a new way …I like that you ask us so many questions. It’s good…after all we’re 
practicing teachers already. I think you’re making us become more aware…it’s a good feel-
ing (S1: UniB) 

 really scary at fi rst....but hey, I’m a Master student....so I tell myself…open yourself to 
new way of learning lah....Yes, I think it made me feel more serious in my learning. I think 
asking questions when I read made me involved, part of the class…like the questions given 
by you..it did help…not easy at fi rst…but now I feel I can refl ect more....you know.... on 
how teaching is done in our schools (S2: UniB) 

 Ah…so now I know how to be brave to question others…no more shy. I think I learn to 
be more responsible as a student. I think it’s a good practice ....to listen to others’ ideas and 
then think about what are mine…how different or how same our ideas (S4: UniB) 

   Many other transcripts from the focus group interview session refl ect similar 
growth in the learners’ repertoires; ranging from being less shy to take part in class 
discussions, being more attentive and involved listeners while other students present 
their views, showing responsibility to develop further as autonomous learners, 
improving their reading ability, relying less on the dictionary to understand content 
of journal articles etc. While the ‘student activities’ in both the MA classes helped 
students to improve their ‘ critical framing ’ and  ‘transformed practice’  abilities, a 
few students felt the CLA strategies did not help hone their ‘transformed practice’ 
dimension. This can be seen in some student excerpts below:

  I still don’t feel I have reached the ‘transformed practice’ stage…I know it is expected …
but I feel less sure of what this stage is and how I should grow in my knowledge base. 
I think I need to read critically to better understand this stage....I still need to improve 
(S2: UniA) 

 Maybe I still feel I don’t have enough practice in evaluating my learning 
experience…I don’t know Dr. I think I haven’t been able to apply what I learned to real life 
....I have always been a full-time student since my school years…maybe when I start work-
ing…maybe then I can see whether I can apply what I know and change things around me? 
(S1: UniA) 
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 If you ask me, I think I need to think deeply about this…mostly, I am not using what I 
learn in my primary teaching....I know my students will like new ways of learning. Well…I 
need to refl ect more I think....then think about how I can use it in my classroom teaching 
(S5: UniB) 

 For example…I don’t know if I understand exactly what it means. Can I use it for other 
situations? I am really not sure....because I still feel lacking in something…maybe knowl-
edge.....maybe not confi dent. But I know for sure, I feel some change in me as a learner.......
just not sure how much I have improved (S3: UniB) 

   At the very least, these student perspectives of the ‘transformed practice’ stage 
indicate that students are aware of some conscious change in the way they are learn-
ing but not to the degree that they feel confi dent about applying knowledge in other 
ways. It has to be pointed out here that the CLA model does not follow a sequential 
move from one knowledge process to another and it does not treat the concept of 
literacy as an isolated practice. Students were informed that classroom discussions, 
interactions and practices are not disconnected from critical knowledge production; 
in fact, the CLA model offers students the possibilities of creating new knowledge 
and new ways of thinking and interacting with a range of texts.  

25.4     Conclusion 

 Growing pressure to restructure and reform postgraduate education is encouraging 
“university academics to use innovative practices that assist students to develop 
‘employable’ skills” (Dickie and Jay  2010 : 29). Indeed, the CLA model is one of 
many innovative strategies made available to assist academics achieve quality learn-
ing outcomes among their students. The fi ndings of this study show that the CLA 
model has good potential as a learning tool in today’s higher education classrooms. 
The implications of the study suggest that university academics can utilise the CLA 
model in novel ways to in stil critical thinking and problem solving skills among 
their students. What is apparent from the audio taped recordings of the class interac-
tions and students’ views of the CLA model is that teachers play an important role 
in enhancing learning and engagement in the learning process. Student comments 
highlight that their lecturers possess a solid knowledge base as well as good teach-
ing characteristics to make an impact in the learning encounter. In the context of 
encouraging critical literacy awareness among learners, it is not enough to only 
display academic discipline knowledge. The teacher using the CLA model needs to 
show competence in relating learning content to other local and global contexts as 
this helps to internationalise the curriculum as well as produce knowledgeable and 
empowered postgraduate students. The challenge for lecturers in the higher educa-
tion context is to make critical literacy awareness a part of the pedagogical purpose 
so that students “may be empowered to make meanings as they learn to inhabit a 
critical space of learning, which may lead to a better and inclusive world for all” 
(Koo et al.  2012 , p. 739).     
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    Chapter 26   
 The Impact of Refl ective Inquiry 
on Professional Development of Student 
Teachers       

       Mohd     Syazwan     Wan Mahzan     ,     Nabilah     Abdullah     , 
and     Nor     Hairunnisa     Mohammad Nor    

    Abstract     Adequate guidance, constructive feedback and professional support dur-
ing teaching practice can signifi cantly change a mediocre student teacher to one 
who teaches more outstandingly. This study investigates the nature of supervisor 
support during refl ective inquiry sessions, and how the support contributes to stu-
dent teachers’ professional growth as teachers-to-be. In-depth interviews with fi ve 
student teachers provided data for the study. The fi ndings revealed that the focus of 
refl ections in the discussions between the student teachers and their supervisors 
revolved around the direction and implementation of the lesson; professional quali-
ties; expressions of personal feelings, opinions and concerns; achievability of the 
pre-determined learning outcomes, student teachers’ manifested behaviors; and 
other professional supports. Refl ecting on the research participants’ levels of refl ec-
tivity, 45 % interview entries were coded at level one -Technical Rationality (TR), 
50 % at level two – Practical Action (PA), and 5 % at level three – Critical Refl ection 
(CR). The fi ndings also showed that the development of student teachers’ self- 
effi cacy beliefs in teaching was due to three contributing factors: the employment of 
refl ective techniques by the supervisors, the value of accepting the strengths and 
weaknesses in teaching experienced by the trainees, and the applications of the 
outcomes gained during the refl ective inquiry sessions on the upcoming lessons. 
These fi ndings imply that supervisors must take refl ective inquiry conferences more 
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seriously and recognize that productive sessions with their trainees are critical in 
developing future teachers with sound pedagogical know-how.  

  Keywords     Refl ective inquiry sessions   •   Focus of refl ections   •   Levels of refl ectivity   
•   Professional development   •   Self-effi cacy beliefs  

26.1         Introduction 

 Universities and teacher training institutes in Malaysia are working hard towards the 
production of competent, profi cient and enlightened teachers (Heng and Khim 
 2004 ). In addition to the emphasis on the mastery of content knowledge as well as 
considerable exposure to theoretical and practical aspects of pedagogy, progressive 
personal development of students towards becoming trained teachers is also central-
ized on the use of refl ection during practicum. Refl ection during teacher training 
process is commonly implemented via a number of mechanisms, namely mentor 
observation, supervisor observation, journal writing, portfolio keeping, self- 
evaluation and refl ective inquiry. 

 A review of literature shows that most studies related to professional develop-
ment of student teachers focused on in-depth explorations on refl ective practice 
using journal writing and portfolio keeping. Very few studies were interested to 
investigate more on the application of refl ective inquiry. Rubina ( 2004 ) contended 
that refl ective inquiry can boost student teachers’ moral to teach better and to open 
up their mind to be consistently conscious of “any issues related to their classroom 
behaviour” (p. 19). Anglea ( 2009 ) corroborated that refl ective inquiry provides stu-
dent teachers a sense of awareness about the different dimensions of teaching and 
learning. 

 Heng and Khim ( 2004 ) revealed the expected outcomes of supervision process 
for student teachers. They argued that a number of past literatures have documented 
the success of the supervision process to promote student teacher learning yet in 
most cases there are “indications (that) supervisors may not fully understand their 
roles and responsibilities within refl ective contexts” (Heng and Khim  2004 , p. 32). 
This sad state of affair is in tandem with the fi ndings of earlier studies conducted by 
Borko and Mayfi eld ( 1995 ) as well as that by O’Donoghue and Brooker ( 1996 ), 
which highlighted the limited roles of supervisors resulting in trainee teachers’ fail-
ure and lack of awareness of responsibilities in classroom. In addition, Boud and 
Walker’s ( 1998 ) study on the use of refl ective practicum towards the professional 
development of student teachers discovered that supervisors’ lack of insights regard-
ing the true meaning of refl ective practice resulted in poor outcomes of the refl ective 
practicum session. 

 Hence, it could be assumed that if the refl ective inquiry sessions were to be con-
ducted in an effective manner by the supervisors, the outcomes of refl ective enquiry 
are twofold: realizing student teachers’ supposed roles in a classroom and creating 
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positive reinforcement towards student teacher learning about teaching philosophy 
and practice. Nevertheless, past literatures and the researchers’ own experiences 
regarding the downsides of refl ective inquiry practice on student teachers had exhib-
ited gaps that the researchers wished to investigate further and thus bring them to 
light. As such, the purpose of this research was to investigate the nature of supervi-
sor support during refl ective inquiry sessions, and how the support has contributed 
to student teachers’ professional growth as teachers-to-be. 

26.1.1     Objectives of Study 

 The aim of the study was to unfold the experience of student teachers when they 
underwent the supervision process during practicum. The specifi c objectives of the 
study are as follows:

    1.    to investigate the focus of refl ections in the discussions held between student 
teachers and their respective supervisors;   

   2.    to examine the extent to which the student teachers have managed to refl ect in 
the refl ective inquiry session conducted in terms of refl ection level;   

   3.    to investigate to what extent the refl ective inquiry session has contributed to the 
student teachers’ self-effi cacy beliefs in terms of realizing their teaching strengths 
and weaknesses.       

26.2     Review of Related Literature 

26.2.1     Levels of Refl ectivity 

 Van Manen ( 1977 ) proposed three levels of refl ectivity in realizing educational 
actions and thus applying needed strategies to reach the expected outcomes. The 
ability to demonstrate the depth of refl ectivity as prescribed can contribute to new 
paradigm of how educators perceive teaching and learning with a particular group 
of students and enhance their teaching repertoire. The three levels of refl ectivity 
proposed by Van Manen are technical rationality (TR), practical action (PA) and 
critical refl ection (CR). In order for these stages of refl ectivity to be functional, he 
stipulated that the stages should occur in order whereby one could not be considered 
achieving the CR level until they have experienced the previous levels of refl ectiv-
ity, PA and TR accordingly. 

 According to Van Manen ( 1977 ), technical rationality (TR) deals with issues con-
cerning technical application of educational knowledge and basic curriculum princi-
ples such as the effectiveness of teacher’s instruction and the relevancy of the syllabus 
to students’ profi ciency level. Once a teacher achieves TR level of refl ectivity, he will 
move to the next level of refl ectivity which is practical action (PA). Practical 

26 The Impact of Refl ective Inquiry on Professional Development of Student Teachers



326

action (PA), on the other hand, deals with the re-examination of practice that has been 
executed. A refl ective practitioner who is at this stage of refl ection is reasoning out 
the teaching approaches made and assessing their educational consequences specifi -
cally on the students’ learning. The manifestation of refl ection at this level can be 
achieved via a thorough analysis on how the goals are met. Measuring learning out-
comes via students’ responses and tasks assigned is a classic example on how PA 
level of refl ectivity can be realized in classroom setting. 

 In spite of the depth of coverage that the aforementioned levels of refl ectivity 
could offer, Van Manen ( 1977 ) claimed that a higher level of refl ectivity is needed 
to understand the worth of such experiences and their benefi cial impacts on educa-
tional curriculum. Here comes critical action (CR) into action. At this third and fi nal 
level, teachers are refl ecting on the worthiness of the knowledge to the students in 
terms of their ability to apply the previously learnt knowledge into the real contexts 
outside the classroom womb.  

26.2.2     Focus of Refl ection 

 Moon ( 2008 ) regarded facilitators as a part of learning environment of student teach-
ers. Facilitators are naturally expected to understand how refl ection works and how 
the outcomes of the process will affect the qualities of learning. She also emphasized 
that facilitators should be aware of the importance of refl ection as a platform to 
enhance learning. As a matter of fact, she elaborated further the underlying purpose 
of refl ection which is to make student teachers aware of how they can utilize the 
refl ective techniques experienced during the refl ective process to “upgrade their pre-
vious less organized but valid levels of knowledge and understanding” (p. 167). 

 In the hope of optimizing the effectiveness of refl ective session, several insights 
on refl ection were put forward by infl uential scholars as basis for facilitators to 
conduct an effective refl ective session. Gibbs (as cited in Moon  2008 , p. 167) con-
structed a set of guidelines for supervisors on proper ways of having conversation 
during refl ective session:

    (i)    A stage of description

•    Describing events  
•   Looking for details  
•   Comparing the experience with other experiences      

   (ii)    A stage of entailing judgment

•    Discussing the quality of experiences in terms of strengths and weaknesses 
or the best and worst parts of teaching  

•   Questioning the relevancy of particular actions      

   (iii)    A stage of analysis

•    Deeper questioning of what happened and making sense of it  
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•   Reasoning out why such behaviors manifested  
•   Frequent use of Why-questions       

  Source: Gibbs (as cited in Moon  2008 , p. 167)  

26.2.3     Self-Effi cacy: The Ignition of Realizing What 
You Can Do 

 The fundamental of self-effi cacy theory as defi ned by Bandura ( 1997 ) is “people’s 
beliefs in their capabilities to produce desired effects of their own actions” (p. 7). 
People have the fl exibility to decide which set of behaviors to be manifested in the 
face of challenges yet to what extent the perseverance attitude has been directed to 
the chosen set of behaviors will determine one’s self-effi cacy level. Dweck ( 2000 ) 
highlighted fi ve effects of self-effi cacy beliefs which he claimedhad infl uenced the 
subjects of his study in terms of their professionally guided and self-guided behav-
ioral change strategies, physical health as well as psychological adjustment and 
problems. 

 In recent decades, a number of seminal papers and subsequent ground-breaking 
studies on the effects of self-effi cacy beliefs towards one’s professional develop-
ment across all disciplines were written and published. The original terms for self- 
effi cacy beliefs before it was commercialized by Albert Bandura in  1997  were 
“volition” and “will”. Early works related to this kind of perceived competence 
were from John Locke and William James (Skinner  1995 ). This has attracted inter-
ests from people in academia as theories of motivation (White  1959 ), achievement 
motivation (McClelland et al.  1953 ), social learning (Rotter  1966 ) and the famous 
psychological well-being theory (Skinner  1995 ) have begun establishing them-
selves in the literature world (Maddux  2009 ). 

 Nevertheless, in spite of the emerging theories appearing in the recent studies, 
the theory of perceived competence in the form of self-effi cacy introduced by 
Bandura ( 1997 ) remains appealing to many academicians due to its comprehensive-
ness. Bandura ( 1997 ) claimed that self-effi cacy is the beliefs of what we can do 
under specifi c constraints and circumstances (as cited in Maddux  2009 , p. 4). Self- 
effi cacy notion gives emphasis on one’s ability to coordinate and execute his or his 
skills in an organized way in the efforts to resolve pre-determined goals.  

26.2.4     Refl ective Inquiry Session for Professional 
Development 

 Winter (as cited in Moon  2008 ) viewed professional development as interrelated 
with the development of one’s self-awareness. Eraut ( 1994 ), while in agreement 
with Winter’s stand, was however more concerned with “the application of the 
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awareness for personal improvement” (p. 91). Eraut ( 1994 ) elaborated further that 
the ability to know how and when to use specifi c knowledge and skills, as well as 
the ability to fi nd alternatives as a result of our limitation are also part of self- 
knowledge. Meanwhile, self-management refers to the process of using self- 
knowledge to carry out our expected roles as professionals and this process, in turn, 
results in the growth of our personal behaviour (Eraut  1994 ). 

 There is a connection between self-inquiry and critical thinking to assist teachers 
in making the best resolution for the best interest of their students (Farrel  2003 ). He 
argued that, the decision-making process experienced by teachers via the combina-
tion of both in refl ection are more guided and directive rather than just from their 
mere intuitions. 

 Rubina ( 2004 ) had her own view on the roles of refl ection towards the profes-
sional growth of student teachers. The view was developed based on her research 
entitled  Using the Refl ective Approach in a Teaching Practicum  whereby she gath-
ered the opinions of student teachers and lecturers of her faculty about the effects of 
refl ective approach towards self-development. In the study, Rubina highlighted the 
effects of refl ective sessions conducted by respective lecturers on the student teach-
ers. The research participants, ESL student teachers, felt that refl ection had pro-
vided them a sense of awareness about the different dimensions of teaching and 
learning. The session had boosted their moral to teach better and had opened up 
their minds to always become aware of “any issues related to their classroom behav-
iour” (Rubina  2004 , p. 12). Other than that, the participants also stated that the ses-
sions had made them aware of certain undesirable classroom behaviours that had 
been manifested as a result of their inadequate knowledge on how to apply second 
language theories into practice. Hence, such awareness has made them more selec-
tive in choosing appropriate teaching materials and approaches. 

 To conclude, student teachers who consistently engage themselves in refl ective 
practice will experience changes in attitudes and awareness. Such changes enable 
them to have deeper understanding on the nature of their students’ learning, sharpen 
their decision-making skills, enhance the effectiveness of their teaching, nurture 
their self-effi cacy beliefs to realize their strengths and weaknesses in teaching and 
eventually boost their confi dence in teaching. All these will certainly contribute 
professionally to their growth as teachers.   

26.3     Methodology 

 The study employed a qualitative design using interview as the primary means of 
data collection. Ten semi-structured questions were posed to “elicit descriptions of 
experience, behaviors, or activities” related to the refl ective inquiry processes that 
the student teachers have gone through during their teaching practice and to 
“enquire the respondents’ goals, beliefs, attitudes and values” (Fraenkel and Wallen 
 2006 , p. 37). Methodological triangulation in the form of lesson feedback observa-
tion forms was used to substantiate the data gained from the primary research 
instrument. 
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 Five out of a total of 25 Teaching English as Second Language (TESL) under-
graduate student teachers from a teacher education institute were purposively cho-
sen as research participants. Selection of participants was carried out based on the 
criteria that they went through their teaching practice stint in schools, engaged in 
refl ective inquiry process with their respective supervisors, possessed rich informa-
tion regarding the subject matter being studied and lastly were accessible in terms 
of their readiness to open up during the data collection process.  

26.4     Results 

 This section reports the fi ndings obtained from the one-off interview sessions with 
fi ve research participants and twenty lesson observation feedback forms written by 
their respective supervisors in response to the lessons carried out prior to the refl ec-
tive inquiry sessions. All in all, the raw data were scrutinized and arranged accord-
ingly into their respective recurring themes and sub-themes in such a way to draw 
answer for each research question of the study. 

26.4.1     Focus of Refl ections in the Refl ective Inquiry Sessions 

 After synthesizing and integrating the verbatim transcriptions of the interview ses-
sions with researchers’ memos and coding notes on the interview transcriptions via 
constant comparison method, six emerging foci of refl ections were discovered 
recurring in the three out of fi ve interview transcriptions. These six foci of refl ec-
tions are divided into two dimensions: technical and cognitive. Technical dimension 
revolves around the process and procedure while cognitive dimension deals with 
mental processing activities over a particular action, event or behaviour. Tables  26.1  
and  26.2  provide brief descriptions on the utilization of the six foci of refl ections 
that were used as a basis of discussion during the refl ective inquiry sessions prior to 
and after the lesson observations:

26.4.2         Refl ection Levels Experienced by the Student Teachers 

 In order to investigate refl ection levels experienced by the research participants, 
responses from each interview question being posed during the interview sessions 
were closely scrutinized and systematically coded. Any event, experience and 
insight pertaining to the contents they had discussed with their supervisors during 
the refl ective inquiry sessions that matched the criteria prescribed in Table  26.3  
were coded as L1, L2 and L3 to respectively refer to the following levels of 
refl ectivity:
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   Table 26.1    The description of the three recurring foci of refl ections in refl ective inquiry session 
based on technical dimension   

 No. 
 Focus of refl ections (Main 
theme)  Sub-focus (Sub-theme) 

 Technical dimension 

 1.  Expressing personal feelings, 
opinions and concerns 

 Independent refl ection fi rst before discussing selected 
issues related to the lesson 

 2.  Brainstorming and 
exchanging information on 
the behaviors 

 Clarifi cation on the student teachers’ strengths and 
weaknesses 

 3.  Providing professional 
supports via constructive 
comments 

 Making sense of all the comments and suggestions 
given 
 Setting up expectation for the upcoming lessons via 
suggestive comments 
 Give the student teacher ample freedom to make 
decisions and choose what is best for their students 
provided that the comments have been reasoned out 
their relevancy 

   Table 26.2    The description of the three recurring foci of refl ections in refl ective inquiry session 
based on cognitive dimension   

 No. 
 Focus of refl ections (Main 
theme)  Sub-focus (Sub-theme) 

 Cognitive dimension 

 1.  The focus and purpose of 
the lesson 

 Lesson planning 
 Arrangement of the activities 
 Amendment of the lesson 
 Learning goals/learning outcomes/behavioural objectives 

 2.  Lesson implementation  Pace of the instruction 
 Delivery of the lesson 
 Classroom management 
 Learners’ engagement with the activities 
 Achievement of the learning outcomes 
 Linking up teaching and learning theories and 
approaches with the present practice 
 Dealing with misbehaved students 
 Selection of teaching contents 
 Suggestions of future activities 

 3.  Professional qualities as a 
teacher 

 Teacher persona 
 Voice quality 
 Rapport with learners 
 Consideration on learners’ present needs and interests 
 Values 
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   The analyzed data for each interview session was totaled up and the frequency 
for each level was calculated. Table  26.4  illustrates the frequency distribution of the 
levels of refl ectivity experienced by the research participants during the pre and post 
observation refl ective inquiry sessions:

   With reference to the above table, 45 % of the interview entries were coded at 
level one which is Technical Rationality (TR) while 50 % of the coded interview 
entries were recorded at level two of refl ectivity, Practical Action (PA). Only 4 inter-
view entries which covered 5 % out of the total entries indicated refl ection at level 
three, Critical Refl ection (CR).  

26.4.3     Contribution of Refl ective Inquiry Session Towards 
the Development of Student Teachers’ Self-Effi cacy 

 In investigating the outcome of the refl ective inquiry session with regards to its 
contribution to the student teachers’ self-effi cacy beliefs, cardinal aspects that are 
involved in the operationalization of self-effi cacy beliefs as proposed by Barone 
et al. ( 1997 ) are used as basis to elaborate the motives behind the emerging themes. 
Three accounts related to supervision process during the refl ective inquiry session 

   Table 26.3    Three levels of refl ectivity by Van Manen ( 1977 )   

 Level  Description  Criteria 

 L1  Technical rationality 
(TR) 

 Student teacher is concerned with technical application of 
knowledge and basic curriculum principles 

 L2  Practical action (PA)  Student becomes more concerned with clarifying assumptions 
while addressing educational consequences 

 L3  Critical refl ection 
(CR) 

 Student teacher is concerned with worth of knowledge without 
a personal bias 

   Table 26.4    Frequency distribution of the research participants’ levels of refl ectivity during the 
refl ective inquiry sessions   

 Subject (Pseudonym) 

 Frequency of coded entries according to Van 
Manen’s levels of refl ectivity (1977) 

 Total frequency 
(for each subject) 

 Technical 
rationality 
(Level 1) 

 Practical 
action (Level 
2) 

 Critical 
refl ection 
(Level 3) 

 Hazril  8  13  1  23 (28 %) 
 Sufi an  8  4  1  13 (16 %) 
 Mary  7  12  1  19 (23 %) 
 Kamal  6  3  0  9 (11 %) 
 Jane  8  9  1  18 (22 %) 
 Total frequency (for 
each level) 

 37 (45 %)  41 (50 %)  4 (5 %)  82 

26 The Impact of Refl ective Inquiry on Professional Development of Student Teachers



332

that had contributed to the growth of self-effi cacy beliefs among the research par-
ticipants were discovered. 

 The employment of refl ective techniques by supervisors during refl ective inquiry 
sessions has enabled the research participants to believe that they are independently 
able to refl ect and have the “capabilities to organize and execute courses of action” 
appropriate to their students’ profi ciency levels, interests and needs (Dellinger 
 2001 , p. 29). The foci of refl ections related to cognitive dimension highlighted in 
Table  26.5  were the translations of the utilization of refl ective techniques employed 
by the subjects’ supervisors in facilitating refl ective practice during pre and post 
observation refl ective inquiry sessions. The techniques below had helped the super-
visors concerned to gear the student teachers towards the improvements of specifi c 
domains in teaching and learning:

   Next, the development of self-effi cacy beliefs among the student teachers was 
manifested via the value of acceptance pertaining to their strengths and weaknesses 
in teaching. The student teachers were required by their supervisors to express their 
insights regarding lesson planning or lesson implementation during the refl ective 
inquiry sessions. It was the fi rst step towards materialization of acceptance value 
among the student teachers before their weaknesses and strengths were highlighted 
and brought into discussion. 

 The last account that contributed to the subjects’ self-effi cacy beliefs is the inter-
relation between insights gained during refl ective inquiry sessions and their applica-
tions in the upcoming lessons. The series of constructive argument, regarding the 
outcomes of refl ective session alone that that had contributed to the growth of the 
subjects’ self-effi cacy beliefs were rather inconclusive if the outcomes were not 
processed by experience. As time went by, the research participants were continu-
ously involved with the re-construction of previous knowledge. They renewed their 
past knowledge as they interacted with their students; facing attitudinal problems 
and teaching complexities. Surprisingly, they discovered that those glitches were 
very similar to the issues that had been discussed in previous refl ective sessions. 

   Table 26.5    The cognitive domains of refl ection’s foci and their respective refl ective techniques   

 Focus of refl ections (Cognitive dimension)  Refl ective techniques 

 Expressing personal feelings, opinions and 
concerns 

 Independent refl ection fi rst before discussing 
selected issues related to the lesson 

 Brainstorming and exchanging information on 
the behaviors manifested by the student 
teacher and his/her students throughout the 
teaching and learning process 

 Clarifi cation on the student teachers’ strengths 
and weaknesses 

 Providing professional supports via 
constructive comments 

 Making sense of all the comments and 
suggestions given 
 Setting up expectation for the upcoming 
lessons via suggestive comments 
 Give the student teacher ample freedom to 
make decisions and choose what is best for 
their students provided that the comments have 
been reasoned out their relevancy 
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This was evident when both Hazril and Jane stated that their supervisor, Ms. Lucy, 
always refl ected on the link between lessons and discussed possible activities for the 
upcoming lesson. Ms. Lucy indirectly established certain criteria that her supervis-
ees needed to fulfi l on the upcoming lesson. She wished to see some changes in 
terms of teaching behaviours and instructional delivery in relation to the comments 
issued previously.   

26.5     Implications 

 Based on the fi ndings of the study, it can be construed that the foci of refl ections 
posed by the supervisors, levels of refl ectivity of the research participants in 
response to matters be discussed in the refl ective inquiry sessions and the develop-
ment of the student teachers’ self-effi cacy beliefs were all closely intertwined to 
each other during the refl ective inquiry process. Figure  26.1  below gives a pictorial 
presentation on the interconnection between the variables of the study: the infl uence 
of the identifi ed foci of refl ections under technical dimension geared the supervisors 
to indulge the research participants with refl ective cognitive processing activities 
and subsequently those refl ective thinking processes were directed to achieve cer-
tain depths of refl ectivity which contributed to the development of the research par-
ticipants’ self-effi cacy beliefs:

   In other words, the ultimate aim (in the case of the bull’s eye of the diagram) of 
professional development of student teachers is to have sound self-effi cacy beliefs. 
This could only be achieved if student teachers receive considerable exposure on the 
foci of refl ections which fall under the technical and cognitive dimensions. Such 
exposure gears them to refl ect their past behaviours and teaching activities in struc-
tured manner and attain certain levels of refl ectivity as outlined by Van Manen 

Self-efficacy
Beliefs

Levels of
Reflectivity

Foci of
Reflections
(Cognitive
Dimension)

Foci of
Reflections
(Technical
Dimension)

  Fig. 26.1    The 
interconnection between 
the variables of the study       
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( 1977 ). The accumulation of refl ective experiences via these refl ective thinking 
activities energizes the student teachers to nurture their self-effi cacy beliefs in real-
izing their strengths and weaknesses in teaching. At this stage, the student teachers 
attain self-actualized state in which they believe in their abilities to give their stu-
dents anything less than their best for the upcoming lessons. 

 Due to the signifi cant infl uence that refl ective inquiry session has in developing 
student teachers’ professionalism, some drastic measures need to be implemented 
in order to revitalize the ‘expected’ roles of supervisors and student teachers and 
thus enhance the quality of student teacher learning. The suggestions are:

    1.    Supervisors

•    must realize that they are responsible for carrying out the refl ective sessions 
as best as possible so that student teachers can reap up the benefi cial effects 
of the sessions,  

•   put forth all the foci of refl ections, as outlined in this study, for discussion 
with their supervisors during the refl ective sessions,  

•   should know that positive outcomes of the sessions can only be gained when 
student teachers are able to reap up the essence of learning and this can only 
be done when the student teachers are exposed to as many classroom issues 
as possible while engaging in refl ective thinking activities,  

•   ought to create positive refl ective inquiry sessions that encourage the value of 
openness from student teachers,  

•   outline the learning goals of refl ective inquiry sessions in supportive manner 
so that positive outlooks of the sessions are created and,  

•   should make student teachers aware of how they could actually capitalize the 
foci of refl ections they have experienced for individual refl ections.      

   2.    Student teachers

•    should nurture self-effi cacy beliefs during teaching practice so as to foster 
positive outlook towards the ups and downs in teaching and,  

•   need to realize that success does not come overnight as opposed to the essence 
of refl ection.         

26.6     Conclusion 

 This study has underlined the importance of refl ective inquiry sessions towards the 
professional development of student teachers. While the depth of refl ectivity during 
the sessions has always been pivotal in determining the quality of refl ection, myriad 
foci of refl ections remained prerequisite to enable certain depth of refl ectivity be 
achieved. All in all, these two variables were directed to allow the student teachers 
develop a sense of self-effi cacy beliefs, which include the ability to coordinate and 
execute skills and plans in an organized manner to achieve the desired goals. Ideally, 
it would be best if follow-up studies on the same research participants be carried out 
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once they have become full-fl edged teachers to fi nd out the extent to which they 
have been able to capitalize refl ective inquiry outcomes gained during pre-service 
training into real-life teaching experiences. It would be interesting to see how these 
teachers strategize their refl ective skills in dealing with all complexities in ESL 
instruction of our technologically savvy generation Z nowadays.     
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    Chapter 27   
 Supervisors’ Written Feedback on Thesis 
Writing: Postgraduate Students’ Perspectives 
and Concerns       

       Siti     Hajar     Aishah     Mohd Azkah     ,     Gurnam     Kaur     Sidhu     , 
and     Shireena     Basree     Abdul Rahman    

    Abstract     Failure to complete theses writing and problems related to supervision 
have been among the main reasons that contribute to high attrition and low comple-
tion rates among postgraduate students. In line with this, practice in research super-
vision; particularly in the aspect of supervisory feedback has been a crucial factor to 
ensure successful completion among the students. Therefore, this paper aims to 
investigate students’ perspectives and concerns about supervisors’ written feedback 
on thesis writing. This descriptive study involved 32 postgraduate students at a 
graduate school in the largest public university in Malaysia. Data were collected 
using a mixed-methods research design through the use of a questionnaire and semi- 
structured interviews. The results indicated written feedback as a sign that supervi-
sors cared about the students’ work and served as an evaluation of their strengths 
and limitations in writing. It was also found out that low quality and poor timing of 
feedback were among issues of concern. The fi ndings of the study have implications 
for postgraduate thesis writing supervision, especially on written feedback.  

  Keywords     Postgraduates   •   Postgraduate supervision   •   Thesis writing   •   Written 
feedback  

27.1         Introduction 

 The globalization and internationalization have brought about global democratization 
and massifi cation of education at all levels including higher education. Countries all 
around the world have seen a sharp increase in the demand for higher education 
leading the mushrooming of universities and number of postgraduate programmes. 
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This is deemed signifi cant as the countries need to develop a critical mass of knowl-
edge workers capable of functioning in today’s keen competitive global markets. In 
line with this global trend, Malaysia too has embarked on an expansion of higher 
education through the launch of the National higher Education Strategic Plan 
(NHESP) Beyond 2020 and a program for fi nancing postgraduate studies entitled 
MyBrain15. Through both NHESP and MyBrain 15, Malaysia aims to produce a 
critical mass of 60,000 PhD research based scholars by 2023. Nevertheless, to date, 
Malaysia has not been very successful in this effort due to the high attrition and low 
completion rates among the PhD candidates. A recent case study on MyBrain15 by 
Sidhu et al. ( 2013  – in press) in one Malaysian public university revealed the com-
pletion rate after 4 years stood at 5 % whilst another 10 % of the postgraduate stu-
dents had been downgraded to doing masters. In addition, Affero Ismail et al. ( 2011 )  
also reported that the postgraduate students took longer time to complete their study. 
They pointed out that based on data gathered by Graduate School of Studies in one 
Malaysian public university in 2005, PhD students completed their study within 
4.84 years. It exceeds the usual Graduate on Time (GOT) period which is 4 years. 

 Failure to complete theses writing and problems related to supervision have been 
among the main reasons that contributed to this concern. A report from the Faculty 
of Hotel and Tourism Management, Universiti Teknologi MARA (UiTM) showed 
due to low thesis completion rates, only 30–40 % of postgraduate students managed 
to complete their study within stipulated time (Hamizad Abdul Hadi  2012 ). 
Although  Hajibah Osman (2012)  stated that problems such as students’ limited lan-
guage profi ciency and weak academic writing skills were some of the main attri-
butes to this apprehension, Lessing and Schulze ( 2002 ) highlighted that poor and 
inadequate supervision were also the main contributing factors. They further 
explained that inadequate knowledge and guidance skills of the supervisors, as well 
as low quality and frequency of feedback were found to be issues of concern among 
both postgraduate supervisors and students. Henceforth, practice in research super-
vision; particularly in the aspect of thesis writing has been one of the crucial factors 
(Sayed et al.  1998 ) that ensures successful completion of thesis among the students. 
Through the supervisors’ feedback, the students are given guidance and opportuni-
ties to rewrite their research proposals and thesis chapters before submitting the 
fi nal draft. Accordingly, an ability to provide constructive and regular feedback has 
become one of the most important criteria in choosing a doctoral supervisor in the 
social sciences (Zhao et al.  2007 ). 

 Supervisory feedback has been declared by several scholars as being able to 
provide great assistance to students in their thesis writing (e.g. Kumar and Stracke 
 2007 ; Wang and Li  2011 ). This is so because the students depend on their 
 supervisors’ feedback in the process of researching and writing up a thesis (Wang 
and Li  2009 ) as it replaces the type of instruction that other students normally get in 
lecture and classroom approaches (Bitchener et al.  2011 ). Thus, in postgraduate 
thesis writing, supervisors are said to be experts that provide opportunities for the 
students to move from their initial level of mastery to a more advanced level of 
 writing within their Zone of Proximal Development (ZPD) with minimal support 
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(Yu and Lee  2013 ). Although the supervisors normally give both oral and written 
feedback on students’ thesis writing, Yu and Lee ( 2013 ) claimed that written feed-
back constitutes a major form of instruction that helps the students to address spe-
cifi c writing problems in their theses. Hyland and Hyland ( 2006 ) further added that 
the written feedback contains heavy informational load that offers the assistance of 
an expert that guides them through their ZPD. Due to these reasons, Kumar and 
Stracke ( 2007 ) asserted that advanced academic training in writing was provided to 
the students through the supervisors’ written feedback, particularly in identifying 
their strong and weak points (Stracke and Kumar  2010 ). In addition, the nature of 
the written feedback which is usually provided on the students’ work-in-progress, 
such as research proposals and draft chapters (Wang and Li  2011 ) also allowed them 
to revise and rewrite the thesis before submitting the fi nal draft. As a result, this 
feedback provides opportunities for the students to practise their writing skills 
through revision process, besides consolidating their learning journey from being 
novice writers to the experts (Kumar and Stracke  2011 ). 

 Regardless of how helpful feedback is in helping the students in their thesis writ-
ing, Wadesango and Machingambi ( 2011 ) asserted that the issue of feedback is 
highly problematic in the postgraduate supervision. Students claimed problems 
such as lack of prompt feedback, confl icting and inconsistent feedback, as well as 
unhelpful advice by the supervisors gave direct negative impact on the thesis com-
pletion and its quality (Wadesango and Machingambi  2011 ). At the same time, the 
written feedback that is too general or vague, lack of guidance and only focuses on 
negative aspects (Weaver  2006 ), as well as illegible handwritten feedback 
(Crossouard and Pryor  2009 ) were also found to be contributors to these problems. 
All of these issues have been a catalyst in the call for studies to take a critical look 
into the written feedback provided by the supervisors on the postgraduate students’ 
thesis drafts. Presently, several studies (e.g. Kumar and Stracke  2007 ; Bitchener 
et al.  2011 ; Yu and Lee  2013 ) have been conducted to investigate the written feed-
back on thesis writing in the supervision of postgraduate students. However, these 
studies have only focused on the insights into the supervisors’ written feedback (e.g. 
focus, types and the level of the written feedback’s directness). To date, none of 
these studies have actually explored the postgraduate students’ perspectives and 
challenges that they have faced regarding the written feedback on thesis writing. 
Moreover, most of these studies (e.g. Bitchener et al.  2011 ) have been conducted in 
the West and this points to the fact that there is scant empirical research on written 
feedback has been done in the local Malaysian public university context. Based on 
the concerns put forward by the postgraduate students, as well as limited empirical 
evidence regarding the written feedback provided on thesis writing by the supervi-
sors in Malaysian public universities, this study is both timely and pertinent if 
Malaysia is to realize her aspiration of building a critical mass of knowledgeable 
human resource base of 60,000 PhD holders by 2023. 

 This paper will report the fi ndings of a pilot study conducted on investigating 
postgraduate students’ perceptions and concerns regarding written feedback pro-
vided by their supervisors on thesis writing in the Malaysian public university.  

27 Supervisors’ Written Feedback on Thesis Writing: Postgraduate Students’…



340

27.2     Method 

 The pilot study was conducted at a graduate school in the largest public university 
in Malaysia. Data were collected using a mixed-methods research design through 
the use of a questionnaire and semi-structured interviews. The target population 
comprised 32 social science postgraduate students and they were given pseudonyms 
as R1 until R32. To triangulate the fi ndings, semi-structured interviews were con-
ducted with 3 randomly selected students. They were referred as S1, S2 and S3. 

 The questionnaire used in this pilot study was adapted from Rowe and Wood 
( 2008 ). It consisted of three sections; the fi rst section (Section A) explored the 
demographic variables of the students whilst the second section (Section B) con-
sisted of 6 items related to their perceptions regarding supervisors’ written feedback 
on thesis writing. It used the Likert 5 point rating scale with the starting point of 
‘1- Strongly Disagree’, followed by ‘2- Disagree’, ‘3- Almost Agree’, ‘4- Agree’ 
and the end point ‘5- Strongly Agree”. The last section (Section C) comprised two 
open ended questions that enabled the respondents to provide more explanations 
about their perceptions and concerns that they have faced regarding the supervisors’ 
written feedback. The Cronbach’s alpha reliability for the questionnaire was 0.706 
(α = .706) as shown in Table  27.1 .

27.3        Results and Discussion 

 A total of 32 questionnaires were distributed in the study. The response rate stood at 
100 % as all postgraduate students responded to the questionnaire. Out of the 32 
respondents, a majority of them (24) were Masters students whereas the other 8 were 
Doctoral students. Most of them (24) had only one supervisor meanwhile all the 
doctoral students (8) had two supervisors. Their current stages in postgraduate study 
were reported in Table  27.2 . A majority of them (37.5 %) had already completed 

   Table 27.1    Reliability index of questionnaire   

 Items  Cronbach’s alpha 

 Perceptions of supervisors’ written feedback (6 items)  .706 

  Table 27.2    Stages of 
postgraduate study (n = 32)   Stages 

 Number of 
respondents/% 

 Writing of proposal  2 (6.3 %) 
 Literature review  2 (6.3 %) 
 Data collection  10 (31.3 %) 
 Data analysis  4 (12.5 %) 
 Reporting fi ndings  2 (6.3 %) 
 Finished  12 (37.5 %) 
 Total  32 (100 %) 
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their postgraduate study whilst 31.3 % were collecting data for their theses. It was 
followed by 12.5 % who were analyzing data and 6.3 % who were in the stages of 
writing research proposal and literature review as well as reporting fi ndings.

27.3.1       Postgraduate Students’ Perceptions About Supervisors’ 
Written Feedback on Thesis Writing 

 The postgraduate students’ perceptions about supervisors’ written feedback on thesis 
writing among respondents in this study were computed and reported in Table  27.3 .

   Based on the fi ndings shown in Table  27.3 , a majority of the respondents per-
ceived written feedback as a sign that their supervisors cared about the work that 
they have done in thesis writing (M = 4.48, SD = .667). Similar fi nding is refl ected in 
interviews. Respondents S1 and S2 stated that they were aware about providing 
written feedback was not an easy task for their supervisors as their thesis drafts 
required many corrections. Their supervisors had to spend a lot of time as they 
needed to read their works in details. Due to these reasons, they explained that their 
written feedback showed that their supervisors actually read their works and cared 
to help them in improving their writing. Thus, they felt more encouraged and sup-
ported to keep on writing thesis, regardless of how diffi cult it was. This fi nding 
indicates that emotional support is indirectly provided to the students through the 
supervisor’s written feedback. Accordingly, it can help them to feel more motivated 
in completing their theses as Ho et al. ( 2010 ) highlighted that when the students feel 
their supervisors are helpful and supportive, the experience of the supervision will 
be encouraging for them to overcome diffi culties and complete their thesis writing. 
Such a view was also accentuated by Brew and Peseta ( 2004 ) who noted that super-
visors who create positive feelings can assist their students to feel calm and see 
things more clearly and sharply, leading to effective learning. 

    Table 27.3    Postgraduate students’ perceptions about supervisors’ written feedback on thesis 
writing (n = 32)   

 No.  Items  Mean  SD 

 1  When my supervisor gives me written feedback, it shows me that 
he/she cares about the work that I have done 

 4.48  .667 

 2  Written feedback is an evaluation of my strengths and limitation in 
thesis writing 

 4.42  .613 

 3  Written feedback tells me what I specifi cally need to do  4.39  .933 
 4  Receiving written feedback motivates me to improve my thesis 

writing 
 4.39  .658 

 5  Written feedback tells me what the expectations of my supervisor(s) 
are 

 4.15  .834 

 6  Receiving written feedback reduces my anxiety to improve my 
thesis writing 

 3.84  1.202 

  Scale: 1 = strongly disagree, 2 = disagree, 3 = almost agree, 4 = agree, 5 = strongly agree 
  SD  Standard deviation  
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 Besides that, the respondents also perceived the supervisors’ written feedback as 
an evaluation of their strengths and limitations in thesis writing (M = 4.42, SD = .613). 
They pointed out that positive feedbacks allowed them to know more about their 
strengths. On the other hand, negative feedbacks provided opportunities for them to 
fi nd out about their limitations and try to improve them. They further explained that 
knowing both strengths and limitations helped them to become more competent, 
independent scholarly writers. Respondents R11, R14, R21 in the questionnaire as 
well as respondent S3 in the interview explained that they grew more aware of their 
strengths and limitations in writing when they referred to their supervisors’ written 
feedback in revising their works. This knowledge later served as a guidance for 
them to improve their subsequent writings. As a result, the supervisors’ written 
feedback indeed helps them to identify their strong and weak points from the revi-
sion process (Stracke and Kumar  2010 ). Adding to this statement, Kumar and 
Stracke ( 2011 ) further highlighted that the written feedback also allows the students 
to practise their writing skills and consolidate their learning journey from being 
novice writers to the experts. 

 In addition, the respondents also felt that the written feedback gave them oppor-
tunities to know what they specifi cally needed to do in their writing (M = 4.39, 
SD = .933). Most of them, especially those who were in early stages of postgraduate 
study pointed out that they were rather clueless about conducting research and writ-
ing thesis. So, they depended on their supervisors’ written feedback in getting 
clearer picture on the aspects that required improvement. Getting supervisors’ writ-
ten feedback was deemed as helpful in revising their written works. Respondent 
R30 who has fi nished her Masters stated that she was given specifi c directions start-
ing from writing research proposal towards completing her thesis. The feedback 
facilitated her to become a better academic writer. All respondents in the interviews 
(S1, S2 and S3) who were in the middle of reporting their theses fi ndings further 
added that they became more aware about the aspects that required improvements 
when they read their supervisors’ written feedback. This is in line with Hyland and 
Hyland ( 2006 ) who posited that written feedback carries heavy information that 
offers the assistance of an expert, guiding the learners through their Zone of 
Proximal Development (ZPD) and provides them with developmental experiences 
as well as encourages them to be self-regulated learners (Kumar and Stracke  2011 ). 

 Apart from that, the respondents also perceived the written feedback as a motiva-
tion to improve their writing (M = 4.39, SD = .658). Among the main reasons stated 
by the respondents are because the written feedback was given in formative format 
in which the focus was given on their desired achievement and current progress in 
writing. Respondents R8 and R24 in the questionnaire pointed out that they were 
motivated to improve their thesis writing because their supervisors did not solely 
focus on their mistakes. Instead, they were provided with clear guidance on how to 
write better in their consequent drafts. They were further supported by respondents 
S1 and S2 in the interviews who pointed out that their supervisors normally guided 
them on how to improve their writing in each draft. Hence, all of them felt more 
motivated and less anxious to fi nish their theses on time as the feedback allows 
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them to practise their writing skills through the revision process (Kumar and Stracke 
 2011 ). This is crucial as the postgraduate students need feedback that plays a role in 
helping them throughout their writing journey, instead of serving as summative 
judgments. For this reason, Hyland and Hyland ( 2006 ) stressed that feedback can no 
longer used to only provide an evaluation of the students’ fi nal work. It ought to 
focus on their writing progress as well. 

 Additionally, the respondents also considered the written feedback as a means to 
discover their supervisors’ expectations (M = 4.15, SD = .834). Most of them stated 
that it was rather diffi cult to know about what their supervisors expected from them, 
especially in thesis writing. For instance, respondent R23 in the questionnaire 
claimed that she had problems to fi nd out her supervisors’ expectations due to 
unclear communication between them. She added that she was lucky that her super-
visors provided clear written feedback. Thus, her supervisors’ written feedback 
became a source of knowing the expectations. Likewise, all respondents in the inter-
views (S1, S2 and S3) also highlighted that they became more aware about their 
supervisors’ expectations after reading their written feedback. For example, respon-
dents S1 and S2 pointed out that their supervisors normally emphasized on the 
content as well as accuracy of language. On the other hand, respondent S3 stated 
that her supervisor paid more attention on the research methodology. Knowing all 
these indirectly informed all respondents in the interviews that their supervisors 
expected them to write well in those aspects. Accordingly, the supervisors were 
considered as experts that guided them as they moved from performing with assis-
tance and later, accomplish more advanced level of writing with minimal support 
(Yu and Lee  2013 ). This is crucial in training them to become more independent 
scholarly writers as well as self-regulated learners. 

 Finally, the respondents felt that they were able to reduce their anxiety in improv-
ing thesis writing through their supervisors’ written feedback (M = 3.84, SD = 1.202). 
A majority of them stated that they felt anxious about thesis writing due to limited 
understanding about the characteristics of the thesis genre and its component parts, 
as well as the expectations of their discipline-specifi c communities of practice. At 
the same time, they were also anxious about their ability in English writing. Thus, 
getting their supervisors’ feedback helped them to feel more at ease. Respondent 
R18 in the questionnaire explained that although she was nervous, she felt better 
after getting specifi c guidance through her supervisors’ written feedback. She was 
further supported by respondents S1 and S2 in the interviews who also claimed that 
their supervisors’ feedback instilled confi dence about their ability to fi nish writing 
on time. Therefore, they felt less anxious about the thesis writing. Nevertheless, 
respondents R18, S1 and S2 highlighted that it was crucial for the supervisors to 
give clear feedback, instead of solely questioning and underlining the students’ the-
sis drafts. It was because vague feedback only caused the students to feel more 
intimidated and anxious as they did not know appropriate ways to improve their 
writing. As a consequence, the supervisors should try to avoid giving ambiguous 
feedback to their students as too general and lack of guidance (Weaver  2006 ) can 
give negative impact on the students’ work.  
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27.3.2     Postgraduate Students’ Concerns About Supervisors’ 
Written Feedback on Thesis Writing 

 The postgraduate students’ concerns about supervisors’ written feedback on thesis 
writing among respondents in this study were shown in Table  27.4 .

   Based on fi ndings in Table  27.4 , the ambiguity of supervisors’ written feedback 
can be viewed as one of the main concerns articulated by the respondents in this 
study. A total of 37.5 % of them believed that vague written feedback as unhelpful 
to improve their writing. Six respondents from the questionnaire (R4, R16, R21, 
R25, R27 and R30) pointed out that their supervisors normally provided too general 
and brief written feedback on their thesis drafts. Thus, it was rather diffi cult for 
them to do revision and rewrite their work. Moreover, some of the supervisors’ writ-
ten feedback was mainly in the form of question marks and underlined statements 
without any comments. As a consequence, the feedback became more confusing. It 
also did not help them to write better. Similar fi ndings were also recorded by Weaver 
( 2006 ). Students considered written feedback that was too general and lack of guid-
ance as unhelpful for their writing assignments. Although the vagueness of the writ-
ten feedback was found to have negative impact on the students’ revision process in 
this study, Yu and Lee ( 2013 ) pointed out that in most cases; supervisors actually 
guided their students to accomplish more advanced level of writing. Therefore, they 
opted to provide minimal support as the developmental nature of the feedback 
allows the students to be self-regulated in becoming experts (Kumar and 
Stracke  2011 ). 

 Besides the written feedback’s ambiguity, the illegibility of supervisors’ hand-
writing has also been pointed out as another main concern in this study. Nearly 28 % 
of them asserted that it was hard or nearly impossible to read their supervisors’ hand-
written comments. As a result, they could not fully utilized the feedback to improve 
their writing. For instance, respondent R19 stressed that it was diffi cult to determine 
the areas of improvement in her thesis drafts as her supervisors’ handwriting was 
indecipherable. This fi nding was found to be congruent with Crossouard and Pryor 
( 2009 ) who claimed illegible handwritten comments as another factor that contrib-
uted to unhelpful aspect of the written feedback on the students’ work. Nevertheless, 
the respondents stated that they took an initiative to ask for clarifi cation and 
 explanation during face-to-face meetings with their supervisors. For instance, 

   Table 27.4    Postgraduate 
students’ concerns about 
supervisors’ written feedback 
on thesis writing (n = 32)  

 No  Items 
 Number of 
respondents/% 

 1  Vague written feedback  12 (37.5 %) 
 2  Illegible handwritten comments  9 (28.12 %) 
 3  Inconsistent written feedback  6 (18.75 %) 
 4  Poor timing of written feedback  5 (15.63 %) 

 Total  32 (100 %) 

S.H.A. Mohd Azkah et al.



345

respondent R17 stated that she could not only depend on the written feedback since 
her supervisors’ handwriting was unreadable. Thus, she opted for oral feedback from 
her supervisor. Likewise, respondents from the interviews, S1 and S2 also preferred 
discussion after getting their supervisors’ handwritten feedback. Wang and Li ( 2009 ) 
highlighted that interaction through the feedback provide opportunities for both 
supervisee and supervisor to clarify understandings and expectations, as well as 
negotiate meanings in their work. 

 In addition, another concern pointed out by the respondents in this study is the 
inconsistency of the supervisors’ written feedback. Almost 19 % of the respondents 
stressed that they faced problems in rewriting their work due to the inconsistent 
feedback from their supervisors. For example, respondent R29 asserted that she was 
confused and frustrated when her supervisor highlighted different issues of improve-
ment in different drafts. Her statement was further supported by respondent S3 in 
the interview. She claimed her supervisor tend to forget his feedback from the previ-
ous drafts and asked to her to do different corrections. On the other hand, respon-
dent R28 who had two supervisors highlighted that it was diffi cult to do revisions as 
she was provided with two contradicting feedbacks. Similar like respondent R29, 
both respondents S3 and R28 were also confused. This fi nding indicates that con-
fl icting and inconsistent feedback certainly have direct negative effect on the stu-
dents’ thesis completion (Wadesango and Machingambi  2011 ), although the written 
feedback constitutes a major form of instruction that helps them to address specifi c 
writing problems in their theses (Yu and Lee  2013 ). 

 The last concern articulated by the respondents in this study is related to the poor 
timing of their supervisors’ written feedback. Nearly 16 % of them claimed that 
they did not get timely written feedback from their supervisors. Most of them 
mainly obtained their feedback after 2 weeks or more than a month. Respondent 
25 in the questionnaire as well as respondents S1 and S2 from the interviews stressed 
that the delay in getting feedback negatively affected their revision process. Besides 
that, it also increased their anxiety about not being able to fi nish their theses on time. 
This fi nding shows that there is a need for the supervisors to give timely feedback 
to their students (Crossouard and Pryor  2009 ) in order to help them improve their 
written drafts and consequently, complete their thesis writing within stipulated time.   

27.4     Conclusion 

 The main fi nding of the study revealed that supervisors’ written feedback was con-
sidered as a sign that they cared about students’ work. It shows that emotional sup-
port is indirectly provided to the students through the supervisor’s written feedback. 
Thus, the supervisors do not only play a vital role as guides that provide expertise 
help to their students in research methodological matters and thesis writing, but 
more importantly, they act as pastors/therapists that give emotional and motivational 
support to them (Mouton  2001 ). Brew and Peseta ( 2004 ) emphasized that having 
supervisors who create positive feelings can assist the students to feel calm and 
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see things more clearly, leading to effective learning. All these can help the students 
to feel more motivated to fi nish their thesis writing on time. Besides that, this study 
also found out that the supervisors’ written feedback served as an evaluation of the 
students’ strengths and limitation in thesis writing, apart from providing informa-
tion on specifi c aspects that they need to improve. Accordingly, the written feedback 
becomes an important tool for the supervisors when they act as quality controllers 
that provide critical constructive feedback as well as ensure their students’ works 
meet the accepted standards for the academic theses (Mouton  2001 ). Kumar and 
Stracke ( 2011 ) further highlighted that “without the feedback, there is little impetus 
for the students to progress, to close the gap between current and desired perfor-
mance, and to attain the level needed to become a member of the scholarly com-
munity”. It proves the supervisors’ ability to provide constructive and regular 
feedback is indeed crucial among the postgraduates in the social sciences (Zhao 
et al.  2007 ). Nevertheless, the supervisors ought to understand the students’ current 
level of performance as well as their potential for future development. At the same 
time, issues such as ambiguity, inconsistency and illegibility of handwritten com-
ments, as well as poor timing and frequency should also be taken into consideration 
in providing the written feedback. The awareness of these issues can help the super-
visors in assisting the students to increasingly take control over their own learning 
as they become more independent scholarly writers. More importantly, it can help 
them to successfully fi nish writing their theses on time. The success of thesis writing 
will later contribute to higher completion rates among Malaysian postgraduates and 
this would increase the nations’ number of PhD holders and its equivalent to 
60,000 by 2023.     

   References 

      Bitchener, J., Basturkmen, H., East, M., & Meyer, H. (2011).  Best practice in supervisor feedback 
to thesis students . Wellington: AkoAotearoa.  

     Brew, A., & Peseta, T. (2004). Changing postgraduate supervision practice: A program to encour-
age learning through evaluation and feedback.  Innovations in Education and Teaching 
International, 41 (1), 5–22.  

      Crossouard, B., & Pryor, J. (2009). Using e-mail for formative assessment with professional doc-
torate students.  Assessment & Evaluation in Higher Education, 34 (4), 377–388.  

    Hamizad Abdul Hadi. (2012).  Postgraduates’ thesis accomplishment: Diagnosing its attributable . 
Shah Alam: Universiti Teknologi MARA.  

    Ho, J. C. W., Wong, L. C. J., & Wong, P. T. P. (2010). What helps and what hinders thesis comple-
tion: A critical incident study.  International Journal of Existential Psychology and 
Psychotherapy, 3 (2), 117–131.  

      Hyland, K., & Hyland, F. (2006). Feedback on second language students’ writing.  Language 
Teaching, 39 (2), 83–101.  

    Ismail, A., Abiddin, N. Z., & Hassan, A. (2011). Improving the development of postgraduates’ 
research and division.  International Education Studies, 4 (1), 78–89.  

      Kumar, V., & Stracke, E. (2007). An analysis of written feedback on a PhD thesis.  Teaching in 
Higher Education, 12 (4), 461–470.  

S.H.A. Mohd Azkah et al.



347

         Kumar, V., & Stracke, E. (2011). Examiners’ reports on theses: Feedback or assessment?  Journal 
of English for Academic Purpose, 10 , 211–222.  

    Lessing, A. C., & Schulze, S. (2002). Graduate supervision and academic support: Students’ per-
ceptions.  South African Journal of Higher Education, 16 (2), 139–149.  

     Mouton, J. (2001).  How to succeed in your master’s & doctoral studies?  Pretoria: Van Schaik.  
    Osman, H. (2013).  Strategies for academic writing . Shah Alam: UiTM Press.  
    Rowe, A. D., & Wood, L. N. (2008). Student perceptions and preferences of feedback.  Asian Social 

Sciences, 4 (3), 78–88.  
    Sayed, Y., Kruss, G., & Badat, S. (1998). Students’ experience of postgraduate supervision at the 

University of the Western Cape.  Journal of Further and Higher Education, 22 (3), 275–285.  
   Sidhu, G. K., Kaur, S., & Chan, Y. F. (2013). Postgraduate supervision: Attrition and completion 

rates: A case study.  Asian Journal of University Education, 9 (1) (in press).  
     Stracke, E., & Kumar, V. (2010). Feedback and self-regulated learning. Insights from supervisors’ 

and PhD examiners’ reports.  Refl ective Practice: International and Multidisciplinary 
Perspectives, 11 , 1.  

      Wadesango, N., & Machingambi, S. (2011). Post graduate students’ experiences with research 
supervisors.  Journal of Sociology and Social Anthropology, 2 (1), 31–37.  

    Wang, T., & Li, L. Y. (2009).  International research students’ experiences of feedback.  Paper pre-
sented at the 32nd HERDSA annual conference, Darwin, Australia.  

     Wang, T., & Li, L. (2011). Tell me what to do’ vs. ‘guide me through it’: Feedback experiences of 
international doctoral students.  Active Learning in Higher Education, 12 (2), 101–112.  

      Weaver, M. R. (2006). Do students value feedback? Student perceptions of tutors’ written 
responses.  Assessment & Evaluation in Higher Education, 31 (3), 379–394.  

         Yu, S., & Lee, I. (2013). Understanding supervisors’ commentary practices in doctoral research 
proposal writing: A Hong Kong study.  The Asia-Pacifi c Education Researcher, 22 (4), 
473–483.  

     Zhao, C. M., Golde, C. M., & McCormick, A. C. (2007). More than a signature: How advisor 
choice and advisor behavior affect doctoral student satisfaction.  Journal of Further and Higher 
Education, 31 (3), 263–281.    

27 Supervisors’ Written Feedback on Thesis Writing: Postgraduate Students’…



349© Springer Science+Business Media Singapore 2016 
C.Y. Fook et al. (eds.), 7th International Conference on University  
Learning and Teaching (InCULT 2014) Proceedings, 
DOI 10.1007/978-981-287-664-5_28

Chapter 28
Factors Contributing to Students’ Poor 
Performance in a Mathematics Preparatory 
Program
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Abstract  The quality of instructional design in teaching and learning of mathemat-
ics has been one of the major challenges and concerns of educators in any higher 
educational settings. Recognizing the eloquence of the factors affecting math 
achievement is particularly important for making the best design decisions. This 
study, utilizing a mix-method approach among 370 randomly selected students (from 
which 18 were selected for the interviews), was conducted to identify the factors 
affecting the math achievement of students involved in a college preparatory diploma 
program where we seek to answer the fundamental question “Is this Mathematics 
program working?” First, the findings poignantly revealed that students faced great 
difficulty in the fundamentals of arithmetic and pre algebra. Secondly, majority of 
the students encountered difficulties in solving word problems as compared to 
numerical problems in the Mathematics Achievement test. Thirdly, attitude towards 
mathematics was not an indicator in the seminal determination of student’s achieve-
ment in mathematics. Finally, the usage and over reliance of calculators among the 
students plays a role in inhibiting their development of the fundamentals of mathe-
matics learning. In general, the findings surmise that this Mathematics preparatory 
program specially tailored for students on their pursuit towards diploma courses “is 
not working” as one would hope so. These students have significant gaps in their 
mathematical knowledge and it will become incomprehensible for them to move 
forward. Our concern is that this will inevitably lead to lowering the standards of our 
graduates for them to be successful. We need to improve the current mathematics 
program design but one need to note that there are no quick fixes for it.
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28.1  �Introduction

The quality of teaching and learning mathematics in colleges has been one of the 
major challenges and concerns of educators in any mathematics program and this 
such conundrum is especially true for weak students when special programs are 
prepared for them as a preparatory courses to pursue their studies. The elucidation 
of such predicament has much been debated but the fundamental problems associ-
ated with the quality of teaching and learning in the field of mathematics has been 
known to be addressed by using Instructional Design (Andaya 2014; Saritas and 
Akdemir 2009; Sweller 1994). Such approach is highly effective especially due to 
to its inquisitive nature that outlines key variables that affect the mathematical 
achievement in making well informed and researched decisions. The issue of funda-
mentally weak students at the college level had been discussed and thoroughly stud-
ied upon for the last four decades and the core problem to such poor achievement 
and feasible solutions are yet to be found or agreed upon by experts. One of the 
main discourses is to move the focus of the teaching and learning process through 
the amelioration of new instructional design methods that would ultimately produce 
fundamentally competent students who could master concepts and thus becoming 
versatile in solving problems. This idea however is easier said than done as learners’ 
styles and nature differs greatly and so many elements like the surroundings, peda-
gogy and situational circumstance must be taken into consideration. Nevertheless,
such challenges do not change the fact that a productive instructional approach must 
be developed to ensure the success of the students.

One is then inclined to ask one seminal question. What are the factors affecting 
weak students in the learning of mathematics? To begin with, many students enter-
ing the preparatory program have weak conceptual understanding of mathematics. 
This is further compounded with their weak mathematics skills. For these students’, 
success in their program depends on many impending factors, including their ability 
and previous knowledge of the subject, the effectiveness of the instruction, and their 
motivation to work hard enough to succeed. Nevertheless, there seems to be a much
more important issue that is deeply rooted in the mathematics education system. In 
discussing the content of college mathematics, it is important to firstly briefly dis-
cuss about school mathematics, as the transition from school mathematics to college 
mathematics is always a crucial matter especially in determining the quality of col-
lege students’ experiences in constructing their knowledge based on their schemata 
in school. Evidence from a variety of sources makes it clear that many students are
not learning the mathematics they need or are expected to learn (Heefer 2013; 
Parmjit and Hoon 2012; Lim and Idris 2006; Parmjit 2009) in schools. It has been 
no secret that the current notion of mathematics is based almost exclusively on for-
mal mathematical procedures and concepts that, of their nature, are very remote 
from the conceptual world of the students who are to learn them (Steffee 1994). 
Heeffer (2013) reported that students could use symbolism on algebra rules and is 
still completely oblivion to comprehending how the rules worked. A study by 
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Parmjit and White (2006) on college students found that the grades obtained in the 
examination mathematics did not indicate their mathematical knowledge in prob-
lem solving and majority of college freshmen have learnt how to do numerical com-
putation at the expense of learning how to think and to unpack their mathematical 
content knowledge in a pedantic rigid manner. Without early intervention and suc-
cessful practices, the students are lost to a revolving door of remedial programs – 
most of which we acknowledge as ineffective and inane. These interventions have 
not worked for over 20 years but we still continue to rely on them for the mathemati-
cal salvation of most of our struggling student population.

Student achievements in mathematics are also significantly affected by behav-
ioral conditions which mainly translate into their attitude in learning. Given its repu-
tation, the preconception that mathematics is predominantly a hard subject to learn 
might influence student achievements in class. In some cases, the appealing and 
dynamic content, coupled with inspirational instructors and lecturers intervention 
make a difference in student perception, causing the students to have a different 
attitude towards mathematics upon completing the course or program. Most impor-
tantly, the foundation of the literature outlines that the connection between attitude 
and achievement in mathematics learning is imminent and conclusively relational as 
the vast research in the past few decades indicated significant relationships between 
attitudes toward mathematics and achievement (Aiken 1974; Aiken 1976; Suydam 
1984). However, current studies tend to show that there are more factors within
attitude that affect students’ achievement in mathematics. For example, Yee (2010) 
found in Singapore that many college students lack intrinsic motivation in learning 
mathematics despite the generally optimistic attitude towards mathematics. One 
feasible explanation is that these students are largely motivated by extrinsic motiva-
tion but the relation between such kind of motivation and successful learning is 
always deemed as weak making their optimism shaky and unstable.

Another prominent factor that affects mathematics learning is on the usage of 
calculators. Research (Plunkett 1979; Price et al. 2013) has shown that the excessive 
usage of calculators is a problem in today’s classroom learning. One acknowledges 
that using a calculator to accurately divide 24.265 by 3.142 is essential but using it
to divide 24 by 3 is just nonsensical as such calculations should have been instinc-
tive and considered as a basic skill. Otherwise, how will one be able to tell if calcu-
lator’s answer to the first question is even roughly correct? Researchers have shown 
that secondary school students and even college students tend to use calculators to 
multiply by 10. The contention here is that one must acknowledge that students will 
not be comfortable working with numbers unless they spend lots of time working 
with numbers instead of letting the calculators doing all the work. Given the fact 
that the usage of calculators is considered as an accepted norm in college settings, 
questions about the weak students involved in this preparatory program may no 
longer be avoided. Are the weak students able to solve problems, especially numeri-
cal problems without the aid of calculators? Does the usage of calculators inhibit 
their development in mathematics computations?.
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28.2  �Purpose of Study

As stated earlier, the quality of instructional design in teaching and learning of 
mathematics for weak students has been one of the major challenges and concerns 
and knowing the factors affecting math achievement is particularly important for 
making the best design decisions for them. Putting such conditions under great scru-
tiny and considerations, this study was conducted to identify the factors affecting 
the math achievement of students involved in a preparatory program for weak learn-
ers where we seek to answer the fundamental question “Is this Mathematics program 
working?” The research then is deemed to have tendencies to investigate students 
level of readiness, difficulties, issues and concerns faced by students in the learnirng 
of mathematics.

28.3  �Objectives of Study

	(a)	 to determine students level of readiness in the learning of Mathematics in the 
preparatory courses for their Diploma program.

	(b)	 to investigate the difficulties faced by studenst in the learning of mathematics.
	(c)	 to identify probable factors that inhibits students‘learrning of mathematics..

28.4  �Methodology

This study utilized a mix method approach in gathering the data from 370 randomly 
selected students’ involved in this preparatory program. Two sets of instrument, 
namely Mathematics Achievement Test (MAT) and a set of questionnaire were used 
to gather data for the quantitative component of this study while interviews were 
conducted for the qualitative perspective. The Achievement test consisted of 30 
written mathematical tasks written in English. These questions were adapted from
the PMR and SPM Malaysian Mathematics Curriculum Specification. The funda-
mental categories specifications of items in the test are Pre-Algebra, Algebra and
College Algebra. The detail item specifications for the test are as shown in Tables
28.1 and 28.2 below.

Table 28.1 Categories

Criteria Items % Total marks % Marks

Pre algebra problem 19 63 % 40 63 %
Algebra problem 7 23 % 14 22 %
College algebra problem 4 13 % 9 15 %
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The questionnaire on the other hand consists of six parts comprising demo-
graphic data; Students/Instructors attitude towards program; attitude towards learn-
ing mathematics; content of course; Students/Instructors perception towards the 
module and course materials; Instructors teaching methodology. The questions in 
the questionnaire were constructed based on a ten-point semantic scale and students 
took approximately 10 min to complete the questionnaire.

This was followed by interviews with 18 selected students in determining the 
factors and root causes of the difficulties faced in learning mathematics. These stu-
dents were selected based on the performance categories (high, intermediate and 
low) in the Achievement test with six representatives from each category.

Data collected from both the quantitative and qualitative methodology provides 
a general picture of student’s readiness in their content learning and their attitude 
towards this program especially from the perspective of mathematics learning.

28.5  �Findings

28.5.1  �Students Achievement in Mathematics

What is the level of students’ achievement in the Mathematics Achievement Test 
(MAT)?

Table 28.3 shows that the mean score obtained by the students in the Mathematics 
Achievement Test is a low 12.96 with a standard deviation of 7.96 from a maximum
score of 63. This simply indicates that these students have a low level of achieve-
ment (or ability) in mathematics. The distribution of these samples when catego-
rized according to the achievement (in Table 28.4) illustrates that 80.5 % (n =298)
of these students are in the lower achievers category as compared to 3.8 % (n = 14) 
and 15.7 % (n = 50) in the high and intermediate achievers categories respectively.

This data indicates that more that 95 % of the students involved in this study has 
a low level of achievement in mathematics.

What is the level of student’s achievement in the Numeric and Non-Numeric
(word problems) section of Mathematics Achievement Test?

Table  28.5 depicts that the mean score for the numerical problems and non 
numerical problems in the Mathematics Achievement Test are 9.89 (SD =5.27) and

Table 28.2  Item specifications

Criteria count Count % Total marks % Marks

No of word problems 14 47 % 31 49 %
No of numeric problems 16 53 % 32 51 %
No of PMR level problems 17 57 % 30 48 %
No of SPM level problems 13 43 % 33 52 %
No of HOTS problems   4 13 % 12 19 %
No of non-HOTS problems 26 87 % 51 81 %
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Table 28.4  Achievement category based on mathematics achievement test

Category (%) Frequency Percentage

Low achievers 298 80.5
Intermediate achievers   50 15.7
High achievers   14   3.8

Scale:0–19: Low, 20–30: Intermediate, 31–43: High

Table 28.5  Achievement score in numerical problems and non numeric (word problems)

N Mean Std. dev

Numerical problems score 370 9.89 5.27
Non numerical; (Word problems score) 370 3.08 3.74

Max Numeric score: 32, Max Word problem score: 31

Table 28.3  Students achievement in the Mathematics Achievement Test

N Min Max Mean Std. deviation

Test score 370 .00 43.00 12.96 7.96

Max score: 63

3.08 (SD = 3.74) respectively. In comparison with the maximum possible scores of 
32 and 31 respectively for each, we can conclude that these students faced great dif-
ficulty in mathematics especially dealing in non- numerical (word problems) as 
compared to numerical problems.

28.5.2  �Students Attitude Towards the Learning of Mathematics

What is the level of students’ attitude towards the learning of mathematics?
Table 28.6 depicts that the overall mean score of 7.53 with a SD of 1.53 which 

indicates these students has a moderately high attitude towards the learning of 
mathematics.

28.5.3  �Research Question 4

What is the level of students’ satisfaction towards the organization and the clarity of 
the lectures teaching for this preparatory program?

Table 28.7 shows that the highest mean score obtained is for the item that ‘the 
lecturer clearly explains the mathematical concepts in class’ with a mean of 8.40 
(SD = 1.74) while the lowest mean score is for the item that ‘the lecturers display a 
comprehensive mastery on the course content’ with a mean of 8.19 (SD = 1.80). In 
general, the other items range from a 8.22 to 8.28. The overall mean score of 8.28
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(SD=1.68) simply means that these students are well satisfied with the instructors
organization and clarity in teaching mathematics for this preparatory program.

28.5.4  �Descriptive Analysis of Factors Contributing 
to Students’ Poor Performance in Mathematics

The data collected to analyse the findings of this section were based on both the 
quantitative and qualitative approaches.

What are the factors that contributed to student’s poor performance in the 
Mathematics Achievement test?

Based from the Mathematics Achievement test and interviews conducted with
the students, four factors were determine as contributed to students poor perfor-
mance in the Mathematics Achievement Test.

Firstly, most of the students faced difficulty in the fundamentals of arithmetic and 
pre algebra. Previous research on difficulties with the fundamentals of arithmetic has
suggested that these errors often involve misconception and misapplication of prior 
knowledge. For example, adding across numerators and denominators (e.g. 
3/5+4/7=7/12) is a persistent error among these students. Additionally, these stu-
dents sometimes find/keep equal denominators when multiplying two fractions. These 

students also faced difficulty in converting 7
16

2000
 to decimal. The operation of divi-

sions (on fractions) was the operator that caused them great difficulty as compared to 
the other three operators. These students also faced difficulties in using the BODMAS
(bracket, operation of division, multiplication addition and subtraction) rule in a math-
ematical expression. For example when ask to evaluate: − − −( )( ) 5 4 3 2 , approxi-
mately 27 % of the students obtained an incorrect solution.

Table 28.6  Attitude towards learning mathematics

Mean SD

Students overall attitude towards learning mathematics 7.53 1.53

Scale 1 (Low) to 10 (High)

Table 28.7  Organization and clarity of lectures

My instructors Mean SD

Set clear learning objectives 8.28 1.82
Display good content knowledge of the syllabus 8.19 1.80
Explain the concepts clearly 8.40 1.74
Teaching is conducted in a well pace manner 8.22 1.78
Overall 8.28 1.68

Scale 1 (Low) to 10 (High)
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Majority of these students has a weak foundation in pre-algebra. In an algebraic 

equation 
4

1

3
3

x x−
+ =  proved a real discriminator between those who simply knew 

how to manipulate brackets and those who fully understood the more detailed 
approach needed to solve a fractional equation question. Majority of the incorrect 
approach was bringing the denominators up and expanding 4x + 3(x−1) and forget-
ting to deal with the right hand side of the equation appropriately when removing 
the fractions leading to 4x + 3(x−1) = 3. Other example students faced difficulty was 

in simplifying a polynomial: 
15 45

15 5

2x y xy

y xy

−
−

. In this item, 93.8 % of the students 

obtained an incorrect solution.
Secondly, majority of the students faced difficulties in solving word problems as 

compared to numerical problems in the Mathematics Achievement test. The term 
‘word problem’ is refer to mathematical exercise for students stated in a way that 
enhances awareness of the semantic structure of the problem in conjunction with the 
numerical representation. For example, “The perimeter of a rectangular plot of land 
is 510 m. Given the ratio of the length to width of the land is 12 to 5. Find the actual
dimension (length and width) of the land.” Students faced difficulty in conceptual-
izing the term “ratio”.

Similarly in another example given, “The lowest temperature on Sunday morn-
ing was −8 °C. Later that same day the temperature reached a high of 24 °C. By how
many degrees Celsius did the temperature increased? A sizeable number responded
as −8+16. When probe, the difficulty faced was on the language comprehension of
algebra.

Other examples, when probe further during the interviews that illustrate this 
difficulty:

	(a)	 What is 4 less than x, majority stated as “4−x” rather than “x−4”
	(b)	 What is the quotient of x and 3, majority not able to comprehend the language.
	(c)	 What is the ratio of 9 more than x to x, majority not able to comprehend the term 

“ratio”.
	(d)	 What is the sum of three times a number and eight – erroneously responded as 

3 x 8 as not able to comprehend the term “sum” and” three times a number” 
embedded in the question.

	(e)	 A number divided by the same number less five

In short, this study suggests that the difficulty of students lies in understanding 
the algebraic language of the problems, rather than executing procedures.

Thirdly, there was an over reliance on the usage of calculators in computing 
problems. The usage of calculators inhibits the development of the basic arithmetic 
concept and skills of the students involve in the study. For an example in a question 
given:

Arrange the following numbers in ascending order. 
2

5
; 
1

4
; 26 %; 0.2; 20.4 %

Only 21 % of the students obtained a correct answer for this. When probe during
the interviews, they faced difficulty in converting fraction (2/5 and ¼) into decimals.
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They needed a calculator to convert these fractions. When asked, majority stated 
that it has been a while they compute with pen and paper and has been relying on 
calculator since entering college.

In another question given, If 0.05x = 20, find x
Only 15.4 % of the students obtained a correct solution. During the interview, the 

difficulty faced was in dividing 20/0.05 to obtain x and they were not able to com-
pute without the aid of a calculator.

In another question: Evaluate:
1

2

2

3

4

3

4

5

5

6
+ ÷





 − ×






 , only 56.2 % obtained a

correct solution and during the interviews, majority faced difficulty without the aid 
of a calculator. These students seemd to have “lost” the fundamentals of arithmetic 
in their mathematics learning.

28.6  �Dicussion & Conclusion

The persistent problem in mathematics education at the college level is that many 
students entering the preparatory program have weak conceptual understanding of 
mathematics. This is further compounded with their weak mathematics skills. Most 
importantly, these students’ success in the pre diploma program depends on many 
factors, including their ability and previous knowledge of the subject, the effective-
ness of the instruction, and their motivation to work hard enough to succeed. For 
this paper, the focus was on investigating student’s mastery level of mathematics 
and their attitude towards learning of mathematics. It was embarked to evaluate the 
Mathematics Preparatory program that seeks to answer the fundamental question
“Is this Mathematics program working?”

Mastery level in mathematics. The findings revealed that these students have a 
low level of mastery on the fundamentals of mathematics, especially on the funda-
ments’ of arithmetic, pre algebra and algebra. A prominent and highly salient obser-
vation is that we believe that there is a close relationship between the fundamental 
arithmetic skills and mathematics achievement in general. In other words, the 
improvement in the fundamentals of basic arithmetic skills will undoubtedly result 
in improvement in mathematics achievement at a general level.

Another poignant factor was in students’ inability in comprehending word prob-
lems as compared to numerical problems. It is essential for instructors to guide 
students to think about and analyze a word problem before making an attempt to 
solve it. This is because word problem is a situation which demands resolution and 
that there is no easy approach to solving it. The difficulties faced are also largely 
caused by their inability to comprehend the problem or question asked which deals 
with the language acquisition and communicative intelligibility. The data suggest 
that low level of the cognitive ability in thinking is an area that is definitely lacking 
among these students.

Students’ attitude towards mathematics. Data obtained after analyzing students’ 
responses on items soliciting their attitude towards mathematics indicate that they 
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have a moderately high attitude (7.53 with a SD of 1.53) towards the learning of 
mathematics. Similarly, the overall mean of 7.64 (SD=1.75) indicates that the stu-
dents involved in this study has a moderately high interest in embarking on this 
preparatory program. From the interviews, these students appreciate the chance 
accorded to them by the university in pursuing this program.

Usage of Calculators. The usage and over reliance of calculators among these
students plays a role in inhibiting their development of the fundamentals of mathe-
matics learning. We need to reduce or prohibit the usage of calculators for these 
students as this device inhibit students’ basic mastery of the four arithmetic opera-
tions. Calculators can be a useful tool when used appropriately, but it is easy to get
into the habit of reaching for one before you even think about what the question is 
asking. The reason that there is a debate about calculators and their usage is that 
many students in this program overuse their calculator, which leads them to under-
use their brain and indirectly inhibits their arithmetic prowess.

The results revealed that these students have a low level of content knowledge 
attainment in mathematics based on the achievement test administered. For students 
especially weak in mathematics, the development of arithmetic and algebra (espe-
cially pre-algebra) is essential for the transition towards any mathematics courses at 
college level. Without these two fundamentals, students will face great difficulty in 
learning mathematics at the diploma level. However, the level of attitude towards
the learning of mathematics was high. This indicates that attitude towards mathe-
matics was not an indicator in determining student’s achievement in mathematics. 
In general, the findings reveal that this Mathematics preparatory program specially 
tailored for weak students on their pursuit towards diploma programs “is not work-
ing” as one will hope so. These students have significant gaps in their mathematical 
knowledge and it will become impossible for them to move forward. Our concern is 
that this will inevitably lead to the lowering the standards of our graduates for them 
to be successful. Essentially, we need to improve the current mathematics program
design but we need to note that there are no quick fixes for it.

The quality of teaching and learning in mathematics is a major challenge for 
educators especially when dealing with weak learners. There is pressure at all levels 
on educators to pass students who have not mastered concepts. Our concern is that 
the focus on higher education graduation rates is leading to a lowering of standards 
so that more students can be “successful.” We want our students to graduate, but 
they must have the quantitative skills and knowledge to be successful in a highly 
competitive world. The salient task at hand is figuring out how students with differ-
ent background, skills and ability can be fed with the conducive instructional envi-
ronment, conditions, and methods. The answer to such mind boggling question is to 
ensure the creation of innovative instructional approaches and techniques.

Thus, it is important for educators to adopt instructional design techniques to 
attain higher achievement rates in mathematics (Rasmussen and Marrongelle 2006). 
Considering students’ needs and comprehension of higher-order mathematical
knowledge, instructional design should provide a systematic process and a frame-
work for analytically planning, developing, and adapting mathematics instruction 
(Saritas and Akdemir 2009) especially for programs designed for weak students.
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    Chapter 29   
 Enhancing Malaysian Students’ Learning 
with Interactive Multimedia and the Web: 
The MILE Project       

       Neo     Mai     ,     Heidi     Tan     Yeen-Ju     , and     Nordiana     Ludin    

    Abstract     The current shift from the traditional mode of learning to student-centred 
learning has created an impact on the content development and the delivery meth-
odology in the instruction-learning process. There is a strong push by the Malaysian 
Government to develop creativity, communications skills, analytical and critical 
thinking, and problem-solving skills – skills that were signifi cantly lacking in cur-
rent graduates. As such, the prevailing research issue is the challenge in fi nding the 
most suitable combination of content and technology to enable students to acquire 
these skills and experiences. The MILE Project (funded by TM R&D) was devel-
oped to address this issue. This paper presents a research study that was conducted 
in the Faculty of Creative Multimedia, Multimedia University, Malaysia, to investi-
gate Malaysian students’ perceptions of using The MILE Project learning platform. 
Students engaged in problem-solving on design projects, collaborated on blogs and 
actively engaged in interactive multimedia content. Results showed that students 
displayed high levels of motivation and understanding, improved problem-solving 
skills and teamwork abilities, and were able to relate their acquired skills and expe-
riences to the real-world. These results provided strong support for Malaysian edu-
cators to use pedagogically sound blended learning strategies in the classrooms to 
improve the teaching and learning process.  
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29.1         Introduction 

 The infusion of Information Communication Technology (ICT) and, in particular, 
multimedia technology into education, has created a signifi cant impact on the 
instructional content development and the methods of communicating information 
to the learners. It is leading to the evolution of new concepts and innovative teaching 
techniques in the instruction-learning process. This changing landscape of educa-
tion focusses on learning, rather than on teaching and pedagogy, curriculum and 
instruction. It seeks to create a generation of learners who are able to organise infor-
mation, critically analyse problems, and apply their concepts in meaningful and 
relevant ways, to encourage better student learning through the learning objectives 
of project-based learning or learning by doing, and to enable problem-solving, anal-
ysis, creativity and communication to take place in the classroom (Suh  2011 ; Garcia 
 2012 ). Currently, constructivist learning is becoming a dominant educational learn-
ing theory in education and multimedia technology has become an important com-
ponent in enhancing the motivation and learning process of students (Hillis  2008 ; 
Guan  2009 ; Neo and Neo  2010 ,  2013 ). In addition to this, multimedia technology 
has been shown to affect students’ motivation and self-esteem levels, as well as 
allow them to be creative and self-directed thinkers (Muller et al.  2008 ). Research 
on the mismatch of skills lacking in today’s graduates, such as creativity, critical- 
thinking, problem-solving and communication skills (Tan et al.  2009 ), have resulted 
in many Malaysian classrooms using constructivism and multimedia to enhance the 
teaching and learning process. 

 The Malaysian Government, like many countries in the world, is giving strong 
support to using technology, particularly the Information and Communication 
Technology (ICT), in teaching and learning in the higher educational institutions 
(MOE  2008 ,  2012 ). In Malaysia, the traditional mode of learning is still being used 
in many institutions of learning. However, in the context of introducing technology 
and multimedia in learning, the Malaysian Government is echoing this learner- 
centred learning initiative with a call for Malaysian institutions of higher learning to 
integrate ICT into their classrooms (MOE  2008 ,  2012 ). Institutions of higher learn-
ing in Malaysia have begun to incorporate multimedia materials in problem-based 
learning and storytelling environments (Hong et al.  2003 ), in developing e-learning 
methods and inweb-based courses (Mahajan  2012 ; Neo  2013 ). However, despite the 
efforts to progress towards more student-centred methods of teaching and learning, 
Malaysian institutions of higher education still need to further study the use of con-
structivism and multimedia technology. As such, this paper seeks to further the 
investigation of constructivism and multimedia through the design and development 
of a technology-enhanced learning environment using multimedia as an instruc-
tional tool. The research objective of the study was developed to investigate stu-
dents’ perceptions of using a multimedia project within a constructivist-based 
learning environment and the impact of using a multimedia project, and provide 
results that would show that students were able to acquire skills integral to the meet-
ing the demands of the workplace, such as collaborative and teamwork skills, 

N. Mai et al.



363

problem- solving, learning motivation, critical thinking and understanding of a topic 
area, and see the real-world relevance of their work. In particular the, study sought 
to answer the following research question: What were students’ perceptions of an 
authentic and collaborative learning environment? In doing so, the MILE Project 
was developed to provide the learning platform that would enable this investigation 
to be carried out.  

29.2     The Authentic and Collaborative Learning 
Environment – The MILE Project 

 Constructivism is defi ned as “ a place where learners may work together and sup-
port each other as they use a variety of tools and information resources in their 
pursuit of learning goals and problem-solving activities ” (Wilson  1995 ) and that 
learning is a personal interpretation of the world, where learners create interpreta-
tions of the world based on their past experience and interpretations (Herrington 
et al.  2014 ; Al-Huneidi and Schreurs  2013 ). In constructivism, the teacher is no 
longer perceived as the sole authority of the knowledge, but rather as the facilitator 
of learning, guiding and supporting learners in the process of constructing knowl-
edge (Laurillard  2008 ) and provides the students with experiences that allow them 
to develop problem-solving, critical-thinking and creative skills, and apply them in 
a meaningful manner. 

 The learning activities in a constructivist learning environment call for students 
to become active participants in their own learning processes, learn to solve prob-
lems and work collaboratively. The learning environment is set in a meaningful, 
authentic context that allows for learner-centred activities to take place. These activ-
ities are social and collaborative in nature, where peers play an important role in 
encouraging the student’s learning process and will expose students to multiple per-
spectives and solutions to their problems. 

 By working in a group situation, students will have to tap into their group skills 
and use a variety of activities to accomplish the project’s overall objectives 
(McCarthy  2010 ). The group would be responsible for their goals and, thus, a col-
laborative learning experience can be gained. As such, constructivist learning envi-
ronments are designed so that students will be able to become active participants in 
their learning process and develop skills that would allow them to think critically, 
function well as a member of a team, develop collaborative abilities and deepen 
their understanding of their task and improve student learning. 

 In addition, constructivist learning environments that incorporate authentic 
learning has been shown to equip students with crucial skills like higher order anal-
ysis and effective complex communication skills that would give them an upper 
hand when they assimilate themselves into the working world (Herrington and 
Kervin  2007 , Herrington et al.  2010 ). Authentic learning enables students to learn 
in a way that “refl ects the way knowledge will ultimately be used” by providing 
them with real-life affordances (Herrington et al.  2010 ). In addressing this issue, 
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Herrington and Kervin ( 2007 ) posited 9 principles of authentic learning which can 
effectively function as guidelines for developing an engaging learning environment 
for students. These principles suggest that the following be integrated:

    1.     Authentic context , providing students with context that refl ects the way knowl-
edge will be used in real life.   

   2.     Authentic activities , providing students problem solving activities or tasks that 
are similar to those people do in the real world.   

   3.     Expert performance , giving students access to expert thinking and perfor-
mances, and allowing them to observe the task before it is attempted and to 
access the modeling of processes.   

   4.     Multiple roles and perspectives , providing students with a wide exposure to 
various media and resources on the subject matter.   

   5.     Collaboration , allowing students to collaborate with one another to solve prob-
lems and articulate what they have learnt.   

   6.     Refl ection , providing students the time refl ect upon a broad base of knowledge 
to solve problems, and to predict, hypothesise, and experiment to produce a 
solution.   

   7.     Articulation , ensuring that students have the opportunity to articulate, negotiate 
and defend their growing understanding.   

   8.     Coaching and scaffolding , guiding and supporting of the student when neces-
sary by the teacher.   

   9.     Integrated authentic assessment , integrating formative assessments into the 
activities provided.    

  In creating authentic learning environments online, multimedia technologies pro-
vides an effective platform and technological support as authentic activities can be 
incorporated into online modules by using multimedia. To effectively provide an 
environment that would incorporate such pedagogies, The MILE Project was devel-
oped by The MILE Research Lab in the Faculty of Creative Multimedia, Multimedia 
University. MILE, or Multimedia Integrated Learning Environment, is an integrated 
student learning platform that was designed to facilitate a change in the educational 
landscape in Malaysia through a student-centred learning environment accessible in 
class, from their homes, and in support of the National Agenda. The platform consists 
of (1) interactive multimedia modules, The PILLARS, engaging students in the 
course content asynchronously, and (2) a web-log system, ORION, facilitating stu-
dents working individually or in groups to communicate, refl ect, and share their work. 
In MILE, a learning community can be created and maintained, both physically and 
virtually. The environment was developed predominantly with a student focus, and is 
suitable for both students and teachers. MILE platform seeks to secure student learn-
ing experiences and outcomes, and complements current universities’ learning man-
agement systems (LMS). In MILE, students will not only have access to interactive 
multimedia learning materials 24/7, but can also engage in collaborative and refl ec-
tive activities outside of the beyond the physical classrooms asynchronously.  
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29.3     Methodology 

 Herrington and Kervin’s ( 2007 ) principles of authentic learning were combined 
with multimedia and web technologies in order to create a web-based authentic 
learning environment. This study was conducted with the participation of students 
from a digital media class in Multimedia University which students had to under-
take as part of their undergraduate degree, for 14 study weeks, and was designed to 
equip them with a basic understanding of digital media and content creation. The 
sample comprised of 41 students, male and female, local and international students, 
from the Faculty of Management, Multimedia University. Herrington and Kervin’s 
( 2007 ) principles of authentic learning were combined with multimedia and web 
technologies to create a web-based authentic learning environment. The environ-
ment comprised of the following key components:

    1.    Interactive multimedia learning module based on the class curriculum.   
   2.    Implementation of module content in the classroom and online for asynchronous 

access throughout the course   
   3.    A problem-based activities built into the module for students to implement and 

refl ect on their problem-solving skills    

  Convenient sampling methods were used to collect data for this quasi- 
experimental study. The study consisted of 41 students (N = 41) taking the Interactive 
Multimedia class in the Multimedia University, from the Faculty of Management. 
Students were given both lectures (face-to-face and web-based) on topics pertaining 
to multimedia development, and lab tutorials once a week on Adobe Flash and 
Dreamweaver. The class was also told to imagine themselves as employees of a 
multimedia development company and given the task to design a cutting edge online 
magazine for client. This project was authentic and relevant to the students as they 
were going to be interviewing for internship placements in real multimedia fi rms in 
the Malaysian SuperCorridor (MSC) in the next year. The theme of the class project 
was “Online magazine” and the entire class had to decide and determine the overall 
monthly online magazine to be created. Students then divided themselves into 
groups of 5 to develop a section of the magazine. The section would be a fully inter-
active multimedia application created using Adobe Flash, and each member would 
be responsible for at least one part of the application. This was to prevent any “pig-
gybacking” in the group, as well to ensure that each member would use their Flash 
skills which they were taught in their tutorial classes. Herrington and Kervin’s 
( 2007 ) authentic learning strategies were adapted and incorporated into this learn-
ing environment in both the online web modules as well as in the classroom. 
Students were given 14 weeks to complete the project. Figure  29.1  shows the stu-
dent learning environment.

   An interactive multimedia module based on the class curriculum titled “ Authoring 
Multimedia ” was created as part of the study and placed in an asynchronous 
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Authentic Learning Web Environment

Online Interactive Multimedia Module

Lecturer Feedback through blog and
Facebook

Progress Report: Blog

Completed Class Project

Student Groups

Class Project Theme

Student Groups Student Groups

  Fig. 29.1    The student learning environment       

    Table 29.1    Paired samples t-test results   

 Paired differences 

 t  df 
 Sig. 
(2-tailed)  Mean 

 Std. 
deviation 

 Std. 
error 
mean 

 95 % confi dence interval 
of the difference 

 Lower  Upper 

 Pretest- 
posttest  

 −3.29  2.657  .415  −4.131  −2.454  −7.934  40  .000 

 Web- based learning environment and incorporated authentic learning principles as 
shown in Table  29.1 . Even with the introduction of interactive web modules, the 
class was conducted in a blended manner where students had to attend face-to-face 
lecture sessions with the lecturer, use the online modules and engage in online dis-
cussions. Students would access the web module online a week before attending the 
lecture class and proceed to have in-class discussions with the lecturer. Figures  29.2  
and  29.3  are examples of the design of the module to incorporate authentic learning 
principles as posited by Herrington and Kervin ( 2007 ).

     In addition to learning asynchronously with interactive multimedia modules, stu-
dents would also blog about their progress in their project. The system’s blogging 
section, Orion, allowed students to upload work-in-progress images and refl ective 
notations of their work throughout the semester. These blogs would serve as material 
for them to refl ect upon and make any necessary improvements, and is  collaborative 
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  Fig. 29.2    The module’s interface       

  Fig. 29.3    Incorporating authentic principles into the module       

in nature. In other words, student groups could meet online to discuss their work and 
progress, exchange ideas and information among each other, and share their entries 
with other group members. The system also allowed the lecturer  asynchronous 
access to their work and enabled them to make comments on their work, all of which 
is consistent with the Herrington and Kervin’s ( 2007 ) authentic learning principles. 
Figures  29.4  and  29.5  are examples of student blogs from the study.
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  Fig. 29.4    One student group member blogging about their work in Orion       

  Fig. 29.5    Another student member blogging about their work in Orion       
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    The study employed a mixed mode method of data collection and a triangulation 
of results based on pre- and post-tests, to measure their learning outcomes, surverys 
to gauge student perceptions, and student comments to solicit richer responses. The 
pre-and post tests were based on the content of the module, and the survey 
 questionnaires were developed based on literature (Alessi and Trollip  2001 ; 
Herrington et al.  2014 ).  

29.4     Analysis and Results 

 Students were given a pretest and posttest based on what was taught in the modules 
as a means to gauge their level of comprehension. Students were given the pretest 
before they could access the modules, whilst the post test was given after the stu-
dents had been allotted a few weeks to access and view the modules. The pretest and 
posttest had the same set of questions which were randomized to avoid the ‘memory 
effect’. The results of the pretest and posttest are shown in Table  29.1 . The results 
show that the students scored a higher mean (m = 12.29) in the posttest compared to 
the pretest (m = 9.0). Further analysis through a paired sampled t-test showed that 
the difference of 3.29 was statistically signifi cant at p < 0.05. This is a clear indica-
tion that the students have indeed made signifi cant progress in their learning out-
comes after using the interactive online module. 

 Students were also given a survey to gauge their attitudes and perceptions about 
the learning environment and module. The survey was measured using a 5-point 
Likert Scale which begins with Strongly Disagree (1), Disagree (2), Undecided (3), 
Agree (4) and Strongly Agree (5), and the items. The data were analyzed using 
SPSS (Statistical Package for Social Sciences) version 11.0, and yielded a Cronbach 
Alpha coeffi cient of 0.974. The survey was conducted to gauge students on the 
learning environment and their problem-solving skills. Analysis on the survey items 
showed that the overall average means and percentages of responses towards these 
areas were highly favourable (i.e., students responding ‘Agree’ or ‘Strongly Agree’ 
in the scale). Table  29.2  shows the results of the survey. Items in the table show 
responses that were towards the “Agree” and “Strongly Agree” parts of the Likert 
scale, their standard deveiatiosn and percentages of student responses that were 
positive and favourable.

   From the results in Table  29.2 , all the items scored above 3 on the scale. Therefore, 
it can be seen that the students had highly favourable responses towards having 
learning content with multimedia and the authencity of the content for them to relate 
to real-world situations. In terms of increased involvement with the learning con-
tent, 93 % of the students reported favourably that they liked the use of multimedia 
as part of their learning of the topic (m = 4.32) and in illustrating the content’s con-
cepts (m = 4.24 with 88 % favourable responses), and that multimedia has helped 
them gain better understanding of the topics (m = 4.12 with 83 % favourable 
responses). This is supported by their comments,  “I learnt more using this module 
through the multimedia elements”, “The content and activities help me to under-
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stand stage by stage of the learning process of the topic” , and,  “…the direct links 
and some video examples make me easier to understand the topic” . 

 In terms of the authenticity of the module, 66 % of students reported favourably 
that they can apply what they learned from the module in real life (m = 3.80). They 
also felt that the content in the Web module was authentic and relevant to their 
learning (m = 4.22, with 90.2 % favourable responses), and allowed them to see the 
relevance of what they were learning to real-world situations (m = 4.29 with 93 % 
favourable responses), which were supported by their comments,  “It has helped me 
because I not only get to learn the theoretical part of this subject, I also get ideas 
from the module of how I can implement them practically.”  81 % of them were also 
very positive about the blogging system, Orion, as it allowed them the opportunity 
to refl ect upon their work and make the necessary improvements (m = 4.02). 

 In addition, as a learning platform, 83 % of students reported favourably that 
they enjoyed learning and interacting with it (m = 4.17) and found it motivating to 
learn with (m = 4.12), and 90.2 % of students preferred this style of learning overall 
(m = 4.34), the highest ranked item in the survey data analysed. These results were 
further supported by students’ comments in open-ended questions, which included, 
 “With the web module it save my time a lot rather than reading the boring power-
point slides”, “Really good, because I actually read it and did not get bored!”  and, 
“ It make me understand better.”   

29.5     Conclusion 

 The results of this study show that using Herrington and Kervin’s ( 2007 ) authentic 
learning principles allowed students to see the relevancy of the topics. From the 
outcome of the class project and the results of the survey, students reported being 
confi dent in applying what they learnt from the module in real-life. This illustrates 
that the students were able to critically access what was being taught and found a 
connection to using the knowledge and solving problems in their future work. This 

    Table 29.2    Survey results (ranked)   

 No  (N = 41, Cronbach Alpha = 0.974)  Mean (m)  Std dev. 
 % of favourable 
responses 

 1  Overall preference for module  4.34  .728  90.2 
 2  Multimedia as a learning tool  4.32  .687  92.7 
 3  Relevance to real-world situations  4.29  .680  92.7 
 4  Multimedia as a tool to illustrate concepts  4.24  .734  87.8 
 5  Authenticity of activities in the module  4.22  .613  90.2 
 6  Enjoyment  4.17  .771  90.2 
 7  Increase motivation  4.12  .748  82.9 
 8  Increased understanding  4.12  .748  82.9 
 9  Increased refl ection  4.02  .790  80.5 
 10  Application to real-life situations  3.80  .749  65.9 
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is in line with Herrington et al. ( 2010 ) suggestion that using authentic elements in a 
learning environment would imbue critical learning skills essential to students when 
they graduate. 

 The Pillars was effective in increasing engagement by the students with their 
learning content. Multimedia was a motivating component in engaging students in 
the contents of the module and consequently in their learning process. Presenting 
the information using a variety of media elements made the learning fun, enjoyable, 
and motivating for them, and this showed encouraging support for educators to use 
multimedia and interactivity to represent their educational content. Students felt 
motivated and encouraged to explore the topic when they were learning in a Web 
environment, and this supported Muller et al.’s ( 2008 ) view that learning technolo-
gies can be utilized as a tool to motivate students’ learning explorations, and thus 
allowing students to become active learners and be more engaged in their learning 
process. Technology also allowed students to become researchers and authors of 
their learning. The Web was used to search for more information about the topics of 
choice. Students were able to explore the existing websites on their chosen topic and 
critically and creative analyse them for more innovative approaches. 

 Blogging in Orion was also an effective learning process as students, through 
refl ection, sharing and collaboration, were able to improve on their work and make 
necessary changes. It also allowed them to look back on their learning path and 
improve upon it, supporting the Constructive learning approaches to teaching and 
learning (Herrington et al.  2014 ; McCarthy  2010 ). 

 Therefore, authentic learning has been shown to be effective in enabling students 
to learn and become more involved with their learning. This study has shown that it 
is important to take into further consideration the aspect of looking at authentic 
learning principles outlined by Herrington and Kervin ( 2007 ) as the underlying 
pedagogy for creating and designing of these online teaching and learning environ-
ments. In addition to that, the MILE system was also effective in improving stu-
dents’ learning outcomes via interacting with multimedia modules (The Pillars). 
Students’ productivity and learning outcomes were also enhanced, through their 
refl ective and collaborative activities on Orion, allowing them to build upon their 
knowledge and increasing their understanding of not only the subject matter, but 
also of their learning processes. 

 Overall, the MILE was able to provide students with a holistic way of learning 
them through (1) Cognitive stimulation via multimedia learning content, (2) 
Technical skills through the use of multimedia and web tools, (3) Social networking 
abilities through blogging activities on Orion, and (4) Affective experiences, where 
students reported enjoyment and fun in their learning process. Careful consider-
ations can easily help blend each technological tool harmoniously together to create 
an environment in which students actively learn, explore and gain valuable skills on 
real-world problem solving, and pave way for better educational practices to be 
developed. These positive responses shown by the students in this study give very 
encouraging support to Malaysian educators to move away from curriculum-based 
teaching to a more authentic learning environment with real-life examples and 
problem- solving activities that would engage their students and motivate them to 
learn.     
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    Chapter 30   
 Innovating Learners Through Reading: 
Investigating ESL Students’ Reading 
Performance       

       Lim     Peck Choo     ,     Gurnam     Kaur     Sidhu     ,     Chan   Yuen     Fook     , 
and     Fazyudi     Ahmad     Nadzri    

    Abstract     The pre-diploma English language preparatory course is a course offered 
in Universiti Teknologi MARA (UiTM) which caters for students at risk of educa-
tional failure. The main aim of the course is to upgrade the English profi ciency 
levels of disadvantaged Malay and Bumiputera students to not only help them fur-
ther their studies at diploma level but also to equip them with literacy skills required 
for innovation societies in the twenty-fi rst century. Literacy skills, particularly read-
ing skills, are of utmost importance in the twenty-fi rst century which places a pre-
mium on the exchange of information. Hence, tertiary students should have good 
reading skills to help them gain knowledge as well as to be successful in the twenty- 
fi rst century. This paper investigates ESL students’ reading performance in the 
 Pre- Diploma English course. The study involved a total of 255 students from three 
UiTM branch campuses, namely Kelantan, Seremban and Melaka. The students 
were required to sit for a validated and reliable Diagnostic English Language Test 
to assess their reading performance. Results indicated that close to half of the 
students failed the test i.e. they obtained grade bands of ‘C−’ and below. The results 
also show that there is no signifi cant difference in students’ performance based on 
their gender. However, there is a signifi cant difference in their performance based 
on language profi ciency levels, discipline and locality. The fi ndings show that the 
majority of these students have low profi ciency and need more support and strategy 
training so that they can master reading skills necessary for innovation in the 
 twenty- fi rst century.  
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  Keywords     English as a second language (ESL)   •   Reading performance  

30.1         Introduction 

 Education in the twenty-fi rst century places a premium on the exchange and inter-
pretation of information and the development of knowledge (Castells  1996 ). To 
prepare students to be competitive in the information age, education should infuse 
twenty-fi rst century skills into core academic subjects. The twenty-fi rst century 
skills refer to a set of essential abilities students need in our rapidly changing world. 
Therefore, it is important to equip students with literacy skills which help them gain 
knowledge through reading as well as using media and technology. In this informa-
tion age, students are required to consume a lot of information that requires them to 
do a lot of reading. This means that students need to be able to work effectively with 
information, using it at all levels of Bloom’s Taxonomy (remembering, understand-
ing, applying, analyzing, evaluating, and creating). Learners have to be innovative 
in order to succeed in the twenty-fi rst century. The best way to foster this is by 
acquiring foundational skills such as reading. 

 Hence, it is important that programmes and courses which are aimed at helping 
at risk students, equip them with literacy skills particularly reading skills. The pre- 
diploma English language preparatory course at Universiti Teknologi MARA 
(UiTM hereafter) in Malaysia is aimed at assisting disadvantaged students to help 
them further their studies in institutions of higher learning with proper support and 
assistance to prepare them for innovation societies in the twenty-fi rst century. 

 It is a requirement for pre-diploma students to take a compulsory Preparatory 
English language course which is aimed at upgrading their profi ciency levels. It is a 
six credit unit course with six contact hours per week. The course focuses on the 
four language skills of reading, listening, speaking and writing. In addition, gram-
matical items are taught incidentally through the teaching of the four skills. 

 A majority of the students who are enrolled in the course came in with limited 
English language profi ciency. According to Sun et al. ( 2010 ), a solid foundation in 
literacy is a key factor for academic success. This suggests that in order for these 
students to achieve academic success, they need to have good reading skills. It is, 
therefore, the aim of this study to investigate the pre-diploma students’ reading 
performance at the end of the English language preparatory course. 

 According to Bråten (1997 as cited in Hellekjaer  2009 ) reading is more than 
simply decoding the written words in a text. It is an interactive process which 
involves the active creation of meaning between information in a text and the knowl-
edge of the reader. Current reading research stresses the interactive and constructive 
nature of reading (Greaney  2004 ; Kouder and Reichard  2002 ; Van Keer and 
Verhaeghe  2005 ). 

 It is widely acknowledged that reading in L1 has infl uenced and shaped L2 
research (Block  1992 ). Grabe ( 1999 ) found that the reading process in an L1 and L2 
is similar, but cautioned that it is subject to “a number of additional constraints on 
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reading and its development” (p. 11). The present view is that L2 readers apply 
dual-language system in their reading (Koda  2005 ,  2007 ) which benefi ts L2 read-
ing. This is corroborated by Cummins ( 2000 ) who posits that “academic profi ciency 
transfers across languages such that students who have developed literacy in their 
fi rst language will tend to make stronger progress in acquiring literacy in their sec-
ond language” (p. 173). Similarly, Bernhardt ( 2005 ) asserts that, “the question is not 
if language and literacy skills transfer. The question is how much transfers, under 
what conditions, and in which contexts” (p. 138). She further attempted to quantify 
the importance of L1 literacy, L2 language knowledge, and “unexplained variance” 
which includes content, comprehension strategies, interest and motivation, and 
etc… for L2 reading. Bernhardt also suggests that these variables interact and that a 
weakness in one area might be compensated for by knowledge from another. Koda 
( 2007 ) developed this further, looking at the conditions under which this transfer 
might occur. 

 Apart from the infl uence of L1 on L2 reading, it is believed that the English pro-
fi ciency levels of the students can affect their reading performance. Previous 
research on reading showed that low English profi ciency can impede English as a 
second language (ESL) learners’ ability to read in English until they have achieved 
adequate profi ciency (Sun et al.  2010 ). It is often assumed that students at tertiary 
level have attained the skills and strategies required for academic reading in their L1 
and should, therefore, be able to transfer them to their L2 reading (Koda  2005 , 
 2007 ). The ability to do so is very much dependent on the readers’ L2 profi ciency, 
also known as the linguistic threshold level. This means that if the readers have low 
L2 profi ciency, then the transfer of these skills and strategies from L1 to the L2 is 
impeded even if the learners are fl uent L1 readers (Alderson  2000 ; Bernhardt and 
Kamil  1995 ; Carrell  1991 ; Laufer  1997 ). 

 Nevertheless, current studies have established that English language profi ciency 
level is not the sole determinant of who will struggle with reading. Moreover, it was 
found that high-quality intervention during the early stages of reading development 
can help those with low levels of English profi ciency to achieve at least average 
levels of performance (Lesaux and Siegel  2003 ; Vaughn et al.  2006 ). 

 To sum up, it is therefore essential to look into the reading performance of these 
pre-diploma students after they have completed their pre-diploma English language 
course. This is particularly important as reading is a foundational skill necessary for 
academic success as well as preparing them for innovation in the twenty-fi rst cen-
tury. The results of the study would then be able to tap into the constraining factors 
in L2 reading.  

30.2     Method 

 This study was conducted in UiTM which is the largest public university in Malaysia. 
It has branch campuses in all the 14 states in Malaysia. English is used as a medium 
of instruction in UiTM. A mandatory pass in English is a requirement for students 
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to graduate. For this study, three branch campuses were randomly selected for the 
study, each representing the North, Central and South zones respectively. 

 Table  30.1  depicts the demographic data of the respondents in the study, in terms 
of their locality, gender and their course discipline. The population sample in this 
study consisted of three groups of students from the three branch campuses ran-
domly chosen in the study. All these students were taking the Pre-Diploma English 
language preparatory course. The fi nal sample of this study involved a total of 272 
pre-diploma students from the three branch campuses i.e. Seremban (Central), 
Melaka (South) and Kelantan (North). The sample comprised 28.6 % (78) male and 
70.7 % (193) female students. The number of students from the Science and Non- 
Science disciplines was 73 and 195 respectively. Students sat for a English language 
diagnostic test which comprised four reading comprehension passages and a writing 
test. The test was validated twice by a panel of experts which comprised three expe-
rienced lecturers teaching ESL at the university. The reading passages were of vary-
ing readability levels and moved from simple to diffi cult. The Flesch-Kincaid 
readability index was used for this purpose. For the purpose of this study only the 
results of the reading comprehension component will be discussed.

30.3        Results and Discussion 

 A total of 272 students sat for the English language diagnostic test. A majority of 
the students completed the test. They sat for the test in the halls of the three respec-
tive branch campuses. However, there were some students who did not complete the 
test. As such, these incomplete scripts were discarded and were not used for analy-
sis. Therefore, only a total number of 255 scripts were used for data analysis. 

 In this study the respondents’ English language profi ciency was determined based 
on their results in the Secondary Five SPM (Sijil Peperiksaan Malaysia) English 
Language examination. Based on their results, only 3.7 % can be categorised as hav-
ing high language profi ciency (Distinction A), 20.5 % were of average profi ciency 
(credits B, C and D) whilst the remaining 75.8 % had limited profi ciency. 

 The fi ndings will fi rst discuss the students’ overall reading performance followed 
by their performance based on the demographic factors which include gender, 
course disciplines, language profi ciency and locality. 

   Table 30.1    Students’ demographic profi le   

 Frequency  Number  Percentage (%) 

 Campus  Melaka  144  52.7 
 Seremban  67  24.5 
 Kelantan  61  22.3 

 Gender  Male  78  28.6 
 Female  193  70.7 

 Course  Science  73  26.7 
 Non-science  195  71.4 
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30.3.1     Students’ Overall Reading Comprehension Performance 

 Table  30.2  below shows the mean score for students’ overall reading performance 
from the three campuses. It was found that the mean score obtained was 49.89 
(SD = 13.29) and the highest value mean score was 86, while the lowest was 8.

   Figure  30.1  below shows students’ overall reading performance by grade bands. 
Most of the students obtained grade ‘C’ (18.4 %), followed by ‘E’ (15.3 %). 
However, the least percentage of students obtained ‘A−’ (1.2 %), followed by ‘A’ 
(2.4 %). The fi ndings indicated that a majority of the students just managed to 
obtain the minimum standard requirement to pass their reading test. Furthermore, 
the fi gure also shows that students’ performance for the reading test was mixed with 
grade bands varying from ‘A’ to ‘F’. A close examination of the fi gure below shows 
that close to half the students (49.8 %) failed the reading test i.e. they obtained grade 
bands of ‘C−’and below. This suggests that almost half of the students have poor 
reading skills.

   Table 30.2    Mean score for students’ overall reading performance   

 N  Minimum  Maximum  Mean  Std. deviation 

 255  8.00  86.00  49.89  13.29 

  Fig. 30.1    Students’ overall reading performance by grade bands       
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30.3.2        Students’ Overall Reading Comprehension Performance 
Based on Demographic Factors 

 This section discusses the students’ reading comprehension performance based on 
the following demographic factors.

•    Gender  
•   Disciplines  
•   Language Profi ciency  
•   Locality    

30.3.2.1     Students’ Reading Performance by Gender 

 The results from an independent  t -test analysis (Table  30.3 ) shows that there is no 
signifi cant difference in students’ mean scores for reading by gender [t (254) = −.65, 
p-value = .51]. This was refl ected by the mean reading scores obtained by the male 
students (M = 49.07, SD = 14.28) which was not signifi cantly different from the 
average reading scores obtained by the female students (M = 50.28, SD = 12.91). 
Hence, the null hypothesis is accepted. This suggests that the reading performance 
of both male and female students is similar. The Levene Test for equality of vari-
ances has confi rmed that the different number of male and female students did not 
affect the means to be compared in the independent sample  t -test (F = 1.093, p > .05).

30.3.2.2        Overall Reading Comprehension Performance by Course 
Discipline 

 The results from an independent t- test analysis in Table  30.4  highlights that there is 
a signifi cant difference in students’ mean reading scores between their course disci-
plines [t (251) = 4.68, p = .000]. The mean reading scores obtained by Science stu-
dents (M = 55.8, SD = 11.89) was signifi cantly different from the average reading 
scores obtained by the Non-Science students (M = 47.71, SD = 13.26). Hence, the 
null hypothesis is rejected. This means that students in the Science discipline per-
formed signifi cantly better than those in the Non-science students. The Levene Test 
result (p > .05) has confi rmed the different number of Science (n = 70) and Non- 
Science students (n = 181) did not affect the mean scores to be compared in the 
independent sample  t -test.

   Table 30.3    T-tests analysis of students’ overall reading performance by gender (n = 254)   

 Gender  N  Mean  Std. deviation  Std. error mean  t  Sig. (2-tailed) 

 Male  73  49.07  14.28  1.67 
 Female  181  50.28  12.91  .96  −.65  .51 

  Levene’s Test for Equality of Variances : F = 1.093, p = .297  
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   Table 30.4    Students’ overall reading performance by disciplines (n = 251)   

 Course  N  Mean  Std. deviation  Std. error mean  t  Sig. (2-tailed) 

 Science  70  55.80  11.89  1.42  4.68  .000 

 Non-science  181  47.71  13.26  .99 

   Table 30.5    Students’ overall reading performance with regard to language profi ciency   

 Students’ language profi ciency 
(SPM English)  N  Mean 

 Std. 
deviation  Minimum  Maximum 

 A+  3  66.00  19.29  44.00  80.00 
 A  7  73.71  12.24  52.00  86.00 
 A−  2  62.00  16.97  50.00  74.00 
 B+  18  57.67  12.69  32.00  76.00 
 B  30  58.80  12.30  32.00  84.00 
 B−  3  64.67  11.37  52.00  74.00 
 C+  30  55.73  9.92  32.00  76.00 
 C  31  49.16  10.72  22.00  74.00 
 C−  4  40.00  12.33  26.00  56.00 
 D  93  45.39  9.77  20.00  68.00 
 E  32  37.44  8.90  8.00  56.00 
 Missing value  2  56.00  5.66  52.00  60.00 
 Total  255  49.89  13.29  8.00  86.00 

   Table 30.6    One-Way ANOVA of students’ overall reading performance by language profi ciency   

 Sum of squares  df  Mean square  F  Sig. 

 Between groups  17,515.82  11  1592.35  14.15  .000 
 Within groups  27,353.11  243  112.56 
 Total  44,868.93  254 

30.3.2.3        Students’ Overall Reading Comprehension Performance by 
Language Profi ciency 

 Table  30.5  shows students’ overall reading performance based on their language 
profi ciency. The results show that the highest mean score was obtained by students 
with grade ‘A’ (M = 73.71, SD = 19.29). In contrast, the lowest mean score was 
obtained by students with grade ‘E’ (M = 37.44, SD = 8.90). On the whole, it can be 
seen that students’ overall performance in the reading test matched their language 
profi ciency whereby the good students did well, average students performed aver-
age and the weak students did poorly.

   A one way analysis of variance (ANOVA) revealed that there was a signifi cant 
difference in the students’ mean scores based on their language profi ciency, [F (11, 
243) = 14.15, p = 000] as can be seen in Table  30.6 . The Tukey test has confi rmed 
that the different number of students with varied SPM English language grades did 
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not affect the mean scores to be compared. Therefore, the null hypothesis is rejected. 
This shows that students’ performance in the reading test matched their language 
profi ciency levels.

30.3.2.4       Students’ Overall Reading Performance by Campus Locality 

 Table  30.7  shows students’ overall reading comprehension performance based on 
the three different campus localities. Of all the three campuses, the highest mean 
score was obtained by students in Seremban (M = 56.41, SD = 13.28). The second 
highest mean score was obtained by students in Melaka (M = 49.24, SD = 12.09) 
whereas the lowest mean score (M = 44.37, SD = 11.75) was obtained by students in 
Kelantan. This means that on the average, majority of the students in Seremban and 
Melaka passed their reading test (pass mark = 50) but most of the students in 
Kelantan failed theirs.

   A one way analysis of variance (ANOVA) revealed that there was a signifi cant 
difference in the students’ reading marks based on their localities, F(2, 252) = 14.41, 
p = .000. This suggests that the null hypothesis of no differences is rejected. This 
indicates that campus locality has an effect on students’ reading performance (Table 
 30.8 ).

30.4          Discussion 

 The English language reading education of learners has become an issue of great 
concern (Slavin  2003 ). The Programme for International Student Assessment 
(PISA) study has repeatedly found that too many 15-year olds have only a basic 
profi ciency in text understanding (2012). This is particularly true for English as 
second language (ESL) learners at tertiary levels. This means that these ESL 

   Table 30.7    Students’ overall reading performance with regard to campus locality   

 N  Mean  Std. deviation  Minimum  Maximum 

 Melaka  131  49.24  13.28  20.00  86.00 
 Seremban  64  56.41  12.09  32.00  84.00 
 Kelantan  60  44.37  11.75  8.00  74.00 
 Total  255  49.89  13.29  8.00  86.00 

   Table 30.8    One-way ANOVA of students’ reading performance by  campus locality   

 Sum of squares  df  Mean square  F  Sig. 

 Between groups  4603.89  2  2301.95  14.41  .000 
 Within groups  40,265.04  252  159.78 
 Total  44,868.93  254 
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learners who would later enter institutions of higher learning, would face diffi culty 
coping with the copious amount of academic reading. Research has found that read-
ing is essential for academic success. In addition, it is essential for students to 
acquire foundational skills such as reading to be able to compete in the twenty-fi rst 
century. 

 The fi ndings in this study show that on the whole, students in the pre-diploma 
English language course have poor reading skills. Whilst there were a few who 
obtained grade A, the majority of them failed obtaining grade C− and below. In fact, 
the majority of those who passed only managed a grade C, which is the minimum 
requirement for a pass. The results are troubling in that these students have been 
studying English for the past 11 years and yet they have limited reading ability. This 
is further exacerbated by the fi nding that as the diffi culty level of the readability 
index of the passages increased, the students’ reading performance decreased. 
Students performed best at the PMR level. This suggests their limited reading pro-
fi ciency. Findings also indicated that there was signifi cant difference in students’ 
reading performance with regards to course discipline, language profi ciency and 
locality. However, there was no signifi cant difference with regard to gender. 

 Although Science students performed signifi cantly better than the Non-Science 
students, the mean scores showed that they (the Science students) obtained just one 
grade (Grade C) better than the Non-Science students (grade C−). What this sug-
gests is that both the Science and non-Science students need support and assistance 
to improve their reading profi ciency. Currently both sets of students are profi cient 
but only at the Flesch Kincaid reading grade 8 which is equivalent to Secondary 3 
level. This is obviously very much lower than their expected level of profi ciency 
which should be at the Flesch Kincaid reading grade 12 at least. This is the level 
appropriate for students preparing for university education in Malaysia. What is 
particularly troubling is the fact that these students also have diffi culty coping with 
passages at the Flesch Kincaid reading grade 10. The concern here is that these 
students have just completed their SPM examination and yet they have diffi culty 
answering reading comprehension questions at this level. It shows the extent of poor 
reading abilities of these students which may persist in higher education. This has 
implications for the pre-diploma English language course developers. The English 
course has to not only equip students with reading skills necessary for academic 
reading in the university but also to address the poor reading skills which these stu-
dents came in with. 

 Another fi nding is that there is signifi cant difference in students’ reading perfor-
mance with regard to campus locality. Of the three branch campuses, Seremban 
obtained the highest mean score (Grade C+), followed by Melaka (Grade C−) and 
Kelantan (Grade D+). Apart from Seremban, students from Melaka and Kelantan 
failed the reading component of the diagnostic test. It is unclear if the students came 
from the respective states of the branch campuses or they comprised students from 
all over Malaysia. Nevertheless, what is worrying is the fact that only students from 
one campus passed the reading component of the diagnostic test, and even then, 
they passed with a mean grade of only C+. All these reinforce the idea that the pre- 
diploma English language students generally have poor reading skills. 
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 Findings in this study also revealed that there is signifi cant difference in students’ 
reading performance with regard to their language profi ciency. More than half of the 
students obtained C− and below in their SPM English. Out of these, one third 
obtained a grade D. What this shows is that the majority of pre-diploma English 
language students have low English language profi ciency. This has important impli-
cations for L2 instruction of the pre-diploma English language course. Research on 
L2 reading has shown that although reading is described as an interactive process, 
low profi ciency students tend to use more of the lower level (bottom- up) process 
compared to the higher level (top-down) process (Alderson  2000 ; Bråten, 2007 as 
cited in Hellekjaer  2009 ; Grabe  2009 ; Koda  2005 ). This bottom-up process is depen-
dent upon automatic word recognition which then provides the basis for higher-level 
processing (Hellekjaer  2009 ). In contrast, this would be an effortless process for a 
profi cient reader. For that reason, researchers like Grabe ( 1988 ,  2009 ) and Alderson 
( 2000 ) have stressed the importance of vocabulary knowledge in reading. In fact, 
Alderson ( 2000 ) posits that the measures of a reader’s vocabulary knowledge cor-
relates highly with measures of reading comprehension, and are often the single best 
predictor of text comprehension. Hence, it is important for the pre-diploma English 
course to build students’ vocabulary knowledge in their respective disciplines. 

 Furthermore, Alderson has found that profi cient readers use metacognitive moni-
toring strategies to monitor their understanding of the text; and use linguistic and/or 
content knowledge to aid comprehension. This is one main factor distinguishing 
profi cient readers from poor readers (Alderson  2000 ; Bråten and Olaussen  1998 ; 
Slavin  2003 ). Good readers evaluate their comprehension though the use of meaning- 
based cues whereas poor readers are overly dependent upon word-level cues and 
tend to focus on intrasential rather than intersential consistency. This focus on micro 
level cues (word-level and intrasentential relations) may explain why many poor 
readers’ comprehension is impeded by unfamiliar vocabulary. In contrast, profi cient 
readers are able to disregard unfamiliar words which disrupt their reading process. 

 The use of metacognitive strategies by profi cient readers to aid reading compre-
hension has important implications for the pre-diploma English language pro-
gramme. This suggests that learning strategies, particularly, language learning 
strategy should be incorporated in the instruction for the pre-diploma course. A 
strategy is a set of abilities that a reader makes use of consciously or automatically 
(Urquhart and Weir  1998 ). Language learning strategies comprise the metacogni-
tive, cognitive as well as the socio-affective strategies (Chamot and O’Malley  1987 ). 
Incorporating these strategies explicitly in L2 reading instruction would indeed be 
useful for at risk learners like the MDAB students who have demonstrated low 
English language profi ciency in this study.  

30.5     Conclusion 

 To conclude, the study found that almost half of the pre-diploma English language 
students failed the reading component of the English language diagnostic test. 
Furthermore, it was found that students do not have adequate vocabulary necessary 
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for effi cient L2 reading. The study also shows that there were signifi cant differences 
in the results with regard to course discipline, language profi ciency and locality but 
not gender. These imply that most of these at risk students have low language profi -
ciency which hinders their L2 English language reading comprehension. It can be 
inferred that these students have poor basic learning strategies which may have led 
to their poor reading performance in the Diagnostic test. What this suggests is that 
learning strategies especially language learning strategies should be incorporated 
into L2 reading instruction to remedy the students’ poor reading comprehension. In 
the long term, improving their reading skills would not only prepare these students 
at risk of educational failure to improve their academic reading but also to equip 
them with twenty-fi rst century basic literacy skills to prepare them to handle the 
current excess of information necessary for innovation societies. However, it must 
be stressed that improving vocabulary skills and strategy training are not the only 
panacea for improving reading performance. There are many other factors that con-
tribute to ESL learners’ reading performance such as attitude, motivation which 
need to be looked into as well.     
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    Chapter 31   
 Student Perception of Using Project-Based 
Learning (PjBL): A Case Study in Universiti 
Teknologi Malaysia (UTM)       

       Van     Ngoc     Sang      and     Nguyen     Thuy     Van    

    Abstract     Active learning has attracted strong advocates among faculty looking for 
alternatives to traditional teaching methods. Project-based learning has been 
recently introduced as an add-on teaching method in some countries. In Universiti 
Teknologi Malaysia, Project-Based learning has been introduced as part of the 
 curriculum to inculcate entrepreneurial thinking skills. This paper discusses the 
feedback on students’ perceptions regarding the implementation of project-based 
learning. The fi ndings of the paper show that most students have positive perception 
of using Project-based learning as a teaching method and agree to learn using the 
same method in the future. Learners also highly appreciated that project-based 
learning promoted their soft-skills, includes of  Teamwork; Project Management; 
Communication Skills, Interpersonal Skills . The results of the study did not show 
any signifi cant differences in perceptions between male and female students in 
using Project-based learning in the training programs.  

  Keywords     Project based learning   •   Soft skills   •   Student perception  

31.1         Introduction 

 Higher Education Institutions (HEIs) in developing countries aimed to put the 
words of Innovative – Global – Entrepreneurial in their mission as the directions for 
activities and strategic thrusts in order to move forward towards being a global 
university. HEIs try to provide stimulating, entrepreneurial and quality learning 
environment for students in discipline to achieve their study goals. One of the initiatives 
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for achieving this thrust is the implementation of project-based learning (PjBL) in 
curriculum with the aim of exposing students to the real world and inculcating 
entrepreneurial thinking skills as well as developing soft-skills to enable them to 
adapt to the highly competitive labor market environment (Lawrence  1997 ; NCIHE 
 1997 ; Mohamed Khalid Nordin  2009 ; Treleavan and Voola  2008 ). 

 Using PjBL as a teaching method has been proven to be effective which engages 
students in an organized and cooperative manner to investigate and resolve certain 
problems. Moursund ( 2007 ) defi nes project-based learning as an individual or group 
activity that goes on over a period of time, resulting in a product, presentation or 
performance; PjBL typically has a time line and milestones, and other aspects of 
formative evaluation as the project proceeds (Ahluwalia & Aggrawal  2010 ). Moss 
et al. ( 1998 ) affi rm that project- based work lends itself well to evaluations of both 
language skills and employability skills. Consequently, in PjBL, learners learn 
meaningfully through the process of exploring, scaffolding, interpreting, negotiat-
ing, and creating products namely presentation and written report required in their 
project work. It is undeniable that PjBL is benefi cial to students’ as they acquire and 
practice not only workplace skills but also soft skills while carrying out the project 
work. Advantages of PjBL include greater student and faculty interest and interac-
tivity, vicarious learning, and increased refl ection (Bell  2010 ; Doppelt  2003 ). 
Furthermore, Kloppenborg and Baucus ( 2004 ) outlines the benefi ts of using PjBL 
as an interactive learning strategy, shifting the emphasis to more student-centred 
activities rather than teacher-centred. 

 In this research study the following hypotheses is are tested:

    1.     H   1  : Students’ perceptions of using PjBL in the curriculum is related to knowing more 
about the real world, enjoy, learning more soft skills and gaining benefi ts from it.   

   2.     H   2  : Students’ perceptions of using PjBL help them develop soft skills, such as: 
 Teamwork, Project Management, Communication Skills and Interpersonal Skills.    

   3.     H   3  : There is no signifi cant difference between different types of gender in terms 
of using PjBL in the curriculum.    

31.2       Literature Review 

31.2.1     The Benefi ts of Project-Based Learning (PjBL) 

 Markham ( 2011 ) has described that project-based learning (PjBL) PjBL integrates 
knowing and doing. Students learn knowledge and elements of the core curriculum, 
but also apply what they know to solve authentic problems and produce results that 
matter. PjBL students take advantage of digital tools to produce high quality, 
collaborative products. PjBL refocuses education on the student, not the curriculum-
-a shift mandated by the global world, which rewards intangible assets such as 
drive, passion, creativity, empathy, and resiliency. These cannot be taught out of a 
textbook, but must be activated through experience. 

 In real workplace settings, students implement project-based learning as they are 
really able to gain knowledge and skills more than in classroom. For example, skills 
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such as decision-making, problem-solving, managing confl icts, team working and 
being innovative are important elements of job competence. Gultekin in Bell ( 2010 ) 
affi rms that through PjBL students become better researchers, problem solvers, and 
higher-order thinkers. Research supports that students using PjBL perform better on 
both standardized assessments and project tests than students in traditional direct 
instruction programs, and that they learn not only real-world application of skills, 
but also analytical thinking as stated in Boaler’s study ( 1999 ). 

 Especially, the twenty-fi rst century workforce should have a new mindset in 
encountering the challenges and demands of the workplace. Pink ( 2005 ) argues that 
the workplace is changing as a result of three factors: Asia, abundance, automation 
and that to remain competitive workers will need new skills; Pink’s fi ndings cor-
respond with those of other experts and researchers who have studied the changing 
workplace and the skills that will be needed for continued work success. In the 
process of PjBL student need both of academic and social skills for completing the 
project. Particularly, learners are involved in preparing meeting, questions and 
 discuss to collect relevant information for their project. Rosen ( 1998 ) emphasizes 
that learners develop questions as a group, divide the work among individuals or 
pairs to fi nd answers to selected questions using a variety of sources such as the 
internet or guest speakers. Rosen ( 1998 ) also states that the criteria for project work 
are, learners work in a group to select topics of interest and decide the direction of 
their learning. They rely on insights from their peers while providing feedback 
to others, use the teacher as a resource, but by and large, and create their own 
knowledge. Kloppenborg and Baucus ( 2004 ) also reported on the learning outcome 
of students as manifested in their successful experiences gained in planning, managing, 
and accomplishing projects. Kloppenborg and Baucus ( 2004 ) reiterated that many 
of skills learned through PjBL are highly sought by today’s employers including the 
ability to work well with others and handle interpersonal confl icts, make thoughtful 
decisions, practice and solve complex problems. 

 Successful experiences include the ability to resolve confl icts through creative 
problem solving approaches and the accomplishment of a project that make them 
more aware of real life problems and issue. Bell ( 2010 ) states that project based 
learning (PjBL) promotes social learning as students practice and become profi cient 
with the twenty-fi rst century skills of communication, negotiation, and collaboration. 
When students share their work or challenges, a brainstorming session often 
helps them build on each other’s ideas for future possibilities which promotes 
creativity and out-of the-box thinking. Therefore, PjBL plays a signifi cant role in 
exposing students to a meaningful learning process while they are engaged in 
completing their project. 

 Graduates of today need to become profi cient in twenty-fi rst century workplace 
skills as to meet the challenges of this era. The respective skills are critical thinking 
and problem solving, communication, collaboration, creativity and innovation; that 
also increasingly demand creativity, perseverance and problem solving combined 
with performing well as part of a team. The enGauge Report ( 2003 ) asserts that 
“rapid change and increased competition require that workers use their soft 
skills to adapt quickly to changing technologies and organizational 
structures”(pg. 8). The future era calls for proactive individuals with creative 
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minds. “The future belongs to a very different kind of person with a very different 
type of mind (pg. 1)” reminds Pink ( 2005 ). 

 According to Ng et al. ( 2009 ), in a survey conducted in 2004 by the Central Bank 
of Malaysia, involving 312 companies, 77.6 % of the respondents were of the view 
that Malaysian graduates lack the required skills to function effectively at the workplace. 
This concern has been one of the deliberated issues discussed among the academia 
in Malaysia, and other regions. It is timely for Malaysia to revamp its education 
system that is market driven in order to produce ‘work-ready graduates’  

31.2.2     The Strategies for Using Project-Based Learning 

 Project-based learning emphasizes learning activities that are long-term, interdisciplin-
ary and student-centered. Unlike traditional, teacher-led classroom activities, 
students often must organize their own work and manage their own time in a project- 
based class. Project-based instruction differs from traditional inquiry by its emphasis 
on students’ collaborative or individual artifact construction to represent what is 
being learned (Grant  2002 , Sidman-Taveau and Milner-Bolotin  2001 ). The core 
idea of project-based learning is that real-world problems capture students’ interest 
and provoke serious thinking as the students acquire and apply new knowledge in a 
problem-solving context. The teacher plays the role of facilitator, working with 
students to frame worthwhile questions, structuring meaningful tasks, coaching 
both knowledge development and social skills, and carefully assessing what stu-
dents have learned from the experience. Typical projects present a problem to solve 
or a phenomenon to investigate (Thomas  2000 ). 

 Comprehensive Project-based Learning: (1) is organized around an open-ended driv-
ing question or challenge; (2) creates a need to know essential content and skills; (3) 
requires inquiry to learn and/or create something new; (4) requires critical thinking, 
problem solving, collaboration, and various forms of communication, often known as 
“21st Century Skills.”; (5) allows some degree of student voice and choice; (6) incorpo-
rates feedback and revision; (7) results in a publicly presented product or performance 
(Thomas  2000 ; Tretten  and Zachariou  1995 ).   

31.3     Method 

 This study used survey instrument to evaluate students’ perceptions toward using 
project-based learning. The survey consists of 22 closed ended questions and 01 
open question that have been divided into two sections. The fi rst section included 
demographic questions such as the program of study, gender, faculty, major and 
type of study for the respondent. 

 The second section included four point Likert scale questions related to the usage 
of project-based learning. The questionnaires were distributed among 50 respon-
dents of students from the Universiti Teknologi Malaysia (UTM). 

 The appropriate case study article that suite with the content of the course study 
has been selected. Students were initially given questionnaire with the idea that they 
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had a good understanding about the PjBL background, scenario and issue. Students 
were evaluated based on active participation during the discussion session for 2 h. 
The questionnaire was distributed to all students at the end of the session.  

31.4     Findings 

31.4.1     Student’s Perception of Positive of Project-Based 
Learning 

 The respondents for the survey were made truly representative by keeping equal 
number of female and male students like 52 % out of 50 respondents are female and 
48 % of the respondents were male. 

 The descriptive analysis for early four questions shows positive perception of 
students for the Project-based learning discussion implementation. This is 
illustrated in Table  31.1 .

      

    Table 31.1    Descriptive analysis of questionnaire in general positives of Project-based learning   

 Statements  1  2  3  4  5 

 I think i get to know more about the real world when 
learning using the Project-based learning 

 0 %  4 %  16 %  46 %  34 % 

 I think i will learn more using project-based learning 
compared to listening to lectures 

 0 %  6 %  12 %  54 %  28 % 

 I think learning through project-based learning is very 
benefi cial 

 0 %  0 %  20 %  40 %  40 % 

 I think learning through the project-based learning is 
enjoyable 

 0 %  2 %  12 %  50 %  36 % 

   1  strongly disagree,  2  disagree,  3  neutral,  4  agree,  5  strongly agree  
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    For the four questions, the cumulative percentage of students who answered 
‘Agree’ and “Strongly Agree” is equal or more than 80 % which strongly shows 
students’ positive perceptions.  

31.4.2     Student’s Perception of Enhancing Soft-Skills 
from Project-Based Learning 

 For the teamwork skills, the cumulative percentage of students who answered 
‘Agree’ and “Strongly Agree” is equal or more than 78 % which strongly shows 
students’ positive perceptions. In 50 students were asked to respond to the soft skills 
learned from teamwork. Majority of the respondents or 88 % agreed that they 
learned that good team-work contributes to a successful outcome of the project. 
This is evident when 86 % of students responded they learned how to be assertive 
when exchanging ideas with group members. See Table  31.2 .

   However, 20 % students’ answer is “neutral” in question “ I learned how to listen 
actively to my group members ”. This indicated that with young student, listening to 
another opinions need to learn and practice more. 

 This fi nding has shown that students have successfully worked in groups in 
managing the assigned tasks in the project work. Rosen ( 1998 ) emphasizes that 
learners develop questions as a group, divide the work among individuals or pairs to 
fi nd answers to selected questions using a variety of sources such as the internet 
or guest speakers. Rosen ( 1998 ) also states that the criteria for project work are, 
learners work in a group to select topics of interest and decide the direction of their 
learning: they rely on insights from their peers while providing feedback to others; 
they may use the teacher as a resource, but by and large, they create their own 
knowledge (Table  31.3 ).

   The project which was successfully completed as a result of teamwork effort also 
helps develop individual soft skills especially project management. It is apparent 
that when students are able to work in a team, they display confi dence in giving 
suggestions. A total of 82 % of the respondents acknowledged they feel they have the 
confi dence to give suggestions without any form of apprehension. However, 80 % 

   Table 31.2    Students’ responses on teamwork from project-based learning   

 Statements  1  2  3  4  5 

 I learned how to listen actively to my group members  2 %  20 %  38 %  40 % 
 I learned how to ask and respond appropriately among 
group members. 

 2 %  16 %  42 %  40 % 

 Learned how to be assertive when exchanging ideas with 
group members. 

 2 %  12 %  58 %  28 % 

 I learned that good team-work contributes to a successful 
outcome of the project 

 4 %  8 %  42 %  46 % 

   1  strongly disagree,  2  disagree,  3  neutral,  4  agree,  5  strongly agree  
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of the respondents stated that they learned how to brainstorm and forward ideas 
appropriately with group members after they have undergone PjBL. These ideas 
give way for searching of current and relevant material related to the project work. 

 Gathering information from reading materials is a required skill in doing project 
work. Eighty-eight percent agreed that they were able to understand and gather 
information for the project, based on the reading materials. Finally, the fi ndings 
show that 78 % agreed that they learned how to identify the relevant ideas from the 
reading materials gathered regarding project work. This means that through PjBL, 
students have acquired relevant reading skills such as skimming and scanning, 
gathering information and identifying relevant ideas related to the project 
undertaken by their group. But 22 % need to improve these skills. This denotes that 
little more than three quarter of the students are suffi ciently skillful in collecting 
information from reading materials and only about a quarter needs assistance in 
information gathering. Instructors should encourage students to gather information 
from various resources such as academic books, journals, and articles besides the 
internet which students often refer to (Table  31.4 ).

   It is not suffi cient for a student to obtain a degree alone as employers are looking 
for more than just knowledge and technical skills of a degree discipline. They 
particularly value communication skills. Job applicants who can demonstrate that 
they have developed these skills will have a real advantage. In view of this current 
situation, project-based learning provides immense opportunities for students to 

   Table 31.3    Students’ responses on project management from project-based learning   

 Statements  1  2  3  4  5 

 I am confi dent to give suggestions freely among group 
members 

 2 %  16 %  40 %  42 % 

 I learned how to brainstorm and forward ideas 
appropriately with group members 

 4 %  16 %  36 %  44 % 

 I understand and able to gather information for the project  12 %  46 %  42 % 
 learned how to identify the relevant ideas from reading 
materials regarding project work 

 4 %  18 %  46 %  32 % 

   1  strongly disagree,  2  disagree,  3  neutral,  4  agree,  5  strongly agree  

   Table 31.4    Students’ responses on communication skills from project-based learning   

 Statements  1  2  3  4  5 

 I learned to write e-mails related to workplace settings  8 %  24 %  44 %  24 % 
 I responded well to e-mails I received related to the 
project assigned 

 8 %  22 %  40 %  30 % 

 I become familiar with the writing format and style of 
workplace e-mails 

 4 %  22 %  42 %  32 % 

 I learned to organize ideas in preparing and writing the 
executive summary 

 2 %  26 %  42 %  30 % 

 I learned how to write reports based on the fi ndings  4 %  6 %  54 %  36 % 

   1  strongly disagree,  2  disagree,  3  neutral,  4  agree,  5  strongly agree  
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develop their communication skills as shown in the following fi ndings. A total of 
66 % learned to write e-mails related to workplace settings, but there are 24 % 
students responds in neutral, discuss with some students, their answers are that this 
skills can study other works not only in project-based learning. In addition, 70 % 
responded well to e-mails received related to the project assigned. However, 74 % 
became familiar with the writing format and style of workplace e-mails. (72 %) 
learned to organize ideas in preparing and writing the executive summary and a 
large number of students 90 % learned how to write reports based on the fi ndings. 

 The fi ndings have shown that students greatly benefi t in developing their com-
munication skills especially in writing e-mails, executive summary and reports. 
Lawton and Franc ( 2009 ) suggest that communication and language skills can be 
delivered in project work as in the case of Multilingual Project at the University of 
Westminster. It is essential that students communicate effectively in order to fulfi ll 
the needs of the twenty-fi rst century job market. Archer and Davison ( 2008 ) listed 
communication skills in  Graduate Employability: The Views of Employers  as the 
highest ranking in the views of employers in London. Similarly, the three key 
competency qualities required in the Malaysian job market according to the are 
(i) self- imaging or grooming, (ii) effective communication skills and (iii) English 
profi ciency (Mohamed Khalid Nordin  2009 ). 

 As for interpersonal skills, more than half of the respondents, 77 % agreed that 
they became perceptive and sensitive to the needs of others. When working with 
others from different social and cultural background, almost 82 % agreed to it while 
only 18 % were uncertain. In carrying the project work, respondents were required 
to use both formal and informal language according to different context of discourse; 
total of 84 % agreed that they have acquired the skill. They have also improved their 
social skills when they engaged in conversations with employers and employees of 
a company when undergoing their project. In addition, they have also learned how 
to interrupt appropriately where 92 % agreed to the statement. Compare with other 
tables, the fi ndings in Table  31.5  show that more than 56 % of the respondents gave 
uncertain or neutral answers to the statements (1,2,3) which denotes a signifi cant 

   Table 31.5    Students’ responses on interpersonal skills from project-based learning   

 Statements  1  2  3  4  5 

 I became more perceptive and sensitive to the needs 
of others during group work 

 6 %  16 %  44 %  34 % 

 I learned to work successfully with students from 
different social and cultural groups 

 4 %  14 %  48 %  34 % 

 I learned to use formal and informal language in the 
appropriate context of discourse 

 2 %  2 %  12 %  52 %  32 % 

 I improved my social skills by meeting and talking 
to employers and workers of an organization 

 8 %  54 %  38 % 

 I learned how to interrupt appropriately during 
interactions 

 2 %  12 %  48 %  38 % 

   1  strongly disagree,  2  disagree,  3  neutral,  4  agree,  5  strongly agree  
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number of students who were unsure if they had acquired the interpersonal skills. 
This may imply that they were unable to develop their interpersonal skills while 
undergoing.

   Hence, further practice needs to be given to students to enable them to acquire 
the required interpersonal skills to meet the requirements of the needs of the twenty- 
fi rst century job market.

    Students’ perceptions of using Project-based learning are related to general 
benefi ts and soft skills (teamwork, Project Management, Communication 
Skills, Interpersonal Skills)    

An examination of correlation among students’ overall  benefi ts and soft skills  , 
include of teamwork, Project Management, Communication Skills, Interpersonal 
Skills  and overall perception of using Project-based learning is shown in Table  31.6 .

   The students overall Interpersonal skills yielded a correlation of .891, overall 
Project management yielded .866, overall communication yielded .840, overall 
teamwork .837, overall general benefi ts .730 with the overall students, perception of 
using Project-based learning. Therefore, there is a signifi cant relationship between 
each factor and the students overall perception of using Project-based learning. 

 The total percentage of students who answered ‘Agree’ and “Strongly Agree” is 
more than 80 %. The comparison of data for only ‘Agree’ and ‘Strongly Agree’ in 
questionnaires can help the researcher to understand the level of students’  agreement 
toward using Project-based learning. However, according to Table  31.1 , the Means of 
responses to fi ve point Likert Scale is upper than three which shows the high enthu-
siasm of students toward using project-based learning in teaching and learning.  

31.4.3     There Is No Signifi cant Difference Between Different 
Types of Gender in Term of Using Project-Based 
Learning 

 The respondents for the survey are balanced between female and male approxi-
mately with 52 % out of 50 respondents are female and 48 % of the respondents are 
male.  T -Test is used to fi nd whether there is a signifi cant difference available 
between the means of different genders or not. Table  31.7  shows the results of 
 T -Test analysis on gender.

   Table 31.6    Means, standard deviations, and correlations   

 Variable  X  SD  Overall using project-based learning 

 General benefi ts  4.1350  .62108  .730 **  
 Teamwork  4.1900  .64198  .837 **  
 Project management  4.1950  .64541  .866 **  
 Communication skills  4.0000  .64270  .840 **  
 Interpersonal skills  4.1600  .62466  .891 **  

  **p < .05  

31 Student Perception of Using Project-Based Learning (PjBL)…



396

   The result of  T -Test analysis shows the Sig. is upper than 0.05 so null hypothesis 
is accepted. In other words, there is not any signifi cant difference between different 
types of genders in term of using Project-based learning.   

31.5     Discussion and Conclusion 

 This paper presented fi ndings from a survey on students’ perceptions on using 
Project-based learning (PjBL) in UTM. Three hypotheses were tested that indicate 
(i) Students’ perceptions of using Project-based learning in the training curriculum 
are related to knowing more about the real world, enjoy, learning more and gaining 
benefi cial; (ii) Students’ perceptions of using PjBL promote students to develop 
soft skills, such as:  Teamwork; Project Management; Communication Skills, 
Interpersonal Skills.  (iii) There is no signifi cant difference between different types 
of gender in term of using PjBL in the curriculum. 

 Overall, fi ndings show that most of the students have positive perceptions of 
using Project-based learning as a teaching method and agree to learn using the same 
method in the future. This study has its limitations. The data collection for this 
research study is from 50 students in UTM who have less number in comparison 
with the total of students in UTM that is more than 20.000. Therefore, the perceptions 
of different group such as undergraduate, master or PhD with more experiences 
can be compared to the result of this research study. Moreover, this research study 
considers just demographic information and twenty two variable items. Therefore, 
for future studies more variable can be considered. 

 Another fi nding from this study is that employability skills are transferable skills, 
and the challenges are (1) how to assist students to obtain jobs which will more 
directly link to their intended professions and (2) how to assist these students to 
identify the employability skills they are learning in their student work roles and 
link them to professional goals. As well as the employability skills that are learned 
in the classroom and through project work, there are other learning opportunities for 
students to experience workplace situations outside classes. This study concludes 
that being in a culture of learning and exposure to new people and experiences, 
project based learning contributes to the development of many soft skills as 
mentioned above with applications to the workplace. This apparently will fulfi ll the 
needs of the twenty-fi rst century job market.     

   Table 31.7    The results of T-Test analysis on gender   

 Paired differences 

 Mean 
different 

 Std. 
deviation 

 Std. error 
different 

 95 % confi dence 
interval of the 
difference 

 t  df 
 Sig. 
(2-tailed) 

 Levene’s test 
for equality of 
variances 

 Lower  Upper  F  Sig. 

 .26286  .16062  −.06009  .58580  1.637  48  .108  .203  .654 
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    Chapter 32   
 Error in Solving Mathematical Word 
Problem: A Study of Preparatory Diploma 
Program       

       Cheong Tau     Han     ,     Parmjit     Singh     ,     Nurul     Akmal     Mohd     Nasir     , 
    Mohd     Adlan     Ramly     , and     Teoh Sian     Hoon    

    Abstract     Every year, thousands of SPM candidates graduate from secondary 
school and get ready to pursue their study in tertiary education. Students have 
choices to either study in Form six, A-level or foundation courses. One of founda-
tion courses would be preparatory diploma program which offered by a local col-
lege. This study is to investigate the effectiveness of the preparatory diploma 
program and do students who enroll in this course do prepare themselves toward 
diploma program. Mathematics is the subject that has been chosen to be investi-
gated. Total of 370 students from a local college were randomly selected to partici-
pate in this study. They were given a test where the test consists of word problems 
and non-word problems. The test covers most of the topics they had studied in sec-
ondary school and the preparatory diploma program. Later, eleven students were 
randomly selected to be interviewed after the test. In this study, researcher found 
that most of students cannot perform in the test as well in the interview. Errors made 
by students had been analyzed based on Fong schematic model where Fong classi-
fi ed errors into fi ve categories, such as complete schema with errors, incomplete 
schema with no errors, and incomplete schema with errors, irrelevant solutions and 
blank solution.  

  Keywords     Mathematics   •   Word problem   •   Preparatory diploma program   •   Fong 
schematics model  
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32.1         Introduction 

 Mathematics has been applied widely in various fi elds and covering wide ranges of 
activities. However, low achievement in mathematics has alerted government and 
stakeholders. This has been an obstacle for Malaysian government in attempting to 
increase the number of graduates especially in the fi elds of science, technology and 
innovation to become knowledge workers to sustain the nation and to achieve the 
title of a developed nation by the year 2020 (Sam et al.  2009 ). 

 Mathematics has been recognized by its worth and value. The importance of hav-
ing a solid background in mathematics and quantitative analysis as prerequisites for 
admission into university and college areas of study is well recognized. Students’ 
achievements in mathematics in high school have a signifi cant effect on their perfor-
mance in college and university (Ismail and Awang  2008 ). 

 However, TIMMS reported that for the past 12 years, results of mathematics sat 
by Malaysia students has dropped from rank 16 (year 1999) to 26 (year 2011) out of 
64 participation countries. TIMMS also unveil that the average score for the math-
ematics subjects has also dropped from 519 points (year 1999) to 440 points (year 
2011) which was below the international average 500 points (TIMMS  2011 ; Najib 
Abd et al.  2011 ). This has shown that Malaysia mathematics level is below the inter-
national level. According to TIMMS report, Malaysian students mostly cannot 
answer word and thinking problems. Therefore, to overcome this problem, Malaysia 
government has decided to introduce high order thinking skill (HOTS) into mathe-
matics syllabus. 

 This study is to investigate the errors made by preparatory diploma students 
(SPM graduates) when solving mathematical word problems. Those mathematical 
word problems cover from secondary school problems up to preparatory diploma 
syllabus.  

32.2     Research Question 

 This study aimed to answer the following questions:

    (i)    Does the students able to answer mathematical word problem?   
   (ii)    What are the mistakes or error made by students when answering mathematical 

word problems?      

32.3     Method 

 Total of 370 students from a local college were randomly selected to participate in 
this study. They were given a test where the test consists of word problems and 
non- word problems. The test covers most of the topics they had studied in 
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secondary school and the preparatory diploma program. The test consists of total 
30 questions inclusive word and non-word problems. Eleven students were ran-
domly selected to be interviewed on the word problems after they sat for the test. 
Errors made by students had been analyzed based on Fong schematic model (Fong 
 1995 ). 

32.3.1     Fong’s Schematic Model for Error Analysis 

 Fong ( 1995 ) schematic model for error analysis is based on the schematic approach 
for analyzing students’ strategies in solving both computational and word prob-
lems. Fong defi ned a schema as the network of interrelationships between different 
sets of knowledge that constitute a concept and schemata as data structures that 
represent the generic concepts stored in memory. Fong classifi es errors into two 
levels. The fi rst level is categorized in terms of schematic approach into fi ve 
categories:

   (E1) complete schema with errors: This type of error arises when an error is made 
in computation or encoding of information although the problem solver is able to 
connect the relevant schema to the problems requirement.  

  (E2) incomplete schema with no errors: In this type of error, students present some, 
but not all, of the correct steps in the solution. No actual error is made other than 
incomplete retrieval of a schema leading to a solution. The problem solver has a 
limited or insuffi cient schema or is unable to connect all the relevant information 
that leads to the solution.  

  (E3) incomplete schema with errors: This category of errors differs from the above 
categories in that the student makes errors such as computation and/or encoding 
errors in addition to demonstrating an incomplete schema or an inability to con-
nect all relevant schemata.  

  (E4) using irrelevant procedures: In this category, the student is unable to retrieve 
any relevant knowledge or information and apply it to work out the solution. Any 
knowledge or information that is retrieved has no connection or link to the ques-
tion, although the problem solver may assume that those pieces of information 
retrieved are the best solutions without realizing that the connection is 
erroneous.  

  (E5) no solution: this category refers to a solution which has no written response. In 
the current study, this category includes both blank responses and solutions 
where only pieces of information taken from the question are written down with-
out any further work, such as 1 hour = 1/3 of the trip. In terms of schematic 
explanation, the student is unable to connect or relate his available schema to the 
information obtained from the question (Fong  1995 ).    

 Fong ( 1995 ) model emphasizes the importance of schematic knowledge to math-
ematical problem solving. He pointed out the second level of errors could be sub-

32 Error in Solving Mathematical Word Problem: A Study of Preparatory Diploma…



402

sumed under the E1, E3, and E4 categories. He further argued that a pupil must fi rst 
overcome the fi rst level of errors in order to successfully solve problems. Therefore, 
fi rst level errors will be analyzed in this study.   

32.4     Results and Analysis 

 Table  32.1  shows the percentage of error made by students during the interview ses-
sion for particular questions respectively while Table  32.2  shows the total percent-
age error made by students during the interview session.

    Overall, there are total of 11 interview respondents were randomly selected to 
participate in this study. During the interview session, students were found to make 
mistakes during the test and those mistakes had been classifi ed into fi ve categories 
based on Fong ( 1995 ) Error Analysis Schematic Model. For the details, refer to the 
descriptions for each question. 

 From Table  32.2 , error that most students made in the interview are as follows (in 
ascending order), E4 (using irrelevant procedures), E5 (no solution), E1 (complete 
schema with errors), E3(incomplete schema with errors) and E2(incomplete schema 
with no errors). 

 Obviously, most of students made error E4 (34 %) where they unable to retrieve 
any relevant knowledge or information and apply it to work out the solution, follow 
by error E5 (18 %) where they do not attempt to solve the question and left the solu-
tion to be blank. Next, error E1 is third type of error where students made most. In 
error E1, 15 % of students made mistake in their calculation and lead to wrong 
answer, and 13 % of students did not complete his working plus they made mistake 
in their calculation. Lastly, 5 % of students made error E2 where they only show 
halfway of their working and did not precede it. 

 The following sections discuss type of errors made by students in details. Owing 
to some constraints, only few questions and respondents’ results will be discussed. 
The interview was conducted in Bahasa Malaysia. Translation is made and written 
in italic beneath the interview transcript.

   Table 32.1    Percentage of error for each interviewed question made by students   

 Error 

 Percentage (Count) 

 Q2  Q4  Q12  Q23  Q29 

 E1  36 % (4)  36 % (4)  18 % (2)  0 % (0)  0 % (0) 
 E2  0 % (0)  9 % (1)  0 % (0)  0 % (0)  0 % (0) 
 E3  0 % (0)  0 % (0)  0 % (0)  0 % (0)  0 % (0) 
 E4  0 % (0)  27 % (3)  64 % (7)  91 %(10)  100 %(11) 
 E5  9 % (1)  0 % (0)  9 % (1)  9 % (1)  0 % (0) 
 Correct  55 % (6)  27 % (3)  9 % (1)  0 % (0)  0 % (0) 
 Total  100 % (11)  100 % (11)  100 % (11)  100 % (11)  100 % (11) 
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  Question 2 

  The lowest temperature on Sunday morning was −8 °C. Later that same day the 
temperature reached a high of 24 °C. By how many degrees Celcius did the tem-
perature increased?   

 Respondent  Interview  Respondent solution 

 R2  … Tolakkan 24-8…  Negatif menunjukkan 
sama ada ia hanya sejuk ataupun panas …. 

      

 ( Negative sign shows either it is cold or hot)  

 R6  …Sebab soalan nak peningkatan suhu. Soalan 
nak peningkatan suhu, sebab itu saya tambah 
24? 

      

  (Since the question asked for temperature 
increase, therefore I plus with 24)  

 R7  …Saya tidak faham dan tidak tahu 
        (I don’t know)  

 R11  I: Bagaimana anda tahu kadar peningkatan 
adalah 16? Kenapa anda buat negative 8 tambah 
24? 

      

 R: Kerana suhu meningkat… 

   From the interview carried, notice that respondent R7 do not understand the 
question. So, he left it blank (E5). For respondents R2, R6 and R11, they made 
mistake in operation (E1), where they perform −8 + 24 = 16 or 24-8 = 16 as they 
mentioned the temperature increased from −8 to 24. Moreover for R2, he did men-
tion the negative sign is to show whether the object is cool or hot. Overall, 6 out of 
11 respondents do answer the question correctly.

   Table 32.2    Percentage of 
error made by students during 
the interview  

 Error 

 Percentage (Count) 

 Total 

 E1  18 % (10) 
 E2  2 % (1) 
 E3  0 % (0) 
 E4  56 % (31) 
 E5  5 % (3) 
 Correct  18 % (10) 
 Total  100 % (6) 
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  Question 4 

  Ms Chin went to the doctor at 7:15 pm. She reached the clinic  1

3  
  hour later. She was

in the clinic for  
4

5  
  hour. She takes another 25 min to reach home. What time did she 

reach home?   

 Respondent  Interview  Respondent solution 

 R2  …Tukar 7.15 ke system 24 jam. Bagaimana 
awak tukarkan 7.15 ke system 24 jam? 7.15, 
system 24 jam ialah 19.15… Tukarkan 1/3 
jam ke minit, 1/3 darab 60, dapat 20 minit. 
Lepas tu, tukarkan 4/5 jam kepada 48 minit, 
kemudian tambahkan semua.  Jumlah jam 
dapat waktu 8.23 pm  

        (   This respondent did not complete the 
calculation)  

 R6  …Tetapi kenapa anda tersekat dan berhenti 
pada operasi tambah? Saya tidak tahu untuk 
tukarkan. Anda tidak tahu tukarkan apa?Jam 
tu ke? Maksudnya daripada jam ke minit 
anda  tidak tahu  tukarkan? Ya. 

      

 ( I do not know how to convert from hour to 
minit)  

 R7  …Saya boleh buat tetapi tidak pasti dengan 
jawapan saya. 

      

 …Saya rasa 1/3 jam bersamaan dengan 20 
minit, 
  manakala 4/5 jam bersamaan dengan 28 
minit ,jadi, dia ambil masa untuk pulang ke 
rumah sebanyak 25 minit. Jadi tambah semua 
jumlah untuk tahu berapa banyak masa dia 
ambil untuk sampai ke rumah. 
 ( This respondents made mistake in 
converting 4/5 hours equal 28 minitues)  

   Based on the interview for question 4, notice that respondents R2 and R7 able to 
understand the need of question and able to show their working but they did mis-
takes in their calculation. Therefore they couldn’t get the correct answer. This is 
error type 1 (E1). Respondent 2 made error E2 where he fails to fi nd the fi nal answer 
but the working he showed has no errors. Respondents R4 and R6 did error E4 
where they do not know how to extract the information to be used in their computa-
tion. They only show partial and copy information from the question without con-
tinues solve it. Overall there are 30 % students able to solve this question correctly.

  Question 12 

  The perimeter of a rectangular plot of land is 510 m. Given the ratio of the length to 
width of the land is 12 to 5.. Find the actual dimension (length and width) of the 
land.   
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 Respondent  Interview  Respondents solution 

 R1  Saya tak dapat jawab…Boleh baca soalan? 
Boleh. Tapi saya tak faham”given the ratio of 
the length to width”… Apakah maksud 
perimeter? Jumlah petak semua adalah 
510.  Berdasarkan soalan, apakah maksud 
ratio? Ratio panjang ke with 12 ke 5. Apa yang 
anda faham mengenai ratio 12 ke 5? Saya tak 
faham 12 ke 5. Adakah awak faham maksud 
 dimension ? Bentuknya lah  area. Jadi adakah 
anda faham kehendak soalan? Tidak …. 

      

  (This respondent can read the question, can 
understand what is perimeter, but did not 
understand what is ratio and the need of 
questions)  
 Type of Error: E4 

 R3  Adakah anda faham kehendak soalan? Äctual 
dimension. Jadi anda tidak faham apakah 
actual dimension”? Ya…Jadi anda tak faham 
kehendak soalan? Kalau soalan nak ukuran 
sebnenar, anda boleh buat? Tak boleh 

        (This respondent did not understand the 
question)  
 Type of Errors: E4 

 R4  Saya tak berapa faham soalan ini. Jadi, boleh 
anda terangkan sedikit apakah informasi 
dalam soalan ini? Perimeter untuk 
rectangular. Apakah itu rectangular. Segi 
empat tepat. ..jadi adakah panjang dan 
lebarnya adalah 12 dan 5? Length 12 dan 
width adalah 5. 

      

  (This respondent has said that the length is 12 
and width is 5)  
 Type of Errors: E4 

 R7  …Saya tidak faham dan tidak tahu untuk 
buat…Soalan memberikan nisbah panjang 
tetapi saya tidak faham dari berapa sampai 
berapa? Apa yang dimaksudkan “fi nd the 
actual dimension”? Saya tidak faham. Saya 
tidak tahu kira. 

      

  (This respondent do not understand the 
meaning of actual dimension)  

 R10  …Sebab jumlah ukur lilit adalah 510, jadi 
untuk mencari jumlah sebenar panjang, 510 
bahagi dengan jumlah nisbah, darab dengan 
nisbah panjang. Maksudnya, 510/17 darab 
dengan 12? Kenapa anda harus darab dengan 
12? Sebab nisbah panjang adalah 12. Jadi 
akan dapat jumlah sebenar untuk panjang. 
Kemudian, anda cari jumlah sebenar lebar? 

      
 Menggunakan kaedah yang sama tetapi darab 
dengan 5… 
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   For question 12, respondent R10 did error E1 where they did mistake in calcula-
tion (division). Seven respondents (R1, R3 and R4) did make error E4 where they 
use irrelevant information’s which they think the information might be useful in 
solving the question. Majority of them had problem in understanding the words 
“ratio”. One respondent, R7 did not answer the question and leave it blank.

  Question 23 

  Eva and Alex want to paint the door of their garage. They fi rst mix 2 cans of white 
paint and 3 cans of black paint to get a particular shade of grey. They add one 
more can of each. Will the new shade of grey be lighter, darker or they are the 
same?   

 Respondent  Interview  Respondent solution 

 R1  Sama. Kenapa? Sebab dia tambah satu tin 
bagi hitam dan putih. Kalau cat yang 
ditambah adalah putih sahaja, makin cerah 
warnanya, tapi kalau car warna hitam yang 
ditambah makin gelap. Tapi sekarang 
ditambah satu hitam dan satu putih. Warna 
kelabu akan sama 

        (This respondent said the new shade of grey 
are the same because the same amount of 
black and white color were mixed)  

 R2  Sama. Kenapa sama? Sebab nisbah yang 
sama. Adakah sebab awak nak cakap 2/3 
sama dengan ¾? Ya 

        (This respondent said the ratio 2/3 and ¾ are 
the same)  

 R3  Sama. …Kalau contohnya 2 tin putih ini 
ditambah lagi 2 tin aka nada kesannya. Tapi 
sekarang setiap satu cat ditambah satu. Jadi 
tak akan bagi apa-apa effect. Hasilnya tetap 
kelabu. Kelabu yang sama? Taka da yang 
lebih gelap atau cerah? Tidak       
  (This respondent said the new shade of grey 
are the same because the same amount 
of black and white color were mixed)  

 R5  Jawapannya sama. Kenapa jawapan anda 
adalah sama? Mula-mula cat ini ada 2 putih 
dan 3 hitam, kemudian ditambah 1 bagi setiap 
satu, Ia sama sebab ditambah dengan jumlah 
yang sama. Jadi, nisbahnya adalah sama? Ya. 
Jadi adalkah kelabu pertama dengan keduanya 
adalah sama? Ya 

      

  (This respondent said the new shade of grey 
are the same because the same amount of 
black and white color were mixed)  
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   For question 23, none of the students able to answer the question. They made 
error E3 where their workings were incomplete with errors. Only respondent R4 
and R6, initially, get the correct answer, but after being interviewed on how they got 
the answer, they changed their answer. Majority of them understand the question, 
but when come to concept ratio, they failed to get it right.

  Question 29 

  Rahman takes 20 h to paint a house, where Ah Beng takes 30 h. How long will it 
take for them to paint a house if they work together?   

 Respondent  Interview  Respondent solution 

 R1  Saya confuse dengan soalan ini. Saya 
tambahkan 20 jam dengan 30, jadi 50 jam. 
Sebab kerja sama-sama saya bahagikan 
dengan 2 

      

  (This respondent confuse with the question. 
He sum up two working time and fi nd the 
average for it)  

 R2  …Saya tolak. Kenapa? Untuk cari perbezaan. 
Jadi daripada perbezaan hasilnya sama? Ya. 
Kenapa toalk? Rahman 20, Ah Beng 30, jadi 
beza tu lah mereka boleh siapkan 

      
  (This respondent fi nd the difference of the 
working time as he said the difference of 
working time equal to time to complete)  

 R6  Saya tidak tahu bagaimana nak buat…Sebab 
saya tidak tahu bagaimana untuk 
menyelesaikan jam. Mengapa? Saya tidak 
tahu mengenai jam. Kenapa? Diberikan 
20,30….Mungkin tolakkan sahaja. Kenapa? 
Untuk kurangkan jam 

      

  (This respondent do not understand the 
question and hence he found the difference 
of the working time)  

 R9  Saya dapat 60 jam. Soalan perlukan berapa 
masa yang digunakan oleh dua orang untuk 
cat rumah itu. Jadi saya tambahkan 
kedua-dua jam. 

      

  (This respondent fi nd the total of the 
working time and he also did mistake in 
sum up 20 and 30)  

 R10  Kenapa tambah? Sebab berapa lama mereka 
boleh CAT RUMAH. kEnapa bahagi 2? 
Saya bahagi 2 sebab hendak tahu nilai point 

      

  (This respondent fi nd the average of the 
working time as he wanted to know the 
value)  
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   Three respondents, R1, R9 and R10 did the same mistake where they fi nd 
the average of the hours spends, two respondents, R2 and R6 mention the difference 
of the hours is the total time spends to paint the house. All of them made type of 
error E4.  

32.5     Conclusion 

 This error analysis indicated that many students had diffi culties in solving mathe-
matical word problem which incorporate real life problems and application. In some 
problems, more than half students could not reach the correct answer. More often, 
they made fi rst level E1, E3, E4 and E5 errors. This indicates they did not have a 
complete schema for solving the problems. 

 Based on the error analysis, diffi culties faced by students are listed as below:

    1.    Students possess inadequate knowledge to defi ne mathematical problems. To 
overcome this, teacher or instructors have to provide verbal instructions to stu-
dents until students able to meet the real-world problem.   

   2.    Students do not have suffi cient experience in solving word problem. Therefore, 
teacher must be able to teach students to defi ne problem and develop a concep-
tual plan.   

   3.    Students do not know how to use operators such as addition and subtraction. To 
address this problem, teachers have to teach students to see the words from 
another angle in problems.   

   4.    Some students understand the theoretical concepts, but they do not know how to 
solve the problem. Teacher should teach word problem from the beginning of 
their training on an actual procedure.         
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    Chapter 33   
 Towards Inclusive Education in Malaysian 
Universities: Addressing the Barriers, 
Challenges and Needs of Special Educational 
Needs Learners       

       Roslinda     Alias     ,     Nor     Aziah     Alias     , and     Abu     Bakar     Ibrahim    

    Abstract     Inclusive education is not a new agenda in the education system in 
Malaysia, including universities. In this study, experiences of the special educa-
tional needs (SEN) learners in Malaysian universities are explored. Sixty-six SEN 
learners who are currently studying in selected Malaysian Universities participated 
in this study. The study found that most of the participants faced barriers and chal-
lenges as learners in IHLs such as during their teaching and learning, during their 
fi eldworks, during their assessments and when dealing with the university staff. In 
addition, the SEN learners also highlighted on their needs to enhance their functions 
as learners in universities such as the improvement of campus facilities that are bar-
rier free, getting more support and awareness of the university staff and other able 
learners as well as the needs of facilities and technologies specifi cally for them.  

  Keywords     Inclusive education   •   Universities   •   SEN learners   •   Challenges and 
needs of SEN learners  

33.1         Introduction 

 Inclusive education movement in Malaysia started in the 1990s in which it is more 
focused on special educational need learners (Mohd Ali et al.  2006 ). According to 
the Malaysian Education Act, 1996 in (Special Education) Regulations  2013 , 
 special educational needs (SEN) learner is one “who is certifi ed by a medical prac-
titioner, an optometrist, an audiologist or a psychologist, as the case may be, whether 
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in service of the government or not,” (p. 9) as a student having the following 
condition(s): (1) Visual disability; (2) Hearing disability; (3) Speech disability; (4) 
Physical disability; (5) Learning diffi culties; or (6) Any combinations of the dis-
abilities, or disabilities and diffi culties referred to number 1 to 5. 

 One of the aims of inclusive education movement in Malaysia is to support the 
World’s Declaration on Education for All held in Jomtien, Thailand (UNDO et al. 
 1990 ), The Salamanca Statement and Framework for Action on Special Needs 
Education (UNESCO  1994 ), the Dakar Framework of Action (UNESCO  2000 ), the 
Biwako Millennium Framework for Action (UNESCAP  2011 ) as well as the 
Convention on the Rights of Persons with Disabilities and Optional Protocols 
(United Nations  2006 ). The continuous efforts towards this movement could be 
seen from the Malaysian Education Development Master Plan 2006–2015, which 
emphasizes on the equity of education for all Malaysians including special educa-
tional needs learners (SEN). 

33.1.1     The Needs of Inclusive Education in Universities 

 Universities should also create an inclusive environment to all learners regardless of 
their background, race, ability and gender so that nobody will be left out in pursuing 
higher education. Inclusive learning environment will foster the SEN learners’ 
learning processes in higher education. 

 Inclusive education means providing equal opportunity in education to all learn-
ers “regardless of their physical, intellectual, social, emotional, linguistic or other 
conditions” (UNESCO  1994 , p. 6). Corbett ( 2000 ) highlighted that inclusive educa-
tion “is about fostering a learning community which treats individuals with dignity 
and respect and it is about celebrating difference” (p. 73). 

 Adams and Holland ( 2006 ) emphasized that SEN learners should pursue their 
study in higher education institutions because the degree obtained from the univer-
sity will increase their opportunities to get better jobs. Two important factors which 
could promote sustainability of SEN learners in higher education as stressed by 
Adams and Holland ( 2006 ) that are educational aspirations and trouble-free transi-
tion. Educational aspirations according to Adams and Holland ( 2006 ) may come 
from many individuals such as parents, teachers, friends and learning environments. 
It may come in many forms such as a supportive parents and teachers, helpful 
friends as well as inclusive environment. 

 Trouble-free transition in education means the SEN learners face no barriers in 
their education journey starting from pre-school up to university level. Among the 
barriers as highlighted by Adams and Holland ( 2006 ) that could hinder the smooth 
education transition in universities for the SEN learners is diffi culty in adapting life 
away from family and friends as well as diffi culty in accommodating to different 
learning styles in each level of education. 

 In addition, Fernie and Henning ( 2006 ) proposed that to ensure inclusive envi-
ronment could be materialized in the university, SEN learners should be aware of 
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and familiar with services offered by the university so that they will benefi t from 
them. Besides that, they should also develop good study habits so that they can 
adjust with the new learning environment. The role of lecturers is also emphasized 
in which their support on the inclusive education agenda is really needed. 

 In addition, the roles of technology could not be denied in creating inclusive 
environment as one of the vital supports for SEN learners to survive in higher edu-
cation as highlighted by Ommerborn and Suemer ( 2001 ) and Alias et al. ( 2013 ). 
Ommerborn and Schuemer ( 2001 ) stated that e-learning could create an inclusive 
learning climate especially when the environment such as building and method of 
teaching and learning does not promote so called inclusive learning for the SEN 
learners. 

 However, Pearson and Koppy ( 2006 ) asserted that if the design and development 
of teaching aids and materials were not well prepared, e-learning is meaningless for 
the SEN learners. The unplanned learning materials will lead to diffi culties for the 
SEN learners to access e-learning. Course developers should be sensitive to the 
needs of the SEN learners. Pearson and Koppy ( 2006 ) suggested that assistive tech-
nology should be integrated in designing the learning materials so that everybody 
including SEN learners can access them electronically. 

 Newland et al. ( 2006 ) proposed that virtual learning environments (VLEs) could 
be adapted to create an inclusive environment as it could support “effective and 
enjoyable learning” for disabled learners in higher education. Healey et al. ( 2006 ) 
agreed with Newland et al. ( 2006 ) and added that VLE provide fl exibility in teach-
ing and learning. VLEs which is also referred as LMS (Learning Management 
System) could be utilized by combining face-to-face and online learning. This 
method is also known as blended learning. 

 Meanwhile, Roslinda Alias et al. ( 2013 ) suggested the use of tablets, the impro-
visation of the existing learning management system (LMS) and the utilization of 
Web 2.0 in teaching and learning could be considered in creating inclusive atmo-
sphere in higher education particularly for SEN learners.  

33.1.2     Barriers of Inclusive Education 

 To ensure the presence of inclusion in education, barriers and challenges should be 
removed. Adams and Holland ( 2006 ) highlighted that SEN learners faced extra 
challenges and barriers in pursuing their education. Pliner and Johnson ( 2004 ) iden-
tifi ed three obstacles to inclusion in higher education including physical accessibil-
ity, curriculum and instruction accessibility as well as negative attitudes. While 
Adams and Holland ( 2006 ) classifi ed four barriers and challenges encountered by 
the SEN learners which could hinder the process of inclusion i.e. structural, organi-
zational, behavioural and attitudinal. 

 Mitchell ( 2008 ) examined the barriers of inclusive education in Asia and South 
Africa and found numerous factors as follows: (1) Large classes; (2) Negative atti-
tudes; (3) Examination-oriented education system; (4) Lack of support services; (5) 
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Infl exibility of teaching methodologies; (6) Medical model of disability dominated 
the assessment; (7) Lack of parental involvement and (8) Lack of clear national 
policies. 

 In Malaysia, one of the main stumbling blocks for SEN learners to pursue their 
studies to the higher levels of education is poor facilities in the institutions of learn-
ing (Ta  2011 ). Ta ( 2011 ) identifi ed two main challenges encountered by SEN learn-
ers in pursuing education which are (1) non-conducive buildings and surroundings 
and (2) poor access to public transportation. 

 Ainul Jaria Maidin ( 2012 ) concurred with Ta ( 2011 ) and added even though 
Malaysian government put much emphasis on the issues related to PWDs, yet they 
still encounter challenges and barriers in terms of accessibility to the fact that facili-
ties offered in institution of learning, work setting, public transportation and public 
facilities are “beyond their reach”. 

 In addition, Toran et al. ( 2009 ) in their study among 11 SEN learners in one 
Malaysian university, found that the facilities on the campus are not SEN-friendly. 
This in congruent with a study by Salleh and Hijrah Mahani ( 2010 ), Arifi n and 
Mahmud ( 2010 ) as well as by Alias and Alias ( 2012 ). 

 The Director of Department for the Development of Persons with Disabilities 
also emphasized that negative attitudes still exist towards the PWDs in Malaysia 
which becomes an obstacle for the PWDs to co-exist in the so-called ‘normal’ soci-
ety (Mohd Shahar  2013 ). 

 This is congruent with the study done by Salleh and Hijrah Mahani ( 2010 ) on 
SEN learners from two public universities in Malaysia. The study found that among 
the challenges faced by SEN learners are the normal learners’ attitudes towards 
them (SEN learners). They fi nd it diffi cult to make friends with normal learners as 
most of the normal learners would avoid them. A study conducted by the Ministry 
of Higher Education ( 2011 ) showed a similar result as the SEN learners felt that 
their normal coursemates isolated them. 

 In addition, SEN learners also faced diffi culties in teaching and learning pro-
cesses in higher education. Hasnah Toran et al. ( 2009 ) discovered that services pro-
vided by the university are not really fl exible to cater to the needs of SEN learners. 
A qualitative study on eight SEN learners from Malaysian public IHLs by Alias and 
Alias ( 2012 ) revealed the SEN learners encountered challenges in the teaching and 
learning including the lack of awareness on SEN needs among academic staff and 
administrative staff.   

33.2     The Study 

 This study used a cross-sectional survey design. A set of questionnaire distributed 
to explore the experiences of SEN learners in selected universities in Malaysia. The 
study thus sought to answer the following questions:

    (1)    What are the barriers and challenges faced by the special educational needs 
(SEN) learners in pursuing their study at the universities in Malaysia?   

   (2)    What are the needs of SEN learners at the Malaysian universities?     
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33.2.1     Population 

 The target population of the study is all SEN learners who were studying in 
Malaysian public universities in Peninsular Malaysia. According to data from 
Education Planning and Research Division (EPRD), Ministry of Higher Education, 
from the year 2008–2010, there were 1,117 SEN learners enrolled in Malaysian 
public universities in Peninsular Malaysia.  

33.2.2     Sampling 

 Sixty-six SEN learners with a variety of disabilities from eight Malaysian public 
universities in Peninsular Malaysia participated in this study. This include the blind 
and partially sighted, The selection of the eight universities was based on the three 
categories of universities in Malaysia that are Research Universities, Comprehensive 
Universities and Focused Universities. 

 The convenient sampling method was employed in the study. Out of 358 sets of 
questionnaires distributed, only 66 SEN learners returned their feedbacks of which 
34 of them were males and 32 were females. This is due to certain limitations such 
as the reluctance of SEN learners to get involved in the research related to disabled 
and the different approach of identifi cation of SEN learners in each university. In 
addition, only the SEN learners who are registered with the Social Welfare 
Department with a Special Disabled Card (Kad OKU) were chosen to take part in 
this study. On top of that, only participants who had signing the inform consent 
form provided in the questionnaire were included in the study.  

33.2.3     Instrument 

 A set of questionnaire was adapted from the GDN II Disability Questionnaire by 
Healey et al. ( 2004 ) for this study. As the target participants of the study were SEN 
learners in Malaysian public IHLs, the questionnaire was in bilingual version i.e. 
English language and Malay language. 

 To answer Research Question 1 pertaining the barriers and challenges of SEN 
learners faced in IHLs, all 21 items were in the form of four Likert-scale responses 
from ‘Strongly Agree’, ‘Agree’, ‘Disagree’ to ‘Strongly Disagree’. In addition to 
each Likert-scale response, the SEN learners were also given an optional space to 
explain their answers. For the Research Question 2, the SEN learners were required 
to respond to open-ended questions relating to their needs as SEN learners in IHL. 

 The questionnaire has been validated by two prominent international experts in 
Special Education and Inclusive Education. Revision of the instrument has been 
made upon getting the feedback from the experts. Then the pilot study among the 
SEN learners was carried out. Revision and modifi cation of the instrument were 
made based on the responses of the SEN learners before the instrument was ready 
to be distributed to the respondents in the study.  
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33.2.4     Data Collection Procedures 

 Before the study was conducted, approval from the Ministry of Education (formerly 
known as Ministry of Higher Education) was obtained. In addition, permission was 
also sought from the Ministry of Higher Education to get the latest SEN learners 
data from the Malaysian public universities. 

 Later, the eight selected university authorities were contacted to seek approval to 
conduct the research. Upon getting permission from the selected university authori-
ties, (depending on each IHL policy) the researcher then requested a complete list 
of SEN learners from the Student Affairs Department and Counselling Department 
of the respective universities. 

 The participants were informed of the objectives of the study. In addition, the 
researcher notifi ed them that the information provided is highly confi dential and 
would be used only for the purpose of the research. Then they were requested to 
complete the inform consent form provided before completing the questionnaire. 
Upon the completion of the questionnaire, they were requested to return their 
responses to the appointed person in-charge according to their respective 
university.   

33.3     Results 

33.3.1     Research Question 1: What Are the Barriers 
and Challenges Faced by the Special Educational Needs 
(SEN) Learners in Pursuing Their Study 
in the Universities in Malaysia? 

 Four major issues related to barriers and challenges faced by SEN learners in uni-
versities have been identifi ed. They are teaching and learning, fi eldwork, assess-
ment and experiences in dealing with the university staff. 

 As presented in Table  33.1 , from eight questions on the disability-barriers faced 
by the SEN learners in Malaysian universities in teaching and learning, over half of 
the SEN learners reported that they faced diffi culties (1) during lectures and (2) in 
on-campus laboratories, workshops, and studios. Besides, nearly half of the partici-
pants of the current study informed they had diffi culties in using (1) technical facili-
ties (such as computers, multimedia, audio/visual equipments and photocopy 
machines), (2) university libraries, (3) other learning resources (such as lecture hand 
outs, modules, computer assisted instruction packages, learning management sys-
tems) and learning facilities (classrooms, hostels). Besides, the SEN learners also 
reported to have challenges in accessibility due to their conditions.

   The majority of the SEN learners were worried that their conditions will affect 
their fi eldwork experience. The independent fi eldwork experience was the crucial 
issue among the SEN learners as compared to residential fi eldwork experience and 
non-residential fi eldwork experience as presented in Table  33.2 .
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   As shown in Table  33.3 , less than half of the participants reported they faced dif-
fi culty due to their conditions across all type of assessments. Yet, this does not mean 
this issue is trivial. The most challenging assessments according to the SEN learners 
were written examination, followed by other types of examination, oral presentation 
and written coursework. The multiple choice questions (MCQ) was the less prob-
lematic assessment according to the SEN learners.

   In addition, when SEN learners were asked on their experiences with the IHL 
staffs including the lecturers and the support staff, more than half of the SEN learn-
ers did not have any bad experiences with the IHL staffs. The SEN learners reported 
that the IHLs staffs were helpful and supportive whenever they approached the staff 
particularly related to their conditions.  

   Table 33.1    Disability-barriers in teaching and learning   

 Details 

 Percentages 

 Total 
 Strongly 
agree  Agree  Disagree 

 Strongly 
disagree 

 (i) I have faced disability-related barriers 
which have impacted on my learning 
experience in lecture 

 22.7  36.4  34.8  6.1  100 

 (ii) I have faced barriers related to my 
condition which have impacted on my 
learning experience in on-campus 
laboratory, workshop, studio and / or 
practical work. 

 21.2  34.8  31.8  12.1  100 

 (iii) I have faced barriers related to my 
condition which have impacted on my 
learning experience in on-campus classes 
such as tutorials and seminars 

 4.7  42.2  42.2  10.9  100 

 (iv) I have faced barriers related to my 
condition which have impacted on my use 
of the University library(ies) 

 9.2  40.0  35.4  15.4  100 

 (v) I have faced barriers related to my 
condition which have impacted on my use 
of technical facilities (including 
computers, multimedia, audio/visual 
equipment, photocopying) 

 4.5  37.9  40.9  16.7  100 

 (vi) I have faced barriers related to my 
condition which have affected my use of 
learning resources (such as lecture 
handouts, computer assisted instruction – 
CAI packages). 

 12.1  24.2  45.5  18.2  100 

 (vii) I have faced barriers related to my 
condition which affected my use of other 
learning facilities (for example classroom 
and hostel). 

 7.6  39.4  39.4  13.6  100 

 (viii) I have faced barriers related to my 
condition which affected my accessibility 
to the university facilities 

 7.6  39.4  43.9  9.1  100 
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   Table 33.2    Disability-barriers in fi eldwork   

 Details 

 Percentages 

 Total 
 Strongly 
agree  Agree  Disagree 

 Strongly 
disagree 

 Not 
applicable 

 (i) Before I started the course, 
I was concerned that my 
condition would affect my 
experience of fi eldwork. 

 28.8  30.3  27.3  7.6  6.1  100 

 (ii) My learning experience in 
residential fi eldwork (e.g. out 
of the campus fi eldtrip or 
overseas fi eldtrip) has been 
affected by my condition. 

 12.1  13.6  39.4  18.2  16.7  100 

 (iii) My learning experience in 
non-residential fi eldwork (e.g. 
a half-day or one day fi eldtrip 
as part of a module) has been 
affected by my condition. 

 7.7  18.5  41.5  24.6  7.7  100 

 (iv) My learning experience in 
independent fi eldwork (e.g. 
researching for an assignment 
or dissertation/thesis) has been 
affected by my condition. 

 21.5  23.1  30.8  20.0  4.6  100 

   Table 33.3    Experiences of assessments   

 Details 

 Percentages 

 Total 
 Strongly 
agree  Agree  Disagree 

 Strongly 
disagree 

 Not 
applicable 

 (i) I have faced barriers related 
to my condition which have 
affected my experience of the 
written examination 

 3.1  29.2  50.8  16.9  0  100 

 (ii) I have faced barriers 
related to my condition which 
have affected my experience 
of the other types of 
examination 

 6.8  16.9  22.0  10.2  44.1  100 

 (iii) I have faced barriers 
related to my condition which 
have affected my experience 
of the oral presentation 

 1.5  16.9  60.0  21.5  0  100 

 (iv) I have faced barriers 
related to my condition which 
have affected my experience 
of the written coursework 

 1.5  15.4  67.7  15.4  0  100 

 (v) I have faced barriers 
related to my condition which 
have affected my experience 
of the multiple choice 
questions (MCQ) 

 1.5  7.7  67.7  23.1  0  100 
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33.3.2     Research Question 2: What Are the Needs of SEN 
Learners at the Malaysian Universities? 

33.3.2.1     Needs and Suggestions on the University Facilities 

 Five suggestions were proposed by the SEN learners under the university facilities 
as follows:

    (1)    The facilities should be barrier free and accessible,   
   (2)    The suitability of the classroom and hostel locations for the SEN learners,   
   (3)    The hostel and classroom conditions should be SEN-friendly,   
   (4)    The provision of sport facilities for SEN learners, and   
   (5)    The improvement of the current university facilities.      

33.3.2.2     Needs and Suggestions on the University Support Services 

 In terms of the SEN needs and suggestions for university support services, nine sug-
gestions proposed by the SEN learners as below:

    (1)    University support system   
   (2)    Special counselling services   
   (3)    Motivational programmes for SEN learners   
   (4)    Career talk and job preparation for SEN learners   
   (5)    The existence of the Special Department   
   (6)    Soft skills and development programmes for SEN learners   
   (7)    Special offi cer to handle the SEN learners matters and issues   
   (8)    Special services for the SEN learners including special briefi ng on the campus 

setting, special awareness program for the SEN learners to help them under-
stand their rights in the university as well as mobility classes to familiarize the 
SEN learners with the campus setting especially for the blind, partially sighted 
and those with mobility diffi culties.      

33.3.2.3     Needs and Suggestions on the University Staff 

 Six of the SEN learners who responded to the open-ended questions pertaining on 
their needs and suggestions to the university staff stated that both academic and sup-
port staff are helpful and supportive. Nevertheless, nine SEN learners reported that 
awareness and understanding of the SEN learner issues are still lacking among the 
university academic and support staff. The SEN learners also requested that the 
university staff to be more helpful, supportive and friendly towards them. 

 Thus, to create awareness and understanding among the university academic and 
support staff, awareness programmes were proposed by the SEN learners. Fifteen 
SEN learners suggested that a special course or programme should be conducted to 
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expose the university staff about the SEN learner including the challenges and bar-
riers faced by the SEN learners in and off the campus, their needs, their rights as 
well as how to handle and deal with them. Through awareness programmes, the 
university staff will support and lend their hands to the SEN learners.  

33.3.2.4     Needs and Suggestions on the Relationship with non-SEN 
Learners 

 Even though eighteen responses showed that SEN learners were in good relation-
ships with their non-SEN friends, not all non-SEN learners are aware and under-
stand the SEN learner issues. 

 There were comments on the attitudes of the non-SEN learners for instance they 
should be more friendly, supportive and helpful towards the SEN learners. There 
was a case in which non-SEN learners humiliated the SEN learners in public such 
as at the bus station, as reported by the participant in the study. The worst scenario 
was when social media such as Facebook and Twitter were misused by the non-SEN 
learners to disgrace their SEN friends. 

 Hence, awareness programmes were proposed to be conducted among the non- 
SEN learners. Through awareness programmes, the non-SEN learners will be 
exposed to the issues, challenges and barriers faced by their SEN friends. Some of 
the SEN learners suggest for the university authority to conduct awareness 
programmes. 

   Facilities and Technologies for SEN Students 

 Based on the SEN learners responses, it was found that additional support services, 
facilities and technologies should be provided in the Malaysian Universities to cater 
to the needs of SEN students. This is mainly because the participants have different 
disabilities and their needs are different according to their conditions. Among the 
facilities and technologies needed are listed in the Table  33.4 .

33.4           Discussion 

 The fi ndings of this study show that SEN learners faced barriers and challenges in 
pursuing their study in universities. These include physical facilities and learning 
support. Awareness among lecturers and others involved in interacting with the SEN 
learners is paramount in ensuring their experience in higher education are less agi-
tating. Despite the small number of SEN learners as compared to mainstream learn-
ers, their inclusion into the learning environment is not to be taken lightly.  
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   Table 33.4    Facilities and technologies needed by the SEN learners according to their disabilities   

 Categories of disability 

 Blind 
 Partially 
sighted 

 Cerebral 
Palsy 

 Handicapped 
(hand) 

 Wheelchair 
(mobility) 

 Facilities/
technologies 

 E-book  √ 
 Soft copy handouts  √  √ 
 Magnifi er  √ 
 Braille learning 
materials 

 √ 

 Ramps and handle 
bars 

 √  √ 

 Special Toilets  √  √  √  √  √ 
 Good Audio 
system 

 √  √ 

 Computer/Laptop  √  √ 
 Audio Recorder  √  √ 
 Special Parking  √  √  √ 
 Special Lift  √  √  √  √ 
 Special software  √  √  √ 

33.5     Conclusion 

 The authors recommend that more studies to be conducted in this area and it is also 
suggested that each university authority pay greater attention to support these learn-
ers. In lieu of current technological advances, much need can be done to support and 
guarantee the academic success of these learners.     
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    Chapter 34   
 A Multi-domain Framework for Modelling 
Educational Games: Towards 
the Development of Effective Educational 
Games       

       Mifrah     Ahmad     ,     Lukman     Ab     Rahim     ,     Noreen     Izza     Arshad     , and     Mazlina     Mehat    

    Abstract     A recent study conducted by the authors indicates the lack of methods 
and techniques to create a model for educational games, and using these models for 
software engineering activities such as validation. The complex nature of an educa-
tional game covers various knowledge domains such as learning theories, subject 
being taught, rules and regulations in activities, and gaming environment. This war-
rants for modelling to be part of the educational game development to enhance and 
ensure effectiveness. In relation to that, this paper proposes a multi-domain frame-
work consisting of four major domains, namely, game environment, game play, 
learning theories and subject matter. Each domain is equipped with respective game 
elements based on their defi nition. Consequently, the implicit relationships between 
these elements and domains are presented with the aim of highlighting how these 
elements relates to each other to gain effectiveness. The result presented in this 
paper is the framework and implicit relationship that is created by systematic litera-
ture review.  

  Keywords     Educational games   •   Development   •   Domains   •   Framework   •   Relationships  

34.1         Introduction 

 Game literacy fi nds its genesis inside the conventional perception of literacy. Several 
researchers and theorists have been exploring this area of learning in recent years, 
among them are Prensky ( 2003 ) and Shute and Ke ( 2012 ). As video games occupy 
a prominent position at present, it is impractical to ignore the signifi cance of game 
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literacy in “isolation” deciphering what makes a game an effective game while 
including cultural context. When game literacy involves game based learning, the 
understanding of games and their context, applying games in the perspective of 
learning is least appealing in the game itself, and more in the game as facilitator of 
learning. Games, themselves are known as essential learning machinery (Gee  2005 ). 
Additionally, players immerse into the game to master the learning concepts 
(McClarty et al.  2012 ). Thus, game based learning is an act of appropriate game 
mechanics, scenario recreation, and problem oriented learning processes to ensure 
learning objective is accomplished (Poulsen  2011 ). To develop an educational game 
(EG), it should include domains, pedagogical foundation, learning theories, game 
design components, and other requirements such as the target users, developer 
expert, subject-matter (teacher) etc. 

 A large number of literatures have described varieties of elements to be included 
in an educational game and advocate the importance of learning theories as one of 
the factors to consider when designing the game. Squire and Jenkins ( 2003 ) high-
lighted that a large number of scholars have confi dence on computer games to 
become a learning tool that will inspire the students and enhance their focus on 
learning in subjects such as chemistry (Romli et al.  2003 ), physics (Bakar et al. 
 2002 ), health education (Barker et al.  2013 ; Mellecker et al.  2013 ) and mathematics 
(Ke  2013 ), and initiate a pioneering educational paradigm (Tan et al.  2007 ). 
Furthermore, GBL allows a rich learning context to assist learners to build a higher- 
level of knowledge through imprecise and confronting opportunities (Van Eck 
 2006 ). In addition, there has been a research which declared that games are capable 
of tendering 16 learning principles (Gee  2005 ). Computer games 1  as a favorite 
online activity for teenagers includes role playing games, real time strategy games, 
shooting and fi ghting games, adventure games, action games, puzzle games and 
chess games (Han and Zhang  2008 )). Gaming trend has also changed from personal 
games (i.e. games played individually) to Massively Multi-player Online games 
(MMOG), 2  e.g. Lineage II and Everquest, where players play in a group over the 
internet (Learning  2005 , January). 

 In United States, the video game industry approaches yearly revenues of 15 bil-
lion, with the game playing population falls between the ages of 10–34 years old, 
the majority are between 14 and 19 years old (Annetta  2008 ). A preliminary study 
conducted in 16 local secondary schools involving 341 students found that majority 
of them (92.1 %) have experienced playing computer or video games (Annetta 
 2008 ). In the context of Malaysia, a study by Rubijesmin ( 2007 ) investigated the 
experience of students from fi ve schools in Malaysia and he found that 92 % of the 
respondents have experienced playing computer game. The study shows most of the 
students in Malaysia are no stranger to computer gaming. 

1   Educational games have related terms: computer games, video games, game-based learning, 
instructional game. 
2   Online games have related terms: Massively multiplayer online role play games (MMORPGs), 
Massively multiplayer online games (MMOGs). 
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 To ensure the education and delivery of information from the game is provided 
to the learners in the certifi ed style. In a recent study (Ahmad et al.  2014 ) gaps have 
been highlighted in the development of educational games from software engineer-
ing perspective, which include the implicit or missing discussion on the relation-
ships between elements of an EG and how these elements work together to make the 
game more effective. A game developer has to be clear on the relationship that 
exists between learning theories and game environment to build an EG that assem-
bles its goals (Tan et al.  2007 ). 

 The main contribution of this paper is to propose a multi-domain framework for 
designing EG. This framework not only presents the elements of an educational 
game (the other literatures presents only the elements) but also the relationships 
between these elements. Using this framework, educational game developers will 
have clearer understanding of the relationships between elements of an educational 
game and how to design their games to become effective learning tools. Note that 
due to the limited number of pages, the authors are only able to present a few rela-
tionships. 3  These relationships are created based on a systematic review of the 
games based learning, educational design and learning theories literatures cited 
from the year 2000 until 2013. In addition, literature discussing the importance of 
learning theories, game designing components, pedagogical foundations, game 
environment, game play, and subject experts are also explained. The remainder of 
this paper will discuss about existing frameworks proposed by other researchers 
(Sect.  34.3 ) and the proposed multi-domain framework (Sect.  34.4 ). Section  34.5  
concludes the paper.  

34.2     Literature Review 

 This section discusses the frameworks and models proposed for game developers or 
use the pedagogical foundations and learning theories. Although a systematic litera-
ture review by authors on twelve (12) frameworks and models have been discussed 
in the journal in press, this section discusses the most recent work to relate with 
their similarity and obtain conclusion. Annetta ( 2010 ) proposed the “I” framework 
for “people” who are interested to design educational games themselves. The author 
combines six elements as vital and fundamental for games i.e. identity, immersion, 
interactivity, increasing complexity, informed teaching and instructional. Annetta 
also covered many components such as feedback, cognitive learning theory, social 
activity, fl ow of learning state and cognitive. In addition, it can be used to assess 
performance-based learning to a new standardized testing. However, it has no rela-
tionship discussed in the framework where it can assist developers while developing 
games. Another model was introduced by Osman and Bakar ( 2012 ) based on fi ve 
factors: pedagogical factor (teaching strategy), game-play design factor (rules 
integrated in the game), teacher factor, student factor, and other factors such as 

3   For the full list of relationships, please contact the authors. 
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availability of technology etc. Although the model has the ability to show learner’s 
motivation and engagement, but it does not use any learning theories or pedagogical 
foundation in the development of model. This model also highlights the importance 
of involving educators, researchers and game developers (Osman and Bakar  2012 ). 
However, the model does not provide any relationships clearly. 

 Game-object model (GOM) was proposed to show theoretical basis for the 
design of educational games (Amory  2007 ). The model creates interconnection 
between narrative, conversations, challenges, and uses eight educational theories. 
The relevancy, exploration, emotions and engagement should take place in the envi-
ronment of educational but facing complex challenges is diffi cult to achieve. 
However, it is also mentioned that the model can be easily misconceived, which 
indeed, is a serious matter while developing an educational games. In contrast, the 
experiential model by Kiili ( 2005a ) was designed to combine experiential learning 
and game play to facilitate learners with a fl ow experience. In addition, the model 
provides cognitive and constructive learning practices to assist learners in enhance-
ment of their behaviour and attitude. To conclude, Kiili ( 2005a ) does not involve 
relationship aspects of the game components as it only focuses on learner’s experi-
ence and the knowledge gained.  

34.3      Methodology 

 Systematic literature review (SLR) is the method used in reviewing the literature 
and selecting the most pertinent literature with the objective of proposing a new 
framework for educational game design. There are fi ve (5) steps proposed by Khan 
et al. ( 2003 ) and adopted in proposing the multi-domain framework are briefl y 
shown in Fig.  34.1 . A broad search of the literature is performed from internet 
resources such as Google Scholar, IEEE Xplore, ACM Digital Library and Springer 
Link using keywords such as ‘educational games’, ‘framework’, ‘design frame-
work’ and ‘game design’. The literatures collected from the broad search are nar-
rowed further to literatures that discuss about elements of EG. Further literature 
search is conducted for the authors to have better understanding of the elements.

   The gap in the literature is that the relationships between educational game ele-
ments are not explicitly discussed when designing EG. From the SLR, the authors 

Systematic
Literature
Review
(SLR)

Step 1: Framing the Question 

Step 2: Identifying Relevant Publications

Step 3: Assessing Study Quality

Step 4: Summarizing the Evidence

Step 5: Interpreting Findings

Free-Form Questions

Structured Questions

Quality assessment of safety studies

Design threshold for study
selections adequates

Population

The Iinterventions or Exposures

The Study Designs

The Outcomes

  Fig 34.1    Five major steps to provide an effective systematic literature review       
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are expecting to identify the elements of the EG and their relationships. The pro-
posed framework will contain the elements and relationships. The relationships is 
more challenging to identify as they are not explicitly mentioned. The authors used 
the NVIVO software to code the literatures that contain the EG elements. Using the 
coding technique, sentences containing the elements can be highlighted. These sen-
tences are analysed to discern sentences that explains the relationships between 
elements. The authors also categorize the elements into four domains: game play, 
game environment, subject-matter and learning theories.  

34.4      Proposed Framework: A Result from Synthesising 
the Literature 

 The educational game design framework proposed here is developed based on an 
extensive review of the literature. From the review, there are four major domains 
that should be included as part of the development process of educational games, 
and should be included in the framework. As mentioned before these four major 
domains include: (1) game play, (2) game environment, (3) subject-matter and (4) 
learning theories. Based on the literature, these domains are explained in detail with 
reference to the components selected in each domain and their brief explanation in 
the following sub-sections. Figure  34.2  shows the multi-domain framework. It is 
important to note that not all components should be part of all games. Only neces-
sary components should be part of a specifi c game depending on the requirement of 
the developers.

34.4.1       Learning Theories 

 Learning theories is defi ned as the concepts that is described how the information is 
absorbed, processed and retained during learning (Wu et al.  2012 ). Although there 
is a vast number of learning theories exist in the literature, however, Wu et al., high-
lighted that not all theories are utilized in the development process of EG. Four 
major learning theories are: behaviourism, cognitivism, humanism and constructiv-
ism as further described in Table  34.1 . These learning theories have 16 learning 
principles which can also be used in the game development. In addition, other theo-
ries are well discussed in the previous literature and they are used in the framework 
such as fl ow theory (Csikszentmihalyi  2000 ), experiential learning, cognitive load 
theory, extraneous cognitive learning (Kiili  2005b ), instructional theory (Hirumi 
and Stapleton  2009 ), engagement theory (Moser  2002 ), achievement learning the-
ory (Weiner  1974 ) and guided learning (Squire  2008 ).
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34.4.2        Game Play 

 From the synthesis of the literature, it was found that game play is another important 
domain that all game developers have to consider when developing educational 
games. This is due to the fact that game play provides the rules and regulations that 
should be part of the games. This include component such as goals, motivations, 
context, guidance and ethical game play. Other components that could be part of 
educational games are presented in Table  34.2 . Components such as activities/tasks, 
competition, diffi cult level of task and fl ashbacks messages are also in game play 
domain.

34.4.3        Game Environment 

 Game environment defi ned as a part of the game that allows the learners to discover 
new rules and ideas rather than memorizing. Furthermore, based on the literature, 
game environment is another domain that is crucial and should be part of the devel-
opment of educational games. This is because it involves every other component 
and combines them together to provide an ambiance that will give the learner a 
motivation to continue with task to achieve goals. For example, if the environment 
is instructional, it will be able to provide learner with instructions to complete com-
plex level or be productive to follow instructions throughout the game level. Table 
 34.3  describes the components under game environment.

   Table 34.1    Major learning theories and their principles   

 Theories  Description  Principles 

 Constructivism  Deals with human constructing 
their knowledge through 
experience and learning in active 
process. 

 Social development, Problem based 
learning, Cognitive apprenticeship, 
Discovery, Case based learning, 
Situated learning, Actor network 

 Behaviourism  Deals with learning through a 
drastic alteration in behaviour of 
student or the environment shape 
and the principle of reinforcement. 

 Direct instruction, Programmed 
instruction, Social learning 

 Cognitivism  Deals with how the memory and 
preceding knowledge is an 
important part of learning. 

 Attribution, Elaboration, Cognitive 
development, Conditional, Memory 
impact, Critical thinking 

 Humanism  Deals with factors such as 
self-determination, the value and 
potential of the user. 

 Experiential 
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   Table 34.2    Game play components and their description   

 Component  Description  Component  Description 

 Feedback  Provided by players 
about game activities, 
goal strategies and 
their understanding 
after completing 
certain goal. 

 Exploring 
Independently and 
goal 

 Allows the players to 
explore, make their own 
hypothesis and conduct 
experiments to solve the 
problem. 

 Interactive and 
refl ection 

 Agency and 
pedagogic praxis. 
Inquiry based 
instructions 

 The student’s ability 
to interact with the 
material. One of the 
exploratory models of 
direct instruction 
principle 

 Flow experience  The components 
discussed about what the 
learners should have in 
their characteristics 
before, while and after 
the fl ow of learning 
occurs. 

 Narrative  Combining different 
types of task into a 
coherent unit to 
sustain student’s 
engagement. 

 Motivation and 
recursive cycle of 
learning 

 To link game play with 
experiential learning to 
facilitate the fl ow 
experience; as a cyclic 
process through direct 
experience in the game 
world. 

 Pedagogy 
foundation, 
guidance and 
engagement 

 Described as 
entertaining, 
educational, engaging 
elements of the game. 

 Instructional game 
environment 

 Three events stated 
describe levels of moving 
through an environment 
where the player engages, 
and for exploring content, 
for elaboration on their 
result. 

 Ethical Dilemma. 
Immersion 

 Solving the right of 
character to achieve 
goals. Specifi ed under 
pedagogy dimension 
for players to adapt to 
the scenario provided 
in the game. 

 Context and 
challenges 

 Attempt to identify with 
procedure of 
technological 
modernization and 
“scientifi c knowledge 
creation”. 

 Conversation. 
Adaptation. 
Creativity. 
Collaboration 

 Authentic practice  Students are 
combined into 
authentic practices 
through activity and 
social interaction. 

 Epistemic games  Advises on games to be 
suggested that such 
games should be based 
on communities of 
practice, refl ective 
practices. 

 Self-effi cacy  Self-effi cacy is when 
a person’s belief to 
have ability that helps 
them to perform a 
specifi c task. 

 Object 
manipulation. Role 
models, Characters.. 
Collaborative 
problem solving. 

 Occurs when the players 
completed a goal, and 
another player has 
completed the same task. 
Hence, confl ict integrated 
to include appropriate 
role models. 
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   Table 34.3    Game environment components and their description   

 Component  Description  Component  Description 

 Authentic Environment  Game environment 
refl ecting the real 
world with complex 
tasks. 

 Multimedia 
learning 
environment 
(gesture, sound, 
fun, fantasy, 
multi-task 
interface) 

 The graphic design of 
the educational game 
is a factor of attracting 
the players to indulge 
in the game. Players/
students’ prefer 
exploratory task 
where the information 
is in multiple form. 

 Friendly  A friendly environment 
can combine content 
and skills to use all 
four factors of game. 

 Immersive 
environment 

 The components 
connect and combine 
as a whole to maintain 
a link between the 
player and the game. 

 Simulated/interactive 
learning environment 

 These can be 
distraction or a 
fundamental part of 
knowledge and 
intellectual expansion. 

 Complex 
scenario 

 A game environment 
exhibiting complex 
real world scenario. 

 Gamifi cation elements  Achieved by player 
when a goal is 
completed. This also 
helps to assess the 
assessment, knowledge 
skills or the ability at 
each point in the game. 

 Collaborative 
environment 

 Playing game is 
referred to as solving 
challenges in an 
emotive environment. 

 Problem solving, gaming 
experience and game 
levels 

 A game environment 
allowing players to 
engage in problem 
solving. 

 Educational 
system design 

 Interactive is one of 
the fun elements of 
the game to keep the 
interaction between 
the player and the 
game. 

 Gender/race inclusive 
contents and plots 

 Gender differentiation 
should be designed in 
the game to keep track 
of the actors/character 
in the game. The story/
subject/topic of the 
game embedded in the 
game for the learner/
player to understand at 
the completion of the 
activity. 

 Social capital 
environment. 
Usability factor 

 An environment with 
supporting learning 
and shared 
understanding. 
Usability is the 
speediness and 
easiness of use. 

 Instructional environment  A game shall include 
skills, knowledge and 
values for learner to 
gain experience of a 
different profession 
perform and solve 
problems. 

 Game types. 
Game design. 
Genre 
modelling 
environment 

 Such as action-based, 
complex, interactive 
events, non-interactive 
events, effective, 
motivating 
instructional 
Technique of delivery. 
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   Table 34.4    Subject-matter components and their description   

 Component  Description  Component  Description 

 Skill. Learner’s 
skill level 

 The level of player’s skill 
and applying them in an 
activity of a game. The 
ability to solve and 
handle challenge to 
balance them easily. 

 Moral building. 
Complex 
thinking 

 The values or the outcome 
that the learners learn 
throughout the game. 

 Assessment 
technology 

 Learner’s performance 
can be assessed through 
assessments to fi nd their 
abilities or knowledge 
they have gained. 

 Knowledge. 
Syllabus 

 This contains both the 
pre-knowledge and post 
knowledge of the learner 
before and after playing 
game. The course content 
in the educational game 
plot. 

 Learning outcome  The objective set by the 
game itself to achieve at 
the end of a topic or a 
module of the game. 

 Attention, 
observation, 

 Learner’s thinking skills. 

 Learning 
performance, 
competition 
practice 

 Pathway students take to 
learn a set of knowledge 
i.e., the order in which 
they develop their skills. 

 Assessment.  It is in a form of puzzle or 
quest, to test the skills and 
knowledge gained. 

34.4.4        Subject-Matter 

 The value of subject-matter is stressed in many literatures when the development of 
game is concerned. The subject-matter is described in many different contexts of the 
educational games. Some literature makes subject-matter as the course/syllabus 
being used in the content of game, whereas, some use the term as learner or educator 
or teacher. Table  34.4  describes what can be referred to as a subject-matter.

34.4.5        Relationships 

 The relationships found in Amory ( 2007 ), Hirumi and Stapleton ( 2009 ), Kiili 
( 2005b ) and McClarty et al. ( 2012 ) are in theoretical form, henceforth be known as 
theoretical relationships. The authors have to analyse the theoretical relationships 
and match them with the components in the framework. The paragraphed relation-
ships are then re-written as relationship statements and highlighting the components 
( bold ) in the framework. Table  34.5  presents some of the relationship statements.
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   Table 34.5    Relationships   

 Relationship statements 

 1   Game play ,  game environment ,  subject-matter  and  learning theories  are important in 
 educational games . 

 2   Game play  also evolves  visualization of objectives  and  competition  among  players.  
 3   Game play  has the concept of  formation of goals  and  creativity  by  learners  occurs. 
 4   Narrative story  in  games  should match the  challenges  with  learner’s skill level  to 

maximize  engagement . 
 5   Learners  feel  intrinsically motivated  when they achieve a  goal  and the game  reward s 

them for completing the  challenge . 
 6   Narrative context  is interpretive and games are formal.  Narrative elements  in games 

can provide  structural sequence of learning  in  educational games . 
 7  When the  learner encounters fl ow , they improve  learning , change in their  attitude  

appears and  exploratory behaviour  exists. 
 8  To meet the  goal of a task in EG ,  cross-functional teams  and  collaboration  between 

 players  is necessary. 
 9  A  story  in EG should be  educative ,  simple ,  immersive  and  engaging  to the  player . 
 10   Gaming experience elements  provide continued  practice  and  consequences  that are 

associated with  failure of task. Failure  provides  learning experience . 
 11   Entertaining game designers  fail to include  pedagogical principles , hence, the 

 learners  lack their  skills  and  knowledge . However, they are entertained. 
 12   Educational game  should  adapt player’s learning process  to enhance learning 

 experience . 
 13   Students  prefer  rich graphics ,  multi-tasking interface  and  competing environment  to 

improve  self-determination . 
 14  A  game  that has  authentic setting  provides suitable  knowledge  and  representation  of 

complex idea to  learners . 
 15   Instructional games  have  levels of assessing the skills and knowledge  of  learners , 

hence, provides details of  learner’s progress  through  monitoring skills . 
 16   Learning environment  is more productive if it is  multi-user . 
 17   Learners  prefer rich  graphics ,  animated designs , and  interfaces  showing  multi-type  of 

information. 
 18  Rich  graphic  can also be a  distraction  to learners to rather focus on. 
 19   Games  and  stories  are not the same.  Games  provide  interaction  and  stories  provide 

 narrative context  of games. 
 20  The relationship between  reader/story  is different to that between  player/game . 
 21   Well-designed games  are able to expose  learners  with  complex tasks  and  professional 

diagnostic feedback  to provide  narrative content  effi ciently. 
 22   Complex games  are able to provide  new strategies  for  learners  to  solve ethical 

dilemma.  
 23   Digital games  are able to teach the ‘future’  skills  for future jobs such as  collaboration, 

problem-solving , and  communication . 
 24   Authentic task-based collaborative learning environments  involve  complex activities  

across numerous  domains . 
 25   Authentic task-based collaborative learning environments  allow  refl ection  on the 

results of  learner’s assessment . 

(continued)
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Table 34.5 (continued)

 Relationship statements 

 26   Authentic task-based collaborative learning environments  have the diversity in results 
of  integrated assessments.  

 27   Evaluating the effi cacy of games  can be considered if the length of  game play ,  conten t, 
 structure , and  mechanic of games . 

 28   A learning environment  should be  discovery of new rules  and  ideas , not  memorizing . 
 29   Well-designed games  are able to provide a  diagnostic feedback  and  integrated 

learning experience  in the  actions  that the learners take. 
 30   Problem solving  in  education game  is also called  discovery learning . 
 31   Authentic task-based collaborative learning  provides  scenario based  on the  real 

world scenario  to produce  integrated assessment  results. 
 32   Behavioural approach  revolves around  story (key facts), concepts  and  game play.  
 33  To enhance  learning experience  for  learners, students  should  adapt  to the  feedback  

provided throughout the games. 
 34   Learner  need to face failure in order to  master the experience  of learning more 

effi ciently. 
 35   Engaged learning  has three elements,  clear goals &tasks ,  reinforcing feedback , and 

increasing  challenges . 
 36  21st century  skills  ( collaboration, innovation  and  production ) provide actual learning 

through  educational game . 
 37   Assessments  in  educational game  provide a mean for  quantify knowledge  and  abilities  

to create more  accurate models  of  student’s knowledge  and  behaviour . 
 38  To  engage students  with the  achievements , they should be given  curriculum choices . 
 39  21st century  skills  include  collaboration, problem-solving , and  procedural thinking . 
 40  A good  formative assessment  is reinforced by  immediate feedback , hence,  enhances 

motivation . 
 41   Players  think scientifi cally and consider relationships instead of isolated events when 

they play  immersive games . 
 42   Learners  feel  rewarded  when they  achieve goals  and  outcomes  in an activity. 
 43   Game developers  must determine when the  skills of learners  should be assessed while 

they are playing  educational games . 
 44   “Play”  is an important part of  learner’s imaginative development . 
 45   Assessment process  allows  evaluation  of  player’s action  and provides  feedback . 
 46   Assessments process  has  learning theories  such as  behaviourism ,  constructivism  and 

 cognitivism . 
 47   Action-based games  have  drill and practice  that can affect the  behaviour  of the 

 learner.  
 48   Flow components  of the game include  clear goals ,  balanced ability, and level of 

learners & sense of control . 
 49   Flow experience  has  control over activity ,  exploratory behaviour of learners  and 

positive effect on  learner’s learning . 
 50   Flow  provides  control over actions  and a stronger  sense of self  in  fl ow experience.  
 51  Before  fl ow  occurs,  focused attention  and  immediate feedback  needs to be provided to 

 learners . 

(continued)
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Table 34.5 (continued)

 Relationship statements 

 52   Non-interactive elements  are implemented as  animation . 
 53   Games  should have features such as  diffi culty levels  and  creation of defi nition  and 

 models  for many of the  attributes  such as  motivation  and  engagement . 
 54   Challenges  superior than  player’s skill level  will cause the  player  to  feel anxiety . 
 55   Game play  is important but components such as  engaging storyline , appropriate 

 graphics  and  sounds , and  game balance  need to be considered. 
 56   Game play  and  narrative  can provide  cognitive resources  and  perception of patterns  

to  narrative context . 
 57  Combining  game play  and  narrative  provides  immersion  and  engagemen t to the 

 learner  throughout their  gaming experience . 
 58  In  action-based games  nature, the learners tend to try actions with no  refl ection  on 

 outcomes  unless they improve their scores. 
 59   Players  keep  experimenting  with actions of games just to improve  scores , not learning. 
 60   Gamifi cation elements  such as leader board, points awarded after each activity and 

badges, tend to increase  engagement  and  motivation.  
 61   Educational system design  may provide  motivational learning, content  and 

 interactive components , to combine itself with  fun elements  of the game to provide 
better learning. 

 62  Games should be able to provide  authentic environment  and  assessments . 
 63   Effective Games  provide sound  learning principles ,  personalized learning 

opportunities , and  robust feedback . 
 64  Games should also have features such as  gaming genre  and  delivery environment.  
 65   Gaming experience  has elements such as  limited consequences ,  agency , and  choices 

for learners . 
 66   Learners  prefer  fast ,  active  and  exploratory learning environment  in educational 

games. 
 67  Games should support  complex scenarios  such as  relevancy, explorative  and  engaging . 
 68  Game should support  complex scenarios  such as  relevancy , and  emotive  towards 

learners. 
 69   Instructional games  should have  epistemic frames , which includes  practice, identity, 

interest, understanding , and  epistemology . 
 70   Instructional games  should be based on  refl ective practices  and  pedagogical praxis 

(performance)  to  engage  learners. 
 71   Interactive entertainment  of games should have  story (why), game (how) , and  play 

(what).  
 72   Educational games  should provide  guidance  and  collaboration  to meet the  challenges . 
 73  Games should provide  exploring phenomena ,  testing hypothesis  and  constructing 

objects.  
 74   Flow  of learning includes  ability of concentration  and  deep involvement  of learners 

through the game activities. 
 75  Before  fl ow  of learning occurs, perception of  challenges  to match  one’s skills ,  speed of 

learner  to  solve an activity  and  ease of use  need to be established. 
 76   Experiential learning  does not require teacher as it is completely meaning-making 

process in  individual experience . 

(continued)
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34.5          Conclusion 

 This paper presents a multi-domain framework to visualize the 154 components in 
four (4) major domains in educational games with their relationships. The compo-
nents of the domains are chosen from various literature with respect to game design, 
effective game elements, learning theories, subject-matter aspect, and pedagogical 
factors. There have been many frameworks and models developed by other research-
ers, however, the highlight the proposed framework is that it demonstrates implicit 
relationships amongst the components and domains of multi-domain framework, 
hence, provides a better overview for game developers to cooperate and identify the 
needs to provide an effective educational game. 

Table 34.5 (continued)

 Relationship statements 

 77   Mastery-based learning  requires students to spend  adequate time  to  learn each skill . 
 78   Debriefi ng  provides connection between learning in game and applying those  skills  to 

other contexts. 
 79   Behavioural learning approach  has  story ,  concepts  and  game play  to  encourage  the 

learners play dependently. 
 80   Experiential learning theory  and  fl ow theory  combined with  game design can  provide 

 immediate feedback  to match the  learner’s skill level.  
 81   Experiential learning theory  and  fl ow theory  combined with  game design can  provide 

 clear goals  and  challenges  to match the  learner’s skill level.  
 82   Goal-directed action  is a  continuous learning  and an  appropriate feedback  is 

provided. 
 83   Cognitive development  involves  sensory motor  and  formal operation  of learning. 
 84   Cognitive apprenticeship  provides  social interaction  through  authentic practices . 
 85   Knowledge  and  experience  of learners must match to  learner’s knowledge level  to 

achieve  higher experience fl ow . 
 86   Educational practice  and  learning  can provide  fun  and  instructional practice  to the 

learner. 
 87   Educational practice  should be able to provide  motivational learning for learners . 
 88   Refl ective observations  of  feedback  provide  construction  of plan to establish  complex 

thinking . 
 89   Refl ective observation  of  feedback  allows  discovery  of new solutions when learners 

 achieve goals . 
 90   Assessment technology  has  collaborative environment  to  engage  and  motive learning  

while assessing their  skills . 
 91  Games should indulge learners with  assessments to quantify knowledge  and  abilities . 
 92  To improve the enforcement of  learning objectives  by  learners ,  learning  and 

 entertainment element  must be connected. 
 93   Learning process  combines  explicit knowledge ,  conversations , and  refl ection  of 

results for learners to  construct knowledge . 
 94   Player’s ideal solution  is to overcome the  challenges  with less  repetitions  of  solving.  
 95   Players  meet the  challenges  through  guidance  and  collaboration  throughout the 

 process of solving a task . 
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 The authors will further validate the framework by conducting expert interviews 
to verify the implicit relationships and modify the relationships according to expert’s 
point of view. Hence, this will provide explicit relationships for game developers. In 
addition, the case study on educational games will be conducted where the subject- 
matter related to the educational game course/content will be chosen. This will fur-
ther highlight the practicality of the framework.     
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    Chapter 35   
 Usability Testing for Culturally-Enhanced 
Serious Game       

       M.   Ariffi n     Mazeyanti     ,     Wan     Ahmad     Wan Fatimah     , and     Sulaiman     Suziah    

    Abstract     In general, serious game usability testing aims to assess whether a seri-
ous game is usable to the intended users. Failure to design a usable serious game 
could infl uence the player’s experience and give negative impact on the overall 
quality and success of a serious game. A serious game prototype called my-CEN 
had been developed and this paper aims to report on the fi ndings discovered from 
the usability testing. User methods approach namely observational analysis and 
survey-based were applied in this research work. The instruments used in this study 
were validated through pilot study and total of 35 participants from Universiti 
Teknologi PETRONAS (UTP) involved in the usability testing. In summary, the 
analyses from both approaches suggest that my-CEN serious game passed the 
usability testing requirements thus, the serious game is usable to the intended users.  

  Keywords     Serious game usability   •   Observational analysis   •   Survey-based approach  

35.1         Introduction 

 The main objective of conducting serious game usability testing was to evaluate 
whether a serious game is usable to the intended users (Moreno-Ger and Torrente 
 2012 ). Additionally, it allows developer to identify design or implementation issues 
that might prevent players from successfully interact with a fi nal product (Moreno-
Ger and Torrente  2012 ). Failure to design a usable serious game could infl uence the 
player’s experience and give negative impact on the overall quality and success of a 
serious game (Pinelle et al.  2008a ,  b ). Thus, this paper aims to report on the fi ndings 
which were obtained from the usability test of a culturally-enhanced serious game 
called my-CEN. 
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 This paper is segmented into several parts; Part I provides the overview of the 
serious games usability, Part II presents the literature review, Part III discusses the 
methodology and fi nally Part IV is the discussion.  

35.2     Literature Review 

 Usability is defi ned as “the extent to which a product can be used by specifi ed users 
to achieve specifi ed goals with effectiveness, effi ciency and satisfaction in a speci-
fi ed context of use” (ISO 9241-11, 2011). Generally, this broad defi nition empha-
sizes on having products that allow users to achieve goals and provides a base for 
measuring usability for different software products. However, serious games are 
very specifi c type of software that has unique requirements and characteristics, 
therefore this broad defi nition posed several challenges for researchers when evalu-
ating serious games. For example, making errors are commonly undesirable in 
many systems and applications but is expected in many serious games since they are 
designed to challenge users. Furthermore, serious games are distinct from other 
type of applications (Moreno-Ger and Torrente  2012 ; Zin and Yue  2009 ) since seri-
ous games have an additional objective of knowledge discovery and learning 
(Moreno-Ger and Torrente  2012 ). This notion is supported by De Freitas and Oliver 
( 2006 ) who mentioned that learning effectiveness, engagement, appropriateness of 
the design for a specifi c context and target audience are the dimensions that need to 
be considered when assessing a serious game. 

 There are a variety of approaches to assess usability. These approaches can be 
broadly categorized as (i) expert methods, in which experienced evaluators identify 
potential pitfalls and usability issues, (ii) theoretical methods, in which theoretical 
models of tools and user behaviors are compared to predict usability issues, and (iii) 
user methods, in which software prototypes are given to end users to interact 
(Macleod and Rengger  1993 ). In user methods, there exist two main approaches: 
observational analysis, in which a user interacts with the system while the develop-
ers observe, and survey-based methods, in which the user fi lls in evaluation ques-
tionnaires after interacting with the system.  

35.3     Methodology 

 This research work used user method approach in assessing the usability of my- 
CEN serious game. The authors conducted both approaches in user method; which 
are observational analysis and survey-based. Both approaches were performed to 
complement each other. 
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35.3.1     Observational Analysis 

 The purpose of the observation analysis was to observe user experiences playing with 
my-CEN serious game. My-CEN serious game is customized for higher education 
learners in Malaysia. Hence it is important to recruit users (henceforth called partici-
pants) from the same target audience (Moreno-Ger and Torrente  2012 ; Nielsen 2000). 

35.3.1.1     Recruitment Procedures 

 To recruit the participants, an invitation contained a brief description of the study, 
eligibility criteria and contact information was distributed to all potential partici-
pants in Universiti Teknologi PETRONAS (UTP) through online and hard copy. 
The online invitations were distributed through UTP’s e-learning, Facebook and 
SRCUTP while hard copy invitations were distributed during class sessions. 

 To be eligible to participate in this observation analysis, participants must be at 
least 17 years old however cannot be older than 23 years old. This target group of 
age is selected since it represents the ideal age range for higher education learners 
in Malaysia. Additionally, the participants must also have experience playing any 
computer serious games for the past 6 months and have basic knowledge on com-
puter security. 

 Five (5) undergraduate students were recruited as the participants for observation 
analysis study. Researchers such as O’Neil, Baker and Fisher ( 2005 ) and Chen 
( 2005 ) suggest that sample size between 3 and 5 is suffi cient to evaluate the func-
tionality of an application. Table  35.1  shows the description of each tester.

35.3.1.2        Session Evaluators 

 Additionally, two (2) evaluators were recruited to analyze the playing session of 
my-CEN serious game. Nielsen (2000) suggested that having more than one evalu-
ator will increase the reliability of the analysis, since different evaluators could 
identify different issues. The evaluators were postgraduate students who have expe-
rience playing my-CEN serious game as well as had experience conducting usabil-
ity observation.  

   Table 35.1    Descriptions of participants in observational analysis   

 Participant  Age  Gender  Ethnicity  Program  Game experience 

 Participant1  18  F  Malay  BIS  1 year 
 Participant2  18  M  Malay  BIS  1 year 
 Participant3  19  M  Chinese  ICT  2 years 
 Participant4  19  F  Indian  ICT  2 years 
 Participant5  19  M  Indian  ICT  5 years 
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35.3.1.3     Design of Instrument 

 This research work adopted the Serious game Usability Evaluation (SeGUE) proposed 
by Moreno-Ger et al. ( 2012 ). There are two (2) main dimensions that being evaluated: 
system-related and user-related. The system-related dimension focuses on serious 
game design, serious game interface and implementation while user- related dimension 
concentrates on user’s emotions spectrum. Serious game fl ow, functionality, content 
and layout are some of the event categories that fall in system- related dimension 
whereas emotions such as confused, annoyed, excited and learning are some event 
categories that fall in user-related dimension. In this paper, the term user-experience is 
referred as emotion expressions of the participants during the testing. Table  35.2  depicts 
the measurement items according to system-related and user related dimension.

35.3.1.4        Observational Analysis Session 

 The session was conducted by following a script in order to ensure smooth observa-
tional analysis process. A detailed script indicating tasks the participants are 
expected to perform was prepared prior to the session. The script was designed to 
address specifi c learning goals, all relevant serious gameplay and user interface 
within the serious game design. Each tester was required to complete six (6) tasks. 
Table  35.3  illustrates the tasks assigned to the participants. The total playing time 
was estimated about 30 min.

   The observational analysis was conducted in Virtual Reality Lab at UTP. It was 
conducted in a closed-session situation where only participants and two evaluators 
were in the lab to test my-CEN serious game. The Campaign Analyzer (embedded 
in my-CEN serious game) is used to record the time and actions of the participants 
throughout the session. The evaluators will observe the participants and record 
every aspect that participants might show such as their body language, facial expres-
sions, and comments as well as complete the provided tasks checklist. Prior to the 
session, participants need to undergone several steps. First, participants need to fi ll 
in their demographic details such as age, gender, ethnicity, program and serious 
game experience. Second, participants were allowed to explore my-CEN serious 
game before the session starts. Finally, participants were required to perform the 
tasks given to them while evaluators observe the session.   

   Table 35.2    Descriptions of participants in observational analysis   

 No  Dimension  Item  Measurement 

 1  System related  Time taken to complete given tasks  Minutes & second 
 2  Number of moves taken to complete the 

tasks 
 Moves 

 3  Percentage of correct moves as compared 
to benchmark value 

 Frequency & percentage 

 4  Total number of events occurred  Frequency & spread 
value 

 5  User related  User experience  Frequency 
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35.3.2     Survey-Based Approach 

 To complement the observational analysis fi ndings, a survey-based approach were 
conducted. The survey-based usability testing was conducted to a larger sample size 
by using questionnaire. The aim of this survey-based approach is similar to observa-
tional analysis; which is to assess the functionality of my-CEN serious game, to 
ensure the user interface is easy to learn, fl uent to use and supports user interactions. 

35.3.2.1    Design of Instrument 

 The instrument was modifi ed based on the work of Zin and Yue ( 2009 ). Similar 
work has been used by other researchers in evaluating serous serious games such as 
Froschauer et al. ( 2010 ) and Fujimoto ( 2010 ). Yue and Zin ( 2009 ) proposed 23 ele-
ments in their usability model however, only six (6) elements were considered in 
this research. These six (6) elements were chosen due to the suitability of the ele-
ments with regards of the research context. 

 The questionnaire was segmented into seven (7) parts; Part 1 is the demographic 
information, Part 2 is playability, Part 3 is serious game mechanic, Part 4 is interface, 
Part 5 is feedback, Part 6 is hints and Part 7 is learning content. In Part 1, participants 
were required to fi ll up their demographic details such as age, gender, ethnicity, 
program and serious game experience. Meanwhile, for the remaining parts, the par-
ticipants were required to rate the functionalities of My-CEN serious game based on 
the Likert-5 scale (1 = Very poor, 2 = Poor, 3 = Fair, 4 = Good, 5 = Excellent).  

35.3.2.2    Recruitment Procedure 

 To recruit the participants for the survey-based approach, similar procedure as 
observational analysis were conducted. The invitations were distributed to UTP stu-
dents through hard copy and online means. The online invitations were distributed 
through UTP’s e-learning, Facebook and SRCUTP meanwhile fl iers were distrib-
uted during class session. 

  Table 35.3    Descriptions of 
participants in observational 
analysis  

 No  Tasks 

 1  Start the my-CEN malicious 
code campaign 

 2  View the computer security 
defi nition and principles 

 3  View the serious game objectives 
 4  Buy new workstation 
 5  View lab manual 
 6  Change procedural settings on 

beware of email attachment 
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 To be eligible to participate in the pilot study, fi rstly the participants must be 
between 17 and 23 years old. This age group was selected as the target audience 
since in Malaysia, generally higher education learners age ranged from 17 to 23 
years old. Secondly, participants must have prior experience with computer serious 
games in the past 6 months. Lastly, the participants must possess basic knowledge 
on computer security.  

35.3.2.3    Pilot Study 

 Prior to the real data collection, a pilot study was conducted with 13 undergraduate 
students from Computer and Information Sciences Department (7 Male and 6 
Female). Pilot study is useful when the researchers want to identify any potential 
problems that may exist in the instruments (Mazlan  2012 ). In additional, pilot study 
was conducted to assess the reliability of the questionnaire since the questionnaires 
was adopted from the other researchers work. The pilot study was conducted in 
UTP’s Virtual Reality Lab. 

 The reliability analysis was performed by using SPSS v20. The Cronbach Alpha 
value is 0.853. According to Sekaran ( 2006 ) and Coakes et al. ( 2006 ), an instrument 
is deemed reliable when the Cronbach Alpha value is above 0.70. Thus this result 
indicates that the instrument is reliable and internally consistent to be distributed to 
a larger audience.  

35.3.2.4    Procedure 

 Approximately 75 min were allocated for the session. 5 min were allocated to brief 
the participants on the objectives of the study and the serious game, 30 min were 
allocated for them to explore the serious game by themselves and 40 min were gives 
to participants to answer the serious game usability questionnaire. All participants 
were allowed to communicate with each other while playing my-CEN serious game.    

35.4     Result and Discussion 

 As mentioned earlier, there were fi ve (5) items measured in the observational analy-
sis; completion time, number of moves to complete the tasks, percentage of correct 
moves, and total number of events occurred as well as user experience. The next 
section will discuss on the fi ndings found from the observational analysis. 

35.4.1     Findings from Observational Analysis 

 This section will present the fi ndings obtained from the observational analysis namely 
the time taken, total number of moves, events occurred and user-experience. 
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35.4.1.1    Time Taken 

 According to Table  35.4 , the mean value of time taken to complete all six tasks was 
about 25.61 min in length. The completion time recommended by my-CEN serious 
game developer was 30 min; thus being able to complete all tasks in less than 30 min 
shows that my-CEN serious game is considered to have suffi cient level of usability. 
Additionally, all participants managed to complete all tasks given to them which 
indicate that my-CEN serious game is simple and easy to understand.

35.4.1.2       Total Number of Moves 

 From Table  35.4 , on average, 45 moves were taken by the participants to complete 
all tasks assigned to them. The total moves proposed by the serious game developer 
were 36 steps. The result suggests that participants need 9 additional moves or 
approximately 25 % more moves to fi nish the task as compared to the number of 
moves suggested by the serious game developer. This value is within the usability 
pass criteria recommended by (Sivaji et al. ( 2011 ), hence it shows that my-CEN 
serious game surpasses the usability testing. 

 Further mode analysis was conducted on the number of moves (as illustrated in 
Table  35.5 ). The number of moves taken by the participants were categorized and 
labeled as low (0–2 moves), medium (3–5 moves) and high (6–8 moves). Later, the 
number of moves was compared with the bench mark values proposed by the seri-
ous game developer.

   From Table  35.5 , it shows that majority of participants able to performed not 
more than six additional moves when performing any of the tasks, which is indi-
cates as ‘Low’ and ‘Medium’ in the table. These results suggest that the fl ow of the 
serious game, layout, content and functionality of my-CEN is acceptable hence the 
usability level of my-CEN serious game is suffi cient.  

    Table 35.4    Mean value of completion time and number of moves   

 No  Item  Mean value  Bench mark value 

 1  Completion time (complete all tasks)  25.61 mins  30 mins 
 2  Number of moves to complete all tasks  45 moves  36 moves 

    Table 35.5    Mode analysis of number or moves   

 Category 

 Task 1  Task 2  Task 3  Task 4  Task 5  Task 6 

 %  %  %  %  %  % 

 Low  80  80  60  80  80  80 
 Medium  20  20  40  20  20  20 
 High  0  0  0  0  0  0 
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35.4.1.3    Events Occured 

 Table  35.6  illustrates the frequency and spread value based on the events identifi ed 
by the evaluators. The spread value refers to number of participants faced similar 
problem. This table shows the top fi ve (5) events encountered by the participants 
during the serious game testing.

   The most errors encountered by participants were the technical errors that 
appeared on the screen during the serious game play. This event was tagged 39 
times; hence this error received the highest rank and must be corrected by the seri-
ous game developer. 

 The second in the rank is layout or user interface issue, this includes no sound 
effect provided upon their actions in the serious game. This issue happened 33 times 
to all participants. Thus, the serious game developer needs to rectify this problem 
before my-CEN serious game could be used in the effectiveness study. 

 Additionally, all participants also complaint about redundancy of serious game 
characters in the serious game environment. In some occasions, the serious game 
characters were doubled and caused confusion to the participants. This issue hap-
pened 28 times during the testing session, therefore this issue rank number 3. 

 Additionally, in Table  35.6 , it also portrays the spread value of each event. Spread 
values refers to the number of participants encountered the events. From this table, 
the fi rst top three (3) events were faced by all participants (spread value = 5). 
Meanwhile only three participants encountered fl ickering screen and only two par-
ticipants encountered mouse accuracy issue. 

 From the analysis of events, it shows that the serious game needs some modifi ca-
tion and changes prior to the effectiveness study. Based on the analysis, the changes 
were minor and did not affect the overall serious gameplay design.  

35.4.1.4    User Experience 

 Table  35.7  shows the user-related statistics recorded by evaluators during the obser-
vational analysis. Participants demonstrate higher positive reactions during the 
interaction with the serious game. Positive reactions outperformed the negative 

    Table 35.6    Top fi ve events encountered by participants and its spread value   

 Rank  Events  Type  Frequency 
 Spread 
value 

 1  Technical error on the screen when 
performing actions 

 Technical error  39  5 

 2  No sound effect upon player actions  Layout/User 
interface 

 33  5 

 3  Serious game characters redundancy  Technical error  28  5 
 4  Flickering serious game objective 

screen 
 Functionality  15  3 

 5  Mouse clicking accuracy  Functionality  8  2 

M.A. Mazeyanti et al.



447

reactions. 52 tags were related to satisfi ed or exciting event type, while 23 tags were 
related to refl ecting. Pleasantly frustrated was tagged 17 times as compared to learn-
ing event which happened 17 times throughout the observation session. In total, 
positive reactions were tagged 107 times.

   From Table  35.7 , it also shows that there were 28 tags on confused events and 23 
tags were related to frustrate and the remaining 6 tags were annoyed events. In sum-
mary, a total of 57 events were related to negative emotions. At the end of the obser-
vation, all evaluators will consolidate the data collected from each tester. The 
outcome of this session will be a task list of improvement. The list will act as the 
basis of changes and improvement to my-CEN serious game. 

 Based on the analysis of user-related events, it clearly shows that positive events 
outperformed the negative events, which indicate majority of the participants dem-
onstrate positive reactions when they interact with my-CEN serious game. These 
positive reactions indicate that participants were satisfi ed and excited about the seri-
ous game. Therefore, it could be inferred that my-CEN serious game meets the 
usability criteria.   

35.4.2     Findings from Survey-Based Approach 

 Figure  35.1  depicts the mean scores for all usability elements of my-CEN serious 
game. The mean score for playability is high which is 4.07 (out of 5). High play-
ability mean score indicates that the serious game able to motivate participants to 
continue playing; through manifestation of good graphics, sound effect, appropriate 
serious game complexity and diffi culty. Hence, it can be inferred that participants 
enjoyed and had great time playing my-CEN serious game.

   The mean score for learning content element is also high which is 4.00 (out of 5). 
From this result, it was learnt that my-CEN serious game provides suffi cient 
 overview of malicious code attack as well as all participants perceived that they 
could learn computer security principles by playing this serious game. 

 The mean score for serious game mechanic is 3.48 (out of 5). The result indicates 
that generally, the serious game rules are clear and the serious game fl ow is fl uent. 

 The mean score of interface is above average which is 3.40 (out of 5). The result 
shows that the serious game’s control mechanism and serious game interface are 

    Table 35.7    Statistics of user-related events   

 User-related events  Frequency  Total 

 Negative  Frustrated  23  57 
 Annoyed  6 
 Confused  28 

 Positive  Learning  15  107 
 Refl ecting  23 
 Satisfi ed/exciting  52 
 Pleasantly frustrated  17 
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consistent. Meanwhile, the in-serious game feedback mean score was rated 3.09 
while hints were rated 3.61 (out of 5 points). 

 In summary, it shows that the mean score for all elements were above average and 
ranged between 3 (neutral) and 4 (agree). The in-serious game feedbacks element 
was rated the lowest while serious game’s playability was rated the highest by the 
participants. Generally, it could be inferred that my-CEN has passed the serious 
game usability level, however strong conclusion could not be made due to all mean 
scores do not have fi nite values. Hence, further mode analysis was performed for 
each element, as suggested by Sekaran ( 2006 ). The responses were analyzed by 
combining ‘strongly disagree’ and ‘disagree’ responses as ‘disagree’, and ‘agree’ and 
‘strongly agree’ responses as ‘agree’. Researchers such as Mazlan ( 2012 ), Ahmad 
Sobari et al. ( 2014 ) and Ibrahim et al. ( 2011 ) used this method when investigating 
student’s attitude and perception towards the use of technology for learning. 

 Table  35.8  shows mode analysis result for all usability elements. From the table, 
79.00 % of the participants agree that the serious game is simple and easy to play, 
while 17.00 % were neutral and only 4.00 % thought that the serious game is com-
plex. This result shows that my-CEN serious game has suffi cient visual and sound 
effects. In additional, the result also indicates that participants were satisfi ed with 
the realism of the serious game environment. Hence, it refl ects that the level of play-
ability of my-CEN serious game is suffi cient.

   Participants were also asked on the learning content presented in my-CEN seri-
ous game. 75.00 % agreed that the learning content provided in my-CEN serious 
game is adequate and appropriate. 16 % were neither agree nor disagree while only 
9.00 % were disagreed that my-CEN serious game covers suffi cient overview of 
malicious code attack. High percentage of agreement on the learning content ele-
ment depicts that my-CEN serious game provides suffi cient overview on malicious 
code attack. 

4.07 4.00
3.48 3.40

3.09
3.61

1.00
1.50
2.00
2.50
3.00
3.50
4.00
4.50
5.00

Serious Game Usability Mean
Scores

  Fig. 35.1    My-CEN serious game usability mean scores       
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 Majority of participants agreed that the serious game has good serious game 
mechanic (48.40 %). Nearly 42.00 % neither agreed nor disagreed and only 9.60 % 
disagreed on this element. This result indicates that participants agreed the serious 
game interactions are smooth and the serious game rules are clear. Smooth interac-
tions between serious game and uses are vital as it is to ensure participants could 
control and learn from serious game, attract the participants and encourage them to 
advance to the next level. Hence it can be assumed that the serious game mechanic 
of my-CEN successfully passed the serious game usability requirement. 

 In additional, majority of participants agreed that the serious game’s interface 
was good (58.00 %). Only 6.50 % thought the serious game’s interface was bad 
while the remaining 35.50 % could not determine whether the serious game’s inter-
face was good or not. High percentage on agreement on serious game’s interface 
element indicates that the serious game’s interface was effi cient, highly good look-
ing and non-intrusive to participants. Thus, it can be concluded that the serious 
game successfully creates a compelling experience to participants and consequently 
bring positive effect on overall quality and success of a serious game. 

 Almost half of the participants agreed that the serious game provide suffi cient 
in-game feedbacks (46.20 %). 34.40 % were undecided on the in-game feedbacks 
element and the remaining 19.40 % were disagreed. High percentage on in-game 
feedbacks element shows that participants were able to obtain requested informa-
tion on time and guide them to apply information accurately in order to avoid any 
wrong understanding. This result support the result obtained from the mean value 
analysis hence a conclusion can be made that my-CEN serious game provides suf-
fi cient feedback to participants. 

 The result showed that my-CEN serious game passed the usability requirements as 
the mean scores of all measured serious game usability elements were higher than the 
mean of Likert-scale 3.00 and mode analysis result shows that majority of participants 
agree that my-CEN serious game had passed the usability testing for serious game.   

35.5     Conclusion 

 As a conclusion, my-CEN serious game had passed the serious game usability cri-
teria. The positive fi ndings obtained from the observational analysis suggest that 
participants able to complete the given tasks in lesser than the recommended time as 

   Table 35.8    Mode analysis of my-CEN usability elements   

 Elements  Agree (%)  Neutral (%)  Disagree (%) 

 Playability  79.00  17.00  4.00 
 Learning content  75.00  16.00  9.00 
 Game mechanic  48.40  42.00  9.60 
 Interface  58.00  35.50  6.50 
 Feedback  46.20  34.40  19.40 
 Hints  55.90  23.70  20.40 
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well as able to perform all tasks within the usability range. Additionally, partici-
pants demonstrated more positive than negative reactions during the serious game 
playing session which suggests that the participants enjoyed their experience play-
ing my-CEN serious game. 

 Additionally, the result found from the survey-based approach suggests that my- 
CEN serious game is easy to play and learn as well as the serious game mechanic is 
smooth and the game interactions is fl uent. This result was supported by positive 
responses and high mean value on the playability, learning content, game mechanic, 
interface, in-game feedback and hints. 

 Both results obtained from the observational analysis and survey-based approach 
demonstrated that my-CEN serious game had passed the usability testing and meets 
the serious game usability requirement. Hence, further effectiveness study will be 
conducted to determine the effectiveness of my-CEN serious game to improve 
knowledge acquisition.     
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    Chapter 36   
 Organizational Innovativeness as Predictors 
to Organizational Performance of Public 
Universities in Malaysia       
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    Abstract     The transformation of Public Institutions of Higher Education (PIHE) in 
Malaysia to become competitive at the international level brings up the need to 
improve the organizational performance level among the academicians. This comes 
together with the development and implementation of organizational innovativeness 
in the education industry. This article fi rstly assessed the level of organizational 
performance and organizational innovativeness among the academicians in 
Malaysian PIHEs. Secondly, organizational innovativeness is assessed whether it 
may have any infl uence on organizational performance using correlation and mul-
tiple regression analyses. Using samples of 88 academicians taken from various 
public universities in Peninsular Malaysia, the level assessment found that both 
variables are moderate. The highest correlation was found between organizational 
innovativeness with development target and characteristics. The highest Beta value 
in multiple regressions was also found between organizational innovativeness with 
development target and characteristics followed by curriculum planning, and repu-
tation. Implications and further research suggestions are discussed in this paper.  
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36.1         Introduction 

 The intense competitions in the education industry demanded the higher learning 
institutions to measure their organizational performance, specifi cally in evaluating 
whether the main objectives of the university achieve the targeted annual perfor-
mance indicators (Chen et al.  2009 ). Indeed, the rapid establishment of private 
higher learning institutions in Malaysia under the enactment of the Private Higher 
Education Institution Act (PHEIA) (Wan  2007 ) has able more private higher educa-
tion institutions to enter the Malaysian market. As a result, the public institutions of 
higher learning (PIHEs) are no longer the exclusive delivery centres for higher 
 education in Malaysia. This further lead to the education industry being more com-
petitive and thus makes educational quality among PIHEs becoming more critical 
than ever. 

 Having said all this, it is important for the academic institutions in Malaysia to 
not only have consistent performance but also established performance measure-
ments in order to maintain the quality of services at par as required by the stakehold-
ers (Chen et al.  2009 ). The factors that may impact the organizational performance 
varies according to the specifi c core functions of the particular organization (Chen 
et al.  2009 ). As PIHEs core functions are to educate students, teaching, seek aca-
demic development, embarking on research and scholarships, and calibrate with 
industrial development demands (Johnes and Taylor  1990 ; Tang and Zairi  1998 ), it 
is interesting to explore one of the factors that might infl uence organizational per-
formance namely, organizational innovativeness. Organizational innovativeness is 
indeed an important construct for PIHEs in order to ‘manufacture innovations’ by 
facilitating innovative work outputs that will further contribute to competitive 
advantage for the institutions. 

 Thus, the aims of this study specifi cally are to: (1) determine the level of organi-
zational innovativeness and organizational performance; and (2) to investigate 
whether organizational innovativeness has any infl uence on the constructs of orga-
nizational performance.  

36.2     Literature Review 

36.2.1     Organizational Innovativeness 

 The term organizational innovativeness (OI) derived from the word ‘innovate’ 
which consists of openness to new ideas as an aspect of fi rm culture (Rogers  1995 ). 
Innovativeness is referred to the innovative capability and for the purpose of this 
study, organizational innovativeness consist of the capability to initiate, develop 
and/or implementing new ideas, products, or technologies (Lin  2006 ). Indeed, fi nd-
ings and conceptualization on innovation among PIHEs is still lacking (Kieser and 
Koch  2008 ). The context in which organizational innovativeness is used in this 
study is the willingness of the organization to encourage and support the innovation 
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among the employees by providing the development of new knowledge and insights 
(Hult et al.  2004 ; Hurley and Hult  1998 ). Apart from being implemented in research 
agencies, it is suggested that organizational innovativeness should be implemented 
in PIHEs as they are also responsible in ‘manufacturing’ innovations (Nordin et al. 
 2013 ; Siti Norezam et al.  2014 ). The context of organizational innovativeness in this 
study includes the whole organization and not referring to any specifi c department 
such as marketing or research development.  

36.2.2     Organizational Performance 

 Performance is normally measured by the extent of specifi c objectives achieved 
(Shieh  2011 ). As there is no defi nite defi nition for organizational performance, it is 
important to note that organizational performance has been measured in different 
ways according to its respective context (Stainer  1999 ; Stankard  2002 ). 
Organizational performance is indeed the product of interactions of different com-
ponents or units in the organization (Stainer  1999 ). The highly need for competitive 
quality education in academic institutions bringing up the need for the institutions 
to come up with ways for improvement in such areas (Lawrence and McCullough 
 2001 ). This is related to the development for performance measurement indicators 
which are used to assess the performance level of the academic institutions 
(Sukboonyasatit and Thanapaisarn  2011 ). Thus, the development of performance 
measurement indicators that is specifi c to be used in academic institution is vital. 

 In this study, organizational performance refers to the outcomes of various edu-
cational related processes which occur in the course of its daily operations (Hussein 
et al.  2013 ). Since there is limited literature on what consist of organizational per-
formance in the context of PIHEs in Malaysia, it is proposed that organizational 
performance is represented by various dimensions such as school reputation, quality 
of students, research results curriculum planning and community involvement 
(Chen et al.  2009 ). The concern derive at the establishment of specifi c organization 
performance indicators for universities because most current evaluation indicators 
in the literature unable to measure the specifi c educational types of performance 
(Sukboonyasatit and Thanapaisarn  2011 ; Yang and Chen  2004 ). Thus, the establish-
ment of the specifi c performance indicator (Chen et al.  2009 ) enable this study to 
capture the current Malaysian PIHEs’ organizational performance as it represents 
system performance of a PIHE as a whole (Spee and Bormans  1992 ).  

36.2.3     Organizational Innovativeness with Organizational 
Performance 

 Organizational innovativeness was previously found to have association with orga-
nizational performance (Armour and Teece  1978 ; Salge and Vera  2009 ; Subramanian 
and Nilakanta  1996 ; Walker  2005 ). The results however are rather confl icting where 
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the usual positive relationship (Subramanian and Nilakanta  1996 ) found between 
the two constructs were also found to be indifferences (Damanpour and Evan  1984 ). 
The more confl icting results found that those who late in adopting technologies 
were found to have higher performances compares to those early adopters (Antonelli 
 1993 ). Thus, this study explores the potential relationships that might be signifi cant 
between the two constructs. Specifi cally, this study is predicting that the higher 
level of organizational innovativeness will increase the level of organizational per-
formance among in Malaysia.   

36.3     Method 

 The quantitative method is used in this study in order to assess the level of study 
variables and to explore whether there are relationships existed between learning 
organization and organizational innovativeness with organizational performance. It 
also aimed to measure the relationship (if any) based on past researches that has 
been established in the west which reported on the existence of this particular 
relationship. 

36.3.1     Respondents 

 The sample of the study consists of 88 academicians from various public universi-
ties in Peninsular Malaysia. There were 60.5 % of females and 39.5 of percent 
males. Majority of the academicians who participated in this study are holding DM/
DS45 position level (50 %) followed by DM/DS52 (25.6 %). Most of the respon-
dents are also attached to faculty (63.5 %) followed by those who are attached to the 
faculty with responsibility in the administration work (28.4 %).  

36.3.2     Measures 

 Far too little instruments available that assessed on the educational organization 
aspects in terms of organizational performance. Despite that, the instrument was 
adapted from Chen et al. ( 2009 ) whom suggested that academic setting performance 
measurement indicators should cover several aspects. Several importance aspects 
identifi ed in educational institution for this study are reputation, social/community 
involvement, student’s quality, innovation, faculty’s resources, teaching activities, 
research activities, development target and characteristics, and curriculum planning. 
The coeffi cient alpha for reliability analyses ranging from 0.76 to 0.93. Finally, 
organizational innovativeness’ assessment instrument was adapted from Lin ( 2006 ) 
but originally was taken from Hurley and Hult ( 1998 ). The instrument has 14-items 
and the reliability coeffi cient alpha was 0.95.  
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36.3.3     Data Analysis 

 There were 88 questionnaire distributed among the academicians in a public institu-
tion of higher education in peninsular Malaysia. The data were collected using 
drop-off/pick-up method. The questionnaires were self-administered by the 
respondents. 

 Descriptive types of analyses were used in this study. The analyses began with 
the assessment of internal consistencies. The coeffi cient alpha was tested and those 
variables must achieved above 0.60 (Nunnally  1967 ). Then, the frequencies of the 
data were examined by generating the means and standard deviation of the items as 
well as the respondents’ demographic information. Correlation analysis (bivariate) 
was conducted next in order to determine the existence of the relationships between 
all the variables assessed. Finally, multiple regressions analyses were conducted as 
to identify whether the there was signifi cance impact existed between the indepen-
dent variables which is organizational innovativeness with the dependant variable 
which is organizational performance.   

36.4     Results 

36.4.1     Descriptive Analysis 

 Referring to Table  36.1 , total means for organizational innovativeness (M = 4.84; 
SD = 0.84), and organizational performance (M = 4.89; SD = 1.02) were at moderate 
level.

   The social/community involvement constructs scored the highest mean at 5.52 
(SD = 1.01) for the constructs of organizational performance. The mean score for 
research activities was the lowest (M = 4.48; SD = 1.07) followed by innovation 
(M = 4.63; SD = 1.04). The respondents regarded their universities as having lower 
research activities while higher in having activities with social/community 
involvement.  

36.4.2     Correlation Analysis 

 Referring to Table  36.2 , organizational innovativeness scored high correlations with 
all organizational performance constructs but the lowest score was for social/com-
munity involvement (r = 0.449; p ≤ 0.01). Highest correlations found between orga-
nizational innovativeness with development target and characteristics (r = 0.745; 
p ≤ 0.01). This result indicates that as compare to other organizational performance, 
social community involvement has the lowest impact from organizational innova-
tiveness whereas development target and characteristics infl uence the most by the 
existence of organizational innovativeness in the PIHE. The associations also found 

36 Organizational Innovativeness as Predictors to Organizational Performance…



458

between organizational innovativeness with other constructs of organizational per-
formance such as curriculum planning (r = 0.671; p ≤ 0.01) followed by research 
activities (r = 0.668; p ≤ 0.01), innovation (r = 0.634; p ≤ 0.02), reputation (r = 0.615; 
p ≤ 0.01), faculty’s resources (r = 0.565; p ≤ 0.01), student’s quality (r = 0.554; 
p ≤ 0.01), and teaching activities (r = 5.43; p ≤ 0.01).

36.4.3        Multiple Regressions 

 Multiple regression analyses were conducted in order to assess whether the relation-
ships exist between organizational innovativeness with organizational performance 
are signifi cance. Linear multiple regressions were used in order to identify the con-
structs that have any relationships with the constructs in organizational perfor-
mance. In Table  36.3 , organizational innovativeness was related to almost all the 
constructs of organizational performance except  social/community involvement . 
The highest B coeffi cient value is found between organizational innovativeness and 
development target and characteristics (B = 0.678; p ≤ 0.001). There are 62.3 % of 
variances for development target and characteristic explained by organizational 
innovativeness with the R-square value of 0.623. The Beta for curriculum planning 
was 0.671 (p ≤ 0.001) with the R-square of 0.450 which means that 45 % of its vari-
ance was explained by organizational innovativeness. On a similar note, with the 
R-square value of 0.474 between organizational innovativeness and research activi-
ties showed the importance infl uence that innovation brings in enhancing research 
experiences among the academicians.

  Table 36.1    Mean score for 
learning organization, 
organizational innovativeness, 
and organization performance  

 Dimensions  Mean 
 Std. 
deviation 

  Organizational performance  
 Reputation  4.57  1.11 
 Social/community involvement  5.52  1.01 
 Student’s quality  4.90  0.89 
 Innovation  4.63  1.04 
 Faculty’s resources  4.77  1.00 
 Teaching activities  5.16  0.93 
 Research activities  4.48  1.07 
 Development target and characteristics  4.96  1.09 
 Curriculum planning  5.03  1.07 
  Total for organizational 
performance  

  4.89    1.02  

  Organizational innovativeness    4.84   0.84 

  Note: 1.00–3.99 = low; 4.00–4.99 = low-moderate; 5.00–5.99 = 
moderate-high; 6.00–7.00 = high  
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36.5         Discussions 

 This study fi rstly intended to assess the level of organizational innovativeness and 
organizational performances. Secondly, the correlations between organizational 
innovativeness and the constructs of organizational performance were tested, and 
fi nally the relationships were tested whether they were signifi cance using multiple 
regressions. The existence of organizational innovativeness within organizations, 
specifi cally for academic institutions among public higher learning institutions may 
improve the level of certain organizational performance constructs. 

 Using descriptive statistics, the means for all constructs were at moderate level 
where social/community involvement score the highest mean within organizational 
performance constructs. However, social/community involvement has the lowest 
correlation with organizational innovativeness and there was no signifi cance rela-
tionship existed between the two constructs in regressions analysis. The result infers 
that the emphasise of innovativeness culture in PIHE would not contribute to the 
level of social responsibility among the academics. 

 On a different note, the existence of organizational innovativeness highly infl u-
enced the level of development target and characteristics as well as the curriculum 
planning of the public universities. This somehow confi rmed previous fi ndings on 
the infl uence of organizational innovativeness on organizational performances 
(Armour and Teece  1978 ; Damanpour and Evan  1984 ; Salge and Vera  2009 ; 

   Table 36.3    Multiple regression analyses for learning organization and organizational 
innovativeness with organizational performance   

 Organizational 
performance  R 2   F-value/sig 

 Independent 
variable  B  T-value/sig 

 Reputation  0.378  52.362/0.000  Organizational 
innovativeness 

  0.615   7.236/0.000 

 Student’s quality  0.307  38.075/0.000  Organizational 
innovativeness 

 0.554  6.170/0.000 

 Innovation  0.437  32.996/0.000  Organizational 
innovativeness 

 0.484  4.633/0.000 

 Faculty’s resources  0.319  40.340/0.000  Organizational 
innovativeness 

 0.565  6.351/0.000 

 Teaching activities  0.330  20.962/0.000  Organizational 
innovativeness 

 0.429  4.127/0.000 

 Research activities  0.474  38.314/0.000  Organizational 
innovativeness 

 0.537  5.407/0.000 

 Development target 
and characteristics 

 0.623  46.288/0.000  Organizational 
innovativeness 

  0.678   8.281/0.000 

 Curriculum planning  0.450  70.528/0.000  Organizational 
innovativeness 

  0.671   8.383/0.000 
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Subramanian and Nilakanta  1996 ). In academic institutions, the relationship 
between the organizational innovativeness and organizational performance is 
important. This is because the challenges that the academic world is facing far too 
great with the infl uence of information and communication technology (ICT) which 
include the existing of social media that become partly important among the current 
students in PIHEs. The impact that organizational innovativeness bring on the 
development target and characteristic conclude that strategic planning of a univer-
sity can be in better position with innovation. This can also be supported by the 
strong relationships found between organizational innovativeness with curriculum 
planning. Innovativeness culture in the academic institutions highly infl uence the 
direction of a particular university is heading either for the specifi c area such as 
departments and/or units as well as the direction for the whole institution as a one 
entity. 

 The fi ndings also found that organizational innovativeness have great infl uence 
on research activities among the academicians. This is very important because the 
enhancement for greater research activities within academic industry can further 
extend the credibility of the academics (Siti Norezam et al.  2014 ). There were about 
47 % of research activities proportionate of variance explained by organizational 
innovativeness. This showed that the contribution that the academics bring in 
research activities can be greater when the innovativeness culture is emphasize fur-
ther by an educational institution.  

36.6     Conclusions and Recommendation(s) 

 The priority must be identifi ed within PIHEs in Malaysia because being innovative 
can contribute to many aspects of PIHEs’ performances. Although academic institu-
tions are related to knowledge acquiring, the adoption of innovation culture are still 
limited. The fi ndings of this study, provide evidence that the existence of organiza-
tional innovativeness in organization particularly in public institution of higher edu-
cation in Malaysia can infl uence the total performances of the PIHEs towards better 
development. The implementation of bringing the innovative culture among the 
academicians are now depends on the decision of the academic management of 
whether to see innovation as a strong and/or weak infl uence over education quality 
within the higher education institutions. Next, further studies should look into 
expanding the sample sizes so that higher version of analysis can be conducted such 
as partial least square and/or structural equation modelling in order to obtain com-
prehensive results. Finally, longitudinal and comparative studies also can be con-
ducted in order to look at the differences between private and public institutions of 
higher educations. The performances measurement indicators can be varies between 
the two types of learning institutions and thus, worth to be investigated.     
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    Chapter 37   
 Excellent Teachers’ Perceptions on the Causes 
of Disciplinary Problems Among Secondary 
School Students       

       Rosilawati     Sueb      and     Munirah     Mohd     Izam    

    Abstract     This study investigates the Excellent Teachers’ (Guru Cemerlang) per-
ceptions regarding the causes of disciplinary problems among secondary school 
students. Excellent Teachers are school teachers deemed as exemplary teachers and 
awarded with the title “Guru Cemerlang” on a promotional basis. The method of 
data collection employed are semi-structured in-depth interviews and email inter-
views. The participants of this study are nine Malay Muslim Excellent Teachers; 
seven females and two males, from nine school districts within Selangor. The 
Excellent Teachers’ range of ages is from thirty seven (37) to fi fty three (53) years 
old. All of the Excellent Teachers teaching experiences in secondary schools are 
ranging from ten to thirty one (31) years. The data analysis revealed fi ve categories 
of causes of disciplinary problems among students as explained by the Excellent 
Teachers which are; personal factors, family factors, teacher factors, peer factor and 
physical environment factors. Personal factors are characterized by self-limitation 
and lack of motivation. Family factors are characterized by lack of support from 
home and responsibilities to support the family. Teacher factors are characterized by 
teacher ineffi ciency and unmotivated teachers. Peer factor is characterized by peer 
infl uence and, physical environment factors are characterized by classroom, home, 
and technology.  
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37.1         Introduction 

 Dinkmeyer and Dinkmeyer (1976 in Hardin  2008 ) stress that to effectively work 
with students, teachers need to understand the students’ behaviour goals. Students 
coming to class must have either positive or negative goals. Students with positive 
goals will have the motivation to learn, meanwhile students with negative goals or, 
perhaps unknown goals, may create non-conducive learning atmosphere for them-
selves and others. Thus, it is imperative for teachers to know the root of the problem 
to identify the key to the solution (Yuan and Che  2012 ). A teacher’s reaction to a 
 particular misbehaviour should be guided by the goal for the behaviour. Knowledge 
of the source of students’ discipline problems can infl uence teacher’s choices of 
intervention strategies. Behaviour in the classroom is usually triggered either intrin-
sically or extrinsically and is, therefore, within or beyond a student’s self control. 
Hence, if teachers’ interpretation of misbehaviour is not based on clear knowledge 
of the root course of the misbehaviour, the teacher would probably choose the 
wrong strategy which may worsen the discipline problems (Irwin et al.  2005 ). 

 There are various causes of misbehaviour in the classroom. Leffi ngwell ( 2001 ) 
advocates anxiety as one of the causes to maladaptive behaviour. The anxious 
behaviour may be triggered by test anxiety, public speaking, or the students being 
assessed for certain activities. The students may display behaviours like “pulling or 
twisting hair, shaking of hands, feet and legs as if suffering from a palsy” or 
 “protesting in non-verbal behaviours such as forgetting needed material, being con-
sistently late, [and] excessive absenteeism” (p. 361). He further suggests that, much 
misbehaviour that occurs in the classroom were due to students reacting to their own 
forms of failure. The students could not seek for alternatives to overcome their prob-
lems, which consequently led them to create discipline problems. This would fur-
ther increase their probability of failure in their study and life. Ho ( 2004 ) investigates 
teachers’ causal attributions for student behaviour comparing between Australian 
and Chinese teachers. Four causes of misbehaviour were selected as the variable of 
attributional factors, which were ability, effort, family, and teacher. 204 Australian 
teachers and 269 Chinese teachers were asked to rate the factors. The result showed 
that both Australian and Chinese teachers attribute students’ misbehaviours mostly 
to student effort and the least is on teacher factors. The study also revealed that 
Chinese teachers focused more on family factors in contrast to Australian teachers 
who placed more emphasis on ability. This study indicates the apparent infl uence of 
cultural factors on teachers’ beliefs of classroom misbehaviour (Ho  2004 ). 

 Erbas et al. ( 2010 ) investigate the causes of students’ problematic behaviours 
from the perspectives of Turkish (Muslim Eurasian) teachers. A majority of the 
teachers believe that “the causes of problem behaviours might be infl uenced by their 
educational backgrounds, experiences, and cultural beliefs and values” (p. 116). A 
study by Ametepei (2002 as cited in Irwin et al.  2005 ) on Ghanian students has 
identifi ed excessive punishment meted out to students and low academic achieve-
ment as causes to classroom misbehaviour among students. However, Ayensua- 
Mensah (1984 as cited in Irwin 2005) found out from the cultural perspective that a 
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large family size plays important role in contributing to students’ deviant behaviour 
primarily because they cannot afford the school fees, school uniforms, and books. 
Habibah and Nooreen ( 2011 ) interviewed 113 at risk students in 25 secondary 
schools in Malaysia. The result of their study indicated that the students reported 
having family troubles. The problems were in the form of being deprived of parents’ 
attention, diffi culties in communication and bad relationship between parents. 

 Alfi e Kohn ( 1995 ) argues that students create problems in the classroom because 
they are bored and it is a way of passing time. Torff and Sessions ( 2005 ) contend 
that “the most common perceived causes of teacher ineffectiveness concerned three 
of the four components of pedagogical knowledge – classroom management skills, 
lesson-implementation skills, and rapport with students.” (p. 535). They claimed 
that teachers are not well prepared for the learning session or too much time is given 
to certain uninteresting activities that students look for alternatives to fi ll in their 
time. It is also due to teachers who focus too much attention on subject-matter 
preparation and not in discipline management (Smith  2001 ). It may also be the case, 
that, to some degree, teachers’ responses to misbehaviour in the classroom may be 
mediated by their beliefs about themselves, their effi cacy in dealing with the misbe-
haviour, and their beliefs about the causes of the students’ misbehaviour (Martin 
et al.  1999 ). In this situation, it is suggested that, when classroom misbehaviour 
occur, teachers may be the problem Wasicsko and Ross,  1994 ). 

 Tilestone asserts that students’ behaviour most commonly recognised as behav-
iour problems in the classroom are actually off-task behaviour. Students may not see 
the relevance of learning, are constantly bored (Alfi e Kohn  1995 ) and have anxiety 
over the in-class activities so they tend to avoid them. She further states that “all 
discipline situations have three variables: the teacher, the problem student, and the 
rest of the class” (p. 20). Among the three variables that a teacher can control is the 
teacher themselves (DeBruyn  2015 ). An effective teacher knows when to change 
classroom strategy so that behaviour problems can be prevented, hence entailing the 
teacher as the primary adjuster. However, Tilestone also pointed out that not all 
behaviour problems in the classroom due to off-task behaviour are minor problems, 
there are also some major causes of misbehaviour which are; the need for attention, 
power, revenge, and self-confi dence. These causes of misbehaviour are exhibited in 
various types and forms of disciplinary problems. However, these are merely a dis-
play of superfi cial reasons. Further investigation by the teacher would reveal the real 
causes of misbehaviour such as problems with the family, teacher, learning environ-
ment, the society, and others. 

 Another cause of misbehaviour in the classroom is due to developmental differ-
ences. Arcia (2007, as cited in Evans and Lester  2010 ), pointed out that middle 
school students have higher probability that is four times more to be suspended than 
elementary school students. Suspension and expulsion rates have also risen in mid-
dle schools. This phenomenon suggests that the increase in misbehaviour in middle 
school is due to students’ diffi culties in adapting to the transition from elementary 
school. Walsh ( 2004 ) states that changes in the brain during adolescence can con-
tribute to troublesome behaviours, probably due to the incomplete development of 
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pre-frontal cortex that involves human planning and impulse control. This immature 
brain region could lead teenagers into wrong doings if there is a lack of proper guid-
ance from family, schools, and society. 

 Yuan and Che ( 2012 ) assert that there is an obvious relationship between learn-
ing diffi culties and misbehaviours in the classroom. Students with learning diffi cul-
ties may experience constant failures in academic that would concurrently affect 
their self-esteem. Since the students could not perform well in academic, they might 
spend time doing other things such as talking with their classmates, playing paper 
balls and other non-academic activities. The frequent failures in academic achieve-
ment will inadvertently led the students to negative feelings about classroom work 
and the school. Ameen et al. ( 2012 ) carried out a large survey on Jordanian second-
ary school students, of approximately 6700 students. One of the variables that the 
study investigated was on the relationship between academic achievement and stu-
dent misbehaviour. The study revealed that students with lower academic achieve-
ments are more likely to be involved in behaviour problems compared to students 
with higher academic achievements, suggesting low academic attainment as a 
 probable factor contributing to student misbehaviours in classroom. Accordingly, 
students who are fond of misbehaving in the classroom such as not paying attention 
to teachers teaching and not completing the coursework will consequently receive 
poor academic results. As a whole, the correlation between student misbehaviour 
and low academic attainment is twofold. It can be either the low academic perfor-
mance which prompts students to misbehave in order to express their dissatisfaction 
and frustration in the classroom or it can be prior misbehaviour and frequent distrac-
tion from class which results in poor grades (Ameen Mohammed et al.  2012 , 
p. 127). 

 In short, the causes of misbehaviour are diversed; resulting from external infl u-
ence such as family situations, peer relationships, or from within the classroom 
environment such as the physical environment and seating arrangements, the 
teacher, student-teacher interaction, the lesson-plan delivery, and also the student’s 
self performance. The consequences of misbehaviour have impact on both the stu-
dents and the teacher. An absence of proper strategies to overcome the students’ 
misbehaviours would lead to high possibilities of school failure. Students with 
problematic behaviours such as task avoidance, unable to focus on the classroom 
activities, hyperactivity, and aggression have high possibilities of school failure 
because these behaviours interfere with their learning abilities (Thompson and 
Webber  2010 ). Meanwhile, the impact on the teacher exhibits that even small dis-
ruptive behaviours may lead teachers to increased feeling of burnout and stress, and 
drain teachers’ energy. Manning pointed out that it is essential to identify the causes 
of misbehaviour. The teacher will have better preparation for classroom situation 
and by fi nding out the causes, put effort in eliminating the causes of misbehaviours 
rather than focusing on corrective measure (Manning and Bucher  2007 ) and this 
could enhance learning and instruction. 

 The previous Deputy Minister of Education, Datuk Dr. Wee Kah Siong reported 
that according to the Ministry of Education’s record, a total of 111,484 students of 
whom 72,557 were secondary schools students and 38,927 primary school students 
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were involved in a variety of disciplinary problems in 2010. He elaborated that 
17,595 students were involved in crime, 19,545 involved in truancy, 18,346 involved 
in behaving inappropriately, 21,384 involved in improper appearance, 17,808 did 
not concern with time, 3031 involved in obscenity, 5212 cases of vandalism, and 
8563 cases of mischievousness (“Masalah pelajar masih terkawal,” 2010). Stealing, 
destroying property, truancy, and gangsterism among others have been around for 
many years but now students are more daring and the occurrence are more rampant. 
‘‘Their minds and hearts have not changed, but they become bolder” (Vijaindren 
 2010 ). Nonetheless the negative situations in school need to be addressed so that 
teachers and students are able to teach and learn in a more conducive environment. 

 This study is carried out to investigate, adopting the qualitative study approach, 
the causes of discipline problems in the classroom as experienced by Excellent 
Teachers in the context of secondary schools in the district of Selangor. This is due 
to the overwhelming numbers of classroom misbehaviours and the necessity in 
understanding the causes of these misbehaviours, so that appropriate measures can 
be suggested and taken. This study hopes to contribute to the body of knowledge 
that addresses problems of classroom discipline management in Malaysian second-
ary schools. The ability to manage the classroom is crucial in order to bring about 
effective teaching and learning environments both for teachers and students.  

37.2     Methodology 

 The study adopted the qualitative research approach through a basic interpretive 
qualitative study (Merriam  2009 ). Semi-structured in-depth interview of Excellent 
teachers was the primary source of research instrument in this study. This research 
focuses on “Guru Cemerlang” or Excellent Teachers (ET) who teach in secondary 
schools in the state of Selangor. In this study, Guru Cemerlang (Excellent Teachers) 
are teachers who received the title “Guru Cemerlang” due to promotional exercise. 
These are teachers who are deemed experts in their teaching and have shown high 
qualities in their personality and leadership as well as vast teaching experience. 
Their expertise and excellence are refl ected through the assessment of personal 
excellence, excellence in knowledge and skills, excellent work, excellent communi-
cation and excellent potential (Kementerian Pendidikan Malaysia, Guru Cemerlang, 
Borang Permohonan Guru Cemerlang,  n.d ). 

37.2.1     Participants 

 The participants of this study consist of nine (9) ETs who are attached to secondary 
schools located in nine different school districts in Selangor – Gombak, Kuala 
Langat, Petaling Perdana, Petaling Utama, Hulu Langat, Klang, Sabak Bernam, 
Sepang, and Kuala Selangor. Pseudonyms were given to each participant. The ETs’ 
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schools comprised of two (2) schools from the vicinity of urban areas, four (4) 
schools located in the suburban areas, and three (3) schools located in the rural 
areas. The ETs’ age ranged from 38 to 54 years old. Two (2) of the ETs are male 
teachers, and the remaining seven (7) are female teachers, which is considered rea-
sonable since the majority of ETs and school teachers are female. All of them have 
accumulated vast work experience ranging from 10 to 31 years and all are Malay 
and Muslim teachers. Most of the selected ETs have been in tenure as “Guru 
Cemerlang” (Excellent Teacher) for about 4 years except for ET6 with 7 years ten-
ure. Two (2) of them have Master’s degree, and one ET is completing her Master’s 
degree, while the remaining ETs have their fi rst degree in education. The ETs spe-
cialise in different disciplines. ET1 teaches “Pengajian Am,” ET3 teaches “Bahasa 
Melayu,” ET4 teaches English, ET2 and ET5 teach Science subjects, ET6 teaches 
“Pendidikan Islam,” ET8 teaches Accounting, and lastly, ET7 and ET9 teach 
History. These ETs are a considerable heterogeneous samples for this study and 
refl ect the maximum variation strategy which could contribute robustness to the 
fi ndings. Member checks and peer examination were conducted for trustworthiness. 
The transcripts of the interviews were transcribed and coded. An analysis using 
constant comparison method were employed which utilised the open coding and 
axial coding to arrive at the themes. The lowest levels of analysis are codes repre-
senting concepts that are formed directly from the data. These are concepts that 
emerged from the meaning of the data as it was analysed comparatively and other 
concepts are “in-vivo codes” that is the concept that were taken from the words of 
the participants. The concepts are then linked together based on their similarities 
and differences and form categories (Strauss and Corbin  1998 ).   

37.3     Result 

 The major categories in the causes of misbehaviours were based on the ETs’ feed-
back of their personal observations on the reasons of misbehaviours in the class-
room. The Excellent Teachers, through their years of experiences in handling 
students’ problems in school, perceived that there are various reasons that contrib-
ute to the increase in students’ disciplinary problems in the classroom. Based on the 
analysis, the researcher categorised the causes of misbehaviours into fi ve catego-
ries: personal factors, family factors, teacher factors, peer factor, and physical envi-
ronment factors. 

37.3.1     Personal Factors 

 The fi rst category in the causes of misbehaviour is personal factors, involving prob-
lematic behaviours in the classroom that resulted from the student himself or her-
self. The  personal factors  category emerged from two sub-categories which are 
‘self-limitation’ and ‘lack of motivation.’
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   (a) ‘Self-limitation’ is defi ned as certain limitations that the students possessed 
which could lead to misbehaviours in the classroom. Lacking in language profi -
ciency in a language classroom has the potential to cause misbehaviour in the 
classroom. According to ET1, she once had a student with diffi culties in com-
municating using the main medium of instruction in the classroom. This limita-
tion caused the student to experience a high level of inferiority affecting her 
focus in lessons and she would consequently disregard the lessons. Meanwhile 
ET5 reported that some students could not read nor write despite being in the 
secondary school “Another thing is that (they) cannot learn. (They) are unable to 
write or read” (ET5). However, there are students who were not illiterate but they 
have diffi culties in understanding and thinking critically on the reading assign-
ments. Another problem that the ETs faced are students who have poor abilities 
in grasping academic subjects despite performing well in skill-related subjects. 
The aforementioned situations led these students into committing discipline 
problems because they have diffi culties and a lack of interest in learning. Besides 
learning related problems, another factor contributing to discipline problems was 
in the form of immature thinking. ET6 reported that some students might react 
and behave disorderly in the classroom because they lack the maturity. The stu-
dents’ reactions and behaviour assumed childish like behaviour such as impul-
siveness and selfi shness.   

  Extremely immature…too emotional, impulsive. The raging temper too. They want every-
thing to be their way, this means immaturity, childlike thinking, but that is what we need to 
correct. (ET6) 

 Another important aspect to proper conduct in the classroom, but may be lacking in 
some students, is religious knowledge. According to ET9, some students do not 
perform their obligatory prayers (solat) and do not posses strong religious back-
ground. The understandings of what is right or wrong are present superfi cially in the 
students’ personality, thus this suggest the understanding of proper conduct may not 
be properly internalized.

   (b) ‘Lack of motivation’. The second sub-category relevant to the personal factor 
theme is identifi ed as ‘lack of motivation’. ‘Lack of motivation’ refers to students 
who lack motivation and enthusiasm to pursue learning in the class. ET2 reported 
that problematic students showed no interest to study and possess no motivation 
to learn and they spend their learning time doing non-useful behaviour and inter-
rupting others.   

  But he lacks motivation, there is no drive for him to attend school. He lacks ambition. He 
would just go to school, go back home, go to school and go back home, that’s just it. He is 
unable to sit still in class, not even for 5 minutes, there will be warnings, reprimands, but he 
would repeat the same behaviour… disturbing other students maybe as time-fi llers… most 
probably because he is unable to follow the TnL, so he disturbs his friends. (ET3) 

 ET3 further claimed that these students attended school just because their parents 
asked them to or otherwise their parents will scold them.“He is just fulfi lling his 
parents’ wishes. His reason is; my mother told me to go to school. My father told 
me to go to school. My mother will cause chaos if I don’t go to school” (ET3). ET9 
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added that these students attended school because they need the pocket money from 
their parents. These students may have vague ideas of the objectives of attending 
school. They failed to understand the reasons for schooling and have no future 
visions.

  To me these kids lack objectives, no visions, making them problematic. They do not know 
the reasons for attending school. (ET9) 

 ET9 also mentioned that the problematic students do not have long-range visions, 
and their immediate concerns are merely to fulfi ll their desires at the present time 
with the little money they have.  

37.3.2     Family Factors 

 The second category in the causes of misbehaviour is the  family factors  theme. 
Family factors emerged from two sub-categories; ‘lack of support from home’ and 
‘student supports family’.

   (a) ‘Lack of support from family’ means that the students did not receive the neces-
sary support and attention concerning their studies and daily life either from their 
parents or family members. The majority of the Excellent Teachers agreed that 
many students assigned to the poor performance classes and with disciplinary 
problems also come from problematic home background. One of the Excellent 
Teachers, ET2 mentioned that when the students’ parents were divorced, a few 
of the students ended up staying with their grandparents or other siblings, which 
suggested that they are separated from their parents and are deprived of proper 
love attention from their parents.   

  Those are among the students lacking in attention. Quite a majority of my students, those in 
the last classes. When properly surveyed, more than half of them have home troubles… 
cases of divorced parents, living with their grandparents, staying with a sibling. We can 
deduce that they belong to those lacking proper care and attention. (ET2) 

 ET8 mentioned that students belonging to broken families also experienced being 
yelled at, at home which somewhat infl uenced their negative behaviours in the 
classroom.

  Sometimes there are those from broken families. Without love and proper attention. Those 
being yelled at, at home. So, they will emulate the same behaviour when in school. (ET8) 

 Due to the fact that these students are already facing family problems at home, there 
is an absence of the necessary guidance and support from the family. ET1 claimed 
that there is no support for the students in terms of learning despite not hailing from 
poor families. The parents would leave some money for their children and left their 
children to manage for themselves. There was no quality time in the family. ET9 
reported that students did not get the necessary religious guidance because their 
own parents did not emphasize on and perform the obligatory religious practices 
such as the prayers (solat) and fasting during the month of Ramadhan.
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  The parents failed to perform the prayers. Hah. The children then obviously do not pray as 
well. The problem is that when 100 students are asked about praying, almost 90 do not 
perform the prayers… and there is a PPRT. Perumahan Rakyat Termiskin (Housing for the 
poor). When the majority of the students hail from the housing area, most of them are lack-
ing in terms of their religious values. Because the parents are lacking as well. There was 
once when a teacher went to one of the student’s home because of exam matter. Because the 
students failed to turn up in school. [They replied] that SPM is in the fasting month. The 
student’s mother was <…>, was kneading some dough, etc… They don’t really fast. (ET9) 

 As students in the secondary school and in the process of growing up, undivided 
attention and love are essential factors for mental and emotional developments. 
However, many of these students are lacking in these aspects. ET6 said that the 
problematic students do not have the necessary attention from their parents because 
both parents are busy making an earning for the family. The parents may not have 
realised whether their children are actually attending school or are playing truant. 
Some parents rarely see their children for the whole day because of the working 
hours.

  If we were to investigate the students from the problematic classes, most of them come from 
such backgrounds. The mother is never home, the father is not at home as well, because of 
work. They are not able to monitor their children’s where abouts, are they outside the 
home? in school or not in school?… I am at work; I don’t know where my child is. 
Sometimes when we give the mother a ring, the mother is sleeping after her work shift. She 
returned home just to sleep. She doesn’t know whether or not her child is attending school. 
That is for most of them. The percentage of students living such lifestyles out numbered the 
rest. (ET6) 

 ET7 reported that most of her students come from poor families with both parents 
working as fi shermen. Their parents would return home late and would sleep in the 
next day, hence the students are not provided with breakfast and they also did not 
get to see their parents before leaving for school. The students have been attending 
school on empty stomachs.

  First, they do have parents but are from poor families, e.g. with both parents as fi shermen. 
The parents would go out to make a living on a daily basis; no attention is paid on the chil-
dren, not enough time for that… sometimes I would ask the students whether their mothers 
have prepared them breakfast, sometimes I would keep track… the children would be in 
school while the mothers are still sleeping… How can the mothers be up at breakfast if she 
were to return at 1 or 2 in the morning… they are sleepy. The children would go to school 
on empty stomachs… when we ask them ‘did you kiss your mother’s hands? Did you hug 
her?’ ‘No…’ (ET7) 

 ET2 stated that some parents failed to place high consideration on their children’s 
learning materials and scolded the teacher for asking for contributions. ET7 said 
that these type of parents probably did not understand the importance of education 
for their children.

  The family belongs to an uneducated environment, no proper education. So they do not 
understand the importance of education. (ET7) 

    (b) ‘Student supports family’ The second sub-category of family factor is ‘student 
supports family.’ This sub-category is defi ned as the responsibilities that the stu-
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dents have to uphold to support the family. The large responsibilities as a student 
and a child and also battling time constraint resulted in some students being 
involved in disciplinary problems in school such as not turning in homeworks, 
sleeping in class, or coming in late to class. Due to poor family conditions, some 
students have to help their parents by working alongside their parents. ET1 men-
tioned that some students have to help their parents either in the morning before 
school or after school or sometime at both times.   

  They would have to help their parents after school. Some students just help the fathers at the 
morning market. There is one that helps his father at the market in the morning before 
school, and helps his mother in the saloon in the evening. There is no time for rest. (ET1) 

 ET2 mentioned that some students work at night slaughtering chickens and that 
some students skipped school to look after their siblings. ET4 reported that some 
students work because he/she needed to support the family because the father is 
absent.

  So those playing truant is most probably because of family problems. Looking after siblings 
at home. (ET2) 

37.3.3        Teacher Factors 

 The third category in the causes of misbehaviours is ‘teacher factors’. ‘Teacher fac-
tors’ is formed from two sub-categories, which are: ‘teacher incompetency’ and 
‘teacher not motivated.’

   (a) ‘Teacher incompetency’ is about teachers who are unable to perform effi ciently 
and effectively in teaching and educating the students. The fi rst element here is 
when teachers constantly talk about their personal lives. According to ET4, some 
teachers do minimal teaching and include unrelated matters to their lessons such 
as talking about their personal lives in the classroom.   

  and then, mind you, there’re also teachers who will tell the students all about their personal 
life, and this student….‘teacher, teacher you know or not… Just now hah…This teacher 
said, her daughter lah, her children lah’. (ET4) 

 ET4 also said that there are teachers who failed to make an effort at remembering 
their students’ name.

  Without that… I mean, if you don’t know their names, how are you going to address them? 
Eh you! Eh you! Eh you here! Eh you there! They are not being appreciated. They have 
names. Hah! So, I think that’s one of the ways on how I work hard. (ET4) 

 In some cases, ET4 reported that some teachers have sets of rules prescribed to 
their students, however the teacher did not reinforce the rules when rules were bro-
ken. ET4 also pointed out that ICT (Information and Communication Technology) 
could be benefi cial to the process of instruction and learning in the classroom. 
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However, some teachers are too engrossed in preparing for the use of ICT; to set up 
the equipment such as the computer and projector may take up some time and occa-
sionally the equipment would malfunction. Unfortunately, the teachers tend to 
ignore the students, who would start feeling restless waiting for the teacher to begin 
teaching. According to ET1, some teachers are inconsiderate in terms of acknowl-
edging that students are assigned with many assignments from other teachers too 
and would demand the students to fulfi l all his/her requirements.

  Because I do know one or two teachers known to put too much pressure on students in class. 
You must do this, that, this so many things. (ET1) 

 ET1 also reported that some teachers gave inconsistent and unclear instructions 
which could create confusion for the students and as a consequence, the students 
were not able to complete their work.

  And these teachers would be inconsistent in giving out instructions, today one thing is right. 
The next day, another thing is right. So the students tasks are unsettled. The students get 
stressed out. (ET1) 

 ET5 recalled that some teachers tend to focus on certain groups of students and not 
others in the classroom, in which the teachers failed to give equal attention to all 
students.

  So that is necessary… teachers like that… when a teacher is focused only on a particular 
group of students in class, the rest is neglected… haaa. That is very common. (ET5) 

 ET5 also commented that teachers are given too many tasks to perform affecting 
them in performing effectively, as a consequence aspects of students’ discipline in 
the classroom are taken lightly.

  But, that is it…when one has too many tasks at hand; they have no time to consult with the 
Principal. Upon posting, hah, one is burdened with a mountain of work. Now we have the 
online SAT. Teachers must do this, do that…a teacher’s role is too diversed; attending the 
sick students, and as such. Too many tasks to handle, too much burden. So sometime, dis-
ciplinary problems are not attended to. (ET5) 

    (b) ‘Teacher not motivated’ is about teachers who could not perform their best in 
teaching and educating because they do not have the motivation and enthusiasm 
to teach. These teachers just seemed not to care and not to bother. ET4 recalled 
that there are teachers who have no concern about their own students.   

  They just couldn’t be bothered if the student greet them.. If the students don’t, if the stu-
dent…how the students talk to them. They just couldn’t be bothered. (ET4) 

 ET4 added that some teachers thought they have fulfi lled their commitments by just 
teaching in class but in actuality, the teachers did properly teach and educate the 
students.

  They feel that.. Okay, it’s okay, my job here is just to teach you. But then, sorry to say, they 
didn’t even teach. Hah!. They not..not.. They teach. They didn’t even educate. (ET4) 
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37.3.4        Peer Factor 

 The fourth category in causes of students’ disciplinary problems in the classroom is 
‘peer factor’. Peer factor is defi ned as in how peers can bring about negative infl u-
ence onto students and, hence tamper with their learning process in the classroom. 
ET9 reported that some students like to stay out late nights with their friends.

  They would return home late, out loitering. There are two categories, kak. There are those 
that do not have to work but spend their time loitering up until 2am, 3am. They would 
always sleep in class. (ET9) 

 ET9 also reported that some students are occupied with non-benefi cial activities at 
the cybercafes such as in playing computer games.

  But they are also heavily infl uenced by the entertainment world. Going to the cybercafes. 
Kids, they can sit there for 8 hours and skipped school. (ET9) 

 ET5 pointed out that fl ocking together in students’ own race can also lead to prob-
lems because these students have a tendency to fl ock among themselves, immersed 
in their own activities, and ignored teachers’ presence.

  The cause to extreme noisiness is when the students fl ock according to race…Malays, 
Chinese and Indians. Sitting down in groups talking at the top of their voices. They would 
disregard the presence of teachers. (ET5) 

 ET5 also reported that some students have their friends signalling and calling them 
out from class. These students would exit the class without permission from the 
teacher. ET9 stated that some students work because they wanted to have the extra 
money so they can be part of the group.

  Another problem here is…The students here love to work. Some are due to poor parents 
and some are just for fun. Just like earning their own income. To top-up their handset, to 
purchase personal items. Working as a profession. (ET9) 

37.3.5        Physical Environment Factors 

 The fi fth category in causes of disciplinary problems in the classroom is from the 
physical environment factors. Physical environment includes: classrooms, com-
puter technology, and also homes that the students resided in. 

 ET8 said that dirty, stuffy and chaotic classrooms are not conducive for 
learning.

  The classroom itself. The classroom must not be chaotic, stuffy and uncomfortable, and 
littered with thrash. (ET8) 

 ET9 expressed her sadness that students are too engrossed in Internet and Facebook. 
The students are mostly infl uenced into committing immoral activities from 
improper Internet sites.
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  But beyond the other reasons, our students…outside infl uences. There are so many things 
on the Internet. Too infl uential. The students are easily infl uenced. With the Western cul-
tures. That’s it. And now the Facebook. Ya Allah. There is everything on Facebook. The 
language use is deploring. Language is helter skelter. These are the causes. Causing their 
behaviours. Too much entertainment. They fi nd it diffi cult to learn, a darkness. Their souls, 
their religions. (ET9) 

 ET9 also pointed out that the physical aspects of the students’ homes are also a 
contributing factor to students’ discipline problems. Most of the students are 
deprived of a comfortable surrounding to live and study in because their houses 
would only have two rooms to share between the parents and many siblings.

  Now there are a lot of the low-cost. With only 2 rooms. No renovations. 2 rooms. And many 
children. That is disturbing. Their houses. (ET9) 

37.4         Conclusion and Recommendations 

 From the analysis, the data revealed that there are fi ve categories in the causes of 
disciplinary problems among students as explained by Excellent Teachers which 
are; personal factors, family factors, teacher factors, peer factor, and physical envi-
ronment factors. Personal factors revolve around the issues of self-limitation that 
the students possessed such as being illiterate, lack of language profi ciency, lack of 
religious knowledge and impulsive behaviour. This is supported by Walsh ( 2004 ), 
in which he claims that many adolescents behave impulsively, have low self-esteem, 
and have sensitive feeling that somehow could contribute to students’ misbehaviour 
in the classroom. Meanwhile Kyriacou ( 2001 ) asserts that student who have learn-
ing diffi culties are more prone to misbehaviour because it threatens the student’s 
self-esteem. Having minimal religious knowledge also contributes to discipline 
problems in the classroom, as religious knowledge is deemed important in mould-
ing one’s attitudes and personality. Besides self-limitation as a cause of misbehav-
iour, lack of motivation also caused students to engage in disciplinary problems. 
This can be seen when the students slept, and committed non-useful behaviours 
such as disturbing other students while their friends are learning. ET3 stated that 
there are students who attended school just because they need to fulfi l their parents’ 
orders, and not because of their own motivation to learn. They came to school 
because they needed the pocket money. Otherwise, they would not have any fi nan-
cial means as they are fully supported by their parents. On top of everything, the 
students themselves could not properly identify the goals or objectives of 
schooling. 

 The ‘personal factors’ as the causes of disciplinary problems is closely related to 
‘family factors’, which is the second factor. The theme ‘family factors’ emerged 
from 2 lower categories; lack of home support and the students having to support 
their family. Habibah and Noreen ( 2011 ) in their study revealed that students mis-
behaving in school is in relation to family problems, as in the students lacking atten-
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tion from parents and minimal interactions within the family institution. Many of 
the students, as reported by the ETs, hailed from low-income families. As previ-
ously discussed, students who lack motivation to learn or have vague ideas of the 
objectives of schooling, due to improper guidance and attention from their parents, 
are also those hailing from problematic families such as one with divorced parents. 
Meanwhile, students with their parents still together did not receive the fullest of 
attention from their parents as the parents are busy working to make ends meet. The 
students are provided with fi nancial and/or material supports but not love and atten-
tion, and left to manage for themselves. Some students attended school in the morn-
ing without greeting their parents because their parents are still sleeping in while the 
children leave for school. There are those who did not see their parents before or 
after school because their parents are already at work. While some students from 
poor families have parents that are unable to provide material support for their chil-
dren. There are students who came to school on empty stomachs, and could not buy 
food in school because their wallet was empty as reported by ET7. They reacted 
impulsively or showed no interest in learning because they lacked the energy. Some 
of these problematic students have to work to support their family either by working 
outside or by looking after their many siblings while their parents are out to work. 
As a consequence, they are constantly tired and could not concentrate in class 
resulting into a habit of sleeping in class and incomplete class tasks. Religion wise, 
the students lacking religious knowledge and values are indirectly from non- 
practising parents. This clearly indicate that parents are direct role models for the 
students’ behaviours and motivation. 

 The third factor in infl uencing students’ misbehaviour in school is the ‘teacher 
factors’. This refers to a group of teachers that are deemed incompetent in their 
work and the teachers that lack motivation to teach. One of a teacher’s responsibili-
ties is to teach the subject matter but there are teachers abusing the class hours nar-
rating their personal life stories to the students. Besides that, there are also teachers 
that did not put in much effort in remembering their students’ names. Implementation 
of class rules is extremely crucial but some teachers failed to practise a steadiness in 
implementing the rules and consequences accordingly. Many proofs are seen in the 
benefi ts of implementing ICT in the classroom. However, some teachers are too 
occupied with the system’s technicalities that actual learning time ended up sacri-
fi ced. Another important reason in teachers as the cause for students’ misbehaviour 
is the fact that teachers are overloaded with clerical work causing them to, some-
times, ignore the students’ well being. Alfi e Kohn ( 1995 ) contends that misbehav-
iour occurs in the classroom because students are bored and turn to creating 
disciplinary problems as a way of passing time. 

 Peers or schoolmates are discovered as another strong factor in student’s behav-
ioural problems in schools. Problematic students have a tendency to stay out all day 
and/or night loitering in groups causing them not only sleepiness in class but also a 
tendency to get left behind. The infl uence of the computer, signifi cantly the Internet 
has largely impacted students’ behaviour and interest into coming to school. 
Students would play truant as a result of an addiction to the Internet and computer 
games due to hours spent in the cybercafes. Peer pressures also exist in terms of 
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disturbance and signalling for students to skip class as well as to earn money to keep 
up with personal expenditure and a sense of belonging to groups. 

 The fi nal reason in students misbehaving, according to the ETs, are the physical 
surrounding such as dirty and stuffy classrooms. Students fi nd it almost impossible 
to pay attention to lessons when classrooms are not conducive for learning. This 
factor also indicates that some teachers hold no concern over the cleanliness and the 
students’ welfare in class. 

 To conclude, the ETs perceived that it is crucial to have an understanding of why 
students behave the way they do. Knowing the source of students’ discipline prob-
lems would help teachers to decide on the appropriate intervention strategies. 
Knowing the personal background of a student will have an effect on how teachers 
react to the student’s misbehaviour. For example, if it is known that a student is hav-
ing serious problems at home with parents or guardians, then a teacher will most 
likely be a little more lenient in the handling the behaviour problem. For future 
studies, an emphasis on researching the strategies teachers use to overcome the 
disciplinary problems in school should be looked into. It is also important to inves-
tigate how teachers obtain knowledge of said strategies.     
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    Chapter 38   
 A Study on the Interpersonal Behaviours 
of Trainee Teachers with Their Students 
During Teaching Practicum       

       Ahmad     Irfan     bin     Jailani      and     Marina     Mohd     Arif    

    Abstract     This study investigated the interpersonal behaviours of 85 trainee teach-
ers from the Faculty of Education, UiTM towards their students during their teach-
ing practicum. Questionnaire on Teacher Interaction (QTI) was used to determine 
the frequency of the eight identifi ed behaviours exhibited by the respondents. 
Analysis of the acquired data showed that the trainee teachers from the Faculty of 
Education, UiTM frequently showed behaviours which indicate understanding, 
friendliness and leadership qualities. The pattern of all the eight interpersonal 
behaviours combined indicates that the respondents were tolerant and authoritative 
towards their students. The analysed data also indicate that the respondents from 
different programmes have different interpersonal behaviours from one another. 
From the results of this study, it is suggested that further steps be taken to improve 
the quality of interpersonal behaviours portrayed by trainee teachers.  

  Keywords     Interpersonal behaviours   •   Trainee teachers   •   Teacher education  

38.1         Introduction 

 The relationship that the teacher and students shared has been delicately discussed 
and researched for the betterment of the society. In some studies, the interpersonal 
behaviour that the teacher exhibits to his/her students is said to be the focal point of 
their relationship and this has been said to infl uence the children’s motivation, 
achievement as well as their interest to participate in a particular subject. 

 In the case of trainee teachers, before the start of their teaching practicum, each 
trainee teacher would already have a set of beliefs and theories on how they should 
approach their students. Trainee teachers are encouraged to build rapport through 
positive interpersonal behaviour with their students as it yields great benefi t to the 
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students’ interest in the subject (den Brok et al.  2005b ) and motivation to participate 
in class (Henderson et al.  1994 ). According to Rideout ( 2006 ), trainee teachers 
tended to be more or less humanistic in their Pupil Control Ideology. This type of 
ideology will result in more interaction between the trainee teachers with their stu-
dents. In addition, Gibson ( 2006 ) concluded that students who report receiving 
more teacher support also report less disruptive behavior that later result in an 
increase in academic effi cacy. These positive fi ndings are also observed from a 
research by Barile et al. ( 2012 ) where it was stated that students who view their 
relationships with their teachers positively tend to stay in school more rather than 
dropping out, showcasing the importance for a thoughtful interpersonal relationship 
between teachers and students. Students are also seen to cooperate more when 
teachers display positive interpersonal behaviours as highlighted by Scrivner ( 2009 ). 
Thus, looking further into the complex interpersonal behaviours of the trainee 
teacher towards their students would provide valuable insights for future trainee 
teachers on the type of relationship that they should strive for. 

 This study intends to look at the interpersonal behaviours portrayed by 85 trainee 
teachers during their teaching practicum and it is governed by the following 
questions:

    1.    What are the least and most common interpersonal behaviours exhibited by the 
trainee teachers from the Faculty of Education UiTM during their practicum 
period?   

   2.    How much proximity was allowed and infl uence was given by trainee teacher 
from the Faculty of Education UiTM with their students during their practicum 
period?   

   3.    How do the interpersonal behaviours developed by the trainee teachers from the 
different programmes in the Faculty of Education UiTM differ from one another?      

38.2     Literature Review 

 This study examines the interpersonal behaviours of trainee teachers using the eight 
identifi ed patterns of interpersonal behaviours based from the Leary Model for 
Interpersonal Teacher Behaviour (MITB) (1957) which are Leadership, Helpful/
Friendly, Understanding, Student Responsibility and Freedom, Uncertain, 
Dissatisfi ed, Admonishing and Strict behaviour. These behaviours if portrayed by 
trainee teachers with their students, depending on whether frequently or rarely will 
have an impact on their relationship. 

 Wei et al. ( 2009 ) indicate that students prefer their teachers to exhibit more posi-
tive interpersonal behaviors such as demonstrating leadership behaviours, being 
friendly and promoting student freedom as much as possible. In their study, lower 
scores were received for behaviours that have negative connotations for example 
dissatisfaction, admonishment and strictness. Positive relationship shared between 
students and their teachers is said to benefi t greatly on the students’ attitudes towards 
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the subject. Through the use of the questionnaire on teacher interaction (QTI) based 
on the Model of Interpersonal Teacher Behaviour (MITB), it has been found that 
teacher-student interpersonal behaviour correlates with the students’ attitude 
towards the subject taught (den Brok et al.  2005b ). In addition, it is also highlighted 
that the level of infl uence and proximity provided by teachers has a great infl uence 
on moulding positive attitude towards a subject (den Brok et al.  2005b ). Moulding 
a positive relationship based on these two factors leads to better view on the subjects 
taught by the teacher (den Brok et al.  2005b ). It is believed that forging such rela-
tionship between teachers and students will result in better understanding of the 
subject taught as well as a decrease in misbehaviour. 

 Interpersonal behaviours of teachers also affect students’ view of the classroom. 
“In classes where the students perceived greater leadership, understanding and help-
ing/friendly behaviour in their teachers, there was a more favourable attitude 
towards the class and laboratory work” (Henderson et al.  1994 . pg. 12). This is also 
confi rmed by den Brok et al. ( 2005a ) in which they state that an interpersonal 
behaviour where the teacher is seen as dominant and cooperative would lead to 
more efforts given by the students on a subject. On the other hand, teachers who 
exhibit admonishment, strictness and dissatisfaction in their behaviours are seen as 
the least ideal teacher (Wei et al.  2009 ) and teachers who overuse or even abuse their 
power and authority are seen as less favourable by their students (Koutrouba et al. 
 2012 ). It is also predicted that such misuse of power may lead to even more 
misbehaviour. 

38.2.1     Questionnaire on Teacher Interaction (QTI) 

 In measuring the interpersonal behaviour of the trainee teacher, the study employed 
the use of Questionnaire on Teacher Interaction (QTI). The questionnaire was con-
structed by Wubbels et al. ( 1991 ) centred on the Model for Interpersonal Teacher 
Behaviour (MITB) in order to gauge the interpersonal behaviour of the teachers by 
considering the teachers’ behaviours in their relationship with their students. Based 
on the amount for each of the eight interpersonal behaviours, the amount of proxim-
ity and infl uence exerted by a teacher can be determined as well. 

 Figure  38.1  shows the different types of behaviours that can be used to address and 
gauge the interpersonal behaviour of teachers using the QTI. QTI has been used 
extensively in studies on interpersonal behaviour at various countries like Kashmir 
(den Brok et al.  2005b ), China (Wei et al.  2009 ), Singapore (Goh and Fraser  1998 ), 
and Brunei (den Brok et al.  2005c ). The use of QTI is said to benefi t students as well 
as teachers (Fisher et al.  1995 ). Results from QTI would reveal students’ perceptions 
of their teachers and also their thoughts and beliefs on what is considered as an ideal 
teacher. Information such as this is very useful and can be reviewed by trainee teachers 
who have no previous experience in teaching. Because the QTI can also be adminis-
tered to teachers, they would learn of their own interpretation of what a good and bad 
teacher is and determine whether they are close or still far from that desired idea.
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38.3         Methodology 

38.3.1     Research Design 

 This study employs a quantitative design where the aforementioned Questionnaire 
on Teacher Interaction (QTI) was used as the main instrument to collect data for the 
study. QTI was administered to the trainee teachers to identify and provide a scale 
to the different types of interpersonal behaviour exhibited between them and their 
students. The questionnaire measures the interpersonal behaviour of the trainee 
teacher by determining how frequently they were portrayed. There are eight identi-
fi ed interpersonal behaviours based on the Leary model which are leadership, help-
ful/friendly, understanding, students’ responsibility and freedom, uncertainty, 
dissatisfaction, admonishment and strict behaviour. The QTI consists of 48 short 
statements on the kind of relationship the trainee teachers had with their students, 
and answered by using a 5-point Likert scales. Each statement represents a specifi c 
interpersonal behaviour and the samples were required to determine how frequent 
they portrayed it to their students with one end of the scale representing never and 
the other representing always. The degree of which a behaviour was practiced is 
determined from the sum on the Likert scale of all six items representing it. 

 The collected data of all eight characteristics would then be mapped on the Leary 
model to reveal the pattern and the amount for proximity and infl uence given by the 
trainee teacher. The acquired data then were used to compare the interpersonal 
behaviours of trainee teachers among the different programmes. This was made 
possible by comparing the mean average of each programme on the eight different 
types of interpersonal behaviour.  

  Fig. 38.1    Leary model for interpersonal behaviour (Source: Wubbels and Levy ( 1993 ))       
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38.3.2     Respondents 

 This study employed purposive sampling method whereby the researcher selected 
the samples based on the specifi c needs of the study. The number of respondents 
selected for this study was 85, almost half of the total number of population. 

 Eighty-fi ve trainee teachers were selected as the samples of the study. From these 
85 trainee teachers, 43 were from the TESL programme, 7 were from Arts Education 
programme, 7 were from Physical Education Programme, 9 were from Science 
Education Programme and 24 were from Mathematics Education Programme.   

38.4     Findings and Discussions 

38.4.1     Level of Interpersonal Behaviours 

 The scores were calculated according to the respective type of behaviour (Leadership, 
Helpful/Friendly, Understanding, Student Responsibility and Freedom, Uncertainty, 
Dissatisfaction, Admonishment and Strictness) represented by six items in the ques-
tionnaire. The sum of all six items was calculated across all samples to identify the 
mean average that represents the levels of different behaviours from the trainee 
teachers. They were converted to percentage and categorized according to how fre-
quent they were practiced with 1–20 % being very rare, 20–40 % rare, 40–60 % 
sometimes, 60–80 % common, and 80–100 % very common. 

 All of the interpersonal behaviours of the respondents are summarized in 
Fig.  38.2 .

   The bar chart in Fig.  38.2  shows that the commonly practiced behaviours were 
those that indicate understanding and friendliness towards the students. Leadership 
behaviours were also common among the respondents. Behaviours that promote 
students’ responsibility and freedom were sometimes exhibited by the trainee teach-
ers during their practicum. Similarly, behaviours that indicate strictness were also 
sometimes shown by the respondents. Admonishing, uncertainty, and dissatisfi ed 
behaviours were rarely observed among the respondents.  

38.4.2     Level of Proximity and Infl uence 

 In order to look at the level of proximity and infl uence shown by the trainee teachers 
to their students during practicum, the data collected from the fi rst research question 
were cross referenced with the Wubbels and Levy ( 1993 ) model for interpersonal 
teacher behaviour. Figure  38.3  is a visual representation of the amount of infl uence 
and proximity given by the respondents during their practicum.
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 Leadership  17.90 
 Helping/friendly  18.31 
 Understanding  20.18 
 Students’ responsibility and freedom  12.90 
 Uncertain  9.82 
 Dissatisfi ed  9.17 
 Admonishing  10.69 
 Strict  12.28 

Dominance

Submission

Opposition Cooperation
Proximity

In
flu

en
ce

DC leadership

C
D

 helpful

/friendly

C
S

 u
nd

er
st

an
di

ng

SC student fre
edomSO uncertain

O
S

 dissatisfied

O
D

 a
dm

on
is

hi
ng

DO strict

  Fig. 38.3    Visual representation of the amount of proximity and infl uence exerted by the trainee 
teachers       

  Fig. 38.2    Mean interpersonal behaviour of all the trainee teachers       
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   Figure  38.3  shows that the four types of behaviour that stand for cooperation is 
69.29/120 compared to those that represent opposition which is 41.96/120. 
Therefore, the trainee teachers in this study were more cooperative than distant to 
their students during practicum. 

 For the amount of infl uence given by the trainee teachers to their students, being 
dominant is recorded at 59.18/120 and being submissive is identifi ed at 52.07/120. 
Although dominance is higher than submissive, the amount is negligible enough to 
indicate that the infl uence the trainee teachers had on their students is neither high 
nor low. In summary, the respondents had an equal infl uence to the students whereby 
they were not too dominant or submissive to their students’ needs. 

 By comparing the fi ndings in Fig.  38.3  to the graphic representation of the eight 
types of pattern of interpersonal relationships in Fig.  38.4 , it can be concluded that 
the trainee teachers from the Faculty of Education UiTM is closest to the model that 
indicates Tolerant Authoritative behaviour.

38.4.3        Level of Interpersonal Behaviours Practiced According 
to Programmes 

 After identifying the interpersonal behaviours of all the samples as a whole unit of 
trainee teachers from the Faculty of Education UiTM, the next step is to identify 
whether trainee teachers from different programmes behave differently from one 
another with their students. By labelling each programme from the Faculty of 
Education UiTM as independent variable and the eight different types of interper-
sonal behaviour as dependent variable, the mean average according to the different 
programmes was identifi ed. 

  Fig. 38.4    A representation of the eight types of pattern of interpersonal relationships       
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 Table  38.1 , it shows that Physical Education trainee teachers portrayed the most 
leader-like and understanding behaviours with their students. The data also con-
fi rms that they were helpful and friendly, however at the same time, they were not 
afraid to be strict and to show dissatisfaction in their approach. For interpersonal 
behaviours that indicate admonishment, it is most frequently practiced by trainee 
teachers from the Arts Education programme. Trainee teachers from Mathematics 
Education programme on the other hand were identifi ed to entrust their students 
with the most responsibility and freedom.

38.5         Discussion 

 The analyzed data suggest that the trainee teachers from the Faculty of Education 
UiTM were friendly and understanding to their students. This is expected due to the 
respondents’ position as trainee teachers. Rideout ( 2006 ) states that beginner trainee 
teachers are more fl exible in their approach to their students. It is important for the 
trainee teachers to practice friendly and understanding behaviours because it is pos-
itively related to the students’ achievement (Scrivner  2009 ). Hence, this suggests 
that the respondents were right in practicing these behaviours frequently. 
Furthermore, these behaviours could have also been reinforced because of the lack 
of experience that the trainee teachers have. 

 However, data from the study also show that behaviours indicating leadership 
were also commonly practiced by the trainee teachers. The high score received for 
leadership seems to indicate that the respondents knew how to balance their 
approach between being friendly and being a leader to the students. Data from the 
study also indicate that behaving strictly was sometimes displayed by the respon-
dents towards their students. Negative related behaviours like admonishment, 
uncertainty and dissatisfaction were all recorded as rarely occurring behaviours 
among the trainee teachers. This is a good indication since such behaviours are 
known to encourage misbehaviours from the students. 

 The trainee teachers in this study were also seen as showing positive degree of 
proximity towards their students as they tend to be more cooperative rather than 
uncooperative with their students. This is an indication that the respondents were 
cooperative and submissive in the nature of their relationship according to the Leary 
model of Interpersonal Behaviour. However, this contradicts the fi nding where the 

   Table 38.1    Mean Average of Interpersonal behaviours of samples according to programmes   

 Programme  Lea  Und  Unc  Adm  HFrQ  SReQ  Dis  Str 

 TESL  17.55  19.50  9.89  10.74  18.36  12.08  8.53  12.00 
 Mathematics  17.62  19.54  9.54  9.21  18.47  12.72  9.31  12.27 
 Sciences  18.66  20.56  10.35  9.55  18.34  12.55  10.00  11.66 
 Arts  18.00  18.28  10.14  12.72  16.71  10.71  10.29  12.56 
 Physical education  19.29  21.72  9.15  11.85  19.00  11.86  10.99  14.43 
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respondents also scored well on leadership behaviour. Hence, after comparing with 
the eight types of pattern of interpersonal relationships (Rickards et al.  2005 ), it can 
be concluded that the trainee teachers from the Faculty of Education UiTM prac-
ticed tolerant authoritative behaviours. 

 The trainee teachers from the Faculty of Education UiTM were also found to be 
friendly and understanding but did not provide enough freedom and responsibility 
for the students and opted to be the sole person in charge, the leader. This could be 
an indicator that trainee teachers were afraid that they would lose control of their 
students or appear weak once they provide them with freedom for them to explore. 
Being a good leader is important but it is also important to take note of how students 
react negatively to excessive control exerted by their teachers (Koutrouba et al. 
 2012 ) 

 Trainee teachers from the Physical Education programme scored the highest for 
leadership, understanding, friendly, strict and dissatisfi ed behaviours. This may be 
due to the fact that almost all of the respondents except for one from the Physical 
Education programme were males. This is supported by Petegem et al.  2005  where 
fi ndings from his study indicated that male teachers with no job security tend to be 
more dominant by scoring high in the domain of leadership and friendly and under-
standing behaviours. This is similar to the male Physical Education programme 
respondents because as trainee teachers, the job is only considered as training and 
temporary hence no actual job security. 

 The data analyzed also indicate that respondents from the Science Education 
programme were the most uncertain in their behaviours. Being uncertain is an indi-
cation of lack of practice or nervousness which may be perceived as a weakness 
from the students. Hence, steps need to be taken to reduce such behaviours from 
Science Education trainee teachers as these behaviours may affect the trainee teach-
ers’ quality of teaching. 

 Art Education trainee teachers on the other hand were seen to be the most 
admonishing in their behaviour with their students. Such behaviours should be 
reduced in the interpersonal relationship between teachers and students because of 
its negative correlation to the students’ achievement and enjoyment of the lesson 
(Wei et al.  2009 ). 

 Behaviours that indicate responsibility and freedom were mostly seen from 
trainee teachers from the Mathematics Education programme. Quek et al. ( 2007 ) 
suggested that promoting responsibility and freedom has no effect on students’ 
enjoyment of the projects in the lesson. It should also be noted that Wei et al. ( 2009 ) 
state that in order to provide freedom, the teacher must also sometimes be strict in 
his or her behaviours.  

38.6     Conclusion 

 The fi ndings from this study suggest that the trainee teachers from the Faculty of 
Education UiTM were tolerant and authoritative in their pattern of behaviour. 
Nevertheless, there is still a need for trainee teachers to try and develop more on all 
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eight aspects of the interpersonal behaviour as having the optimal amount exhibited 
for each behaviour would mean better results and outcomes to the teaching and 
learning experience. A focus or a course on how trainee teachers should act around 
students could be the key in producing valuable workforce and teachers in the 
future.     
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    Chapter 39   
 Enhancing E-Learning Using Smart Mobile 
English Learning Tool (SMELT)       

       Nnaekwe     Uchenna     Kingsley     ,     Norlia     Mustaffa     ,     Pantea     Keikhosrokiani     , 
and     Keyvan     Azimi    

    Abstract     With the recent advancement in the technological world and the adult 
learners’ growing desire to have fl exibility with their learning tool, such that it 
allows them to learn even while on the move and while they play games, hence the 
need for mobile devices that enhances teaching and learning in a virtual classroom 
environment. Mobile devices can be used in both online setting and in the brick-
and- mortar (traditional setting). Different people are able to learn in different 
ways. People tend to learn better, when they are made to discover learning them-
selves. In line with this, a design of a mobile app known as Smart Mobile English 
Learning Tool (SMELT) for adult learners is presented here. This application is 
intended to help second language speakers to improve their English communica-
tion ability. It will also be useful for adults looking for job placements or moving 
up the corporate ladder in their workplaces. In order to develop SMELT, we have 
conducted a preliminary study and illustrated the results in this paper. The prelimi-
nary study enable us to determine the need of such a learning tool that will aid 
learners improve their English, even while on the move. Based on these results, a 
conceptual model on the proposed SMELT application to enhance E-Education is 
described here. The proposed application hopefully can improve the effi ciency, 
robustness, and reliability of E-Education for the adult learners to improve their 
English communication ability.  

  Keywords     Mobile device   •   Location-based services   •   Mobile learning (M-learning)   
•   E-learning  
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39.1         Introduction 

 Since its conception, mobile learning has been directly tied to online education as 
the platform for both types of education is rooted in the ability to learn beyond the 
confi nes of a classroom. As the world continues to change and evolve rapidly, 
Malaysia should not be left behind. English is the international language, both in 
reality and cyber world, the language of the cinema, TV, pop music and even the 
computer, as such it should be embraced by all. The English subject is one of the 
compulsory subjects in the Malaysian education syllabus, however many still face 
diffi culty in learning and using the language for various reasons, ranging from low 
usage to being shy when asked to speak the language in public. Thus we aim to 
design a mobile app known as Smart Mobile English Learning Tool (SMELT) for 
adult learners. This application when fully developed will help non native or English 
as a second language speakers improve their English communication ability. It will 
also be useful for adults looking for job placements or moving up the corporate lad-
der in their workplaces by improving their communication. The who will be able to 
access the English learning modules. There are three levels of learner modules i.e. 
the beginner, the intermediate and the advanced learner module. Each of these mod-
ules is further broken down into bundles for easy understanding. 

 SMELT is a mobile English learning application that will be developed using the 
Android operating system as well as Java programming software. 

 In order to develop SMELT, we have conducted a preliminary study and the 
results are illustrated in Sect.  39.4 . The preliminary study enable us to determine the 
need of such a learning tool that will assist the learners to improve their English, 
even while on the move. Consequently, we will describe how the proposed SMELT 
will enhance E-Education in order to improve user’s English ability. 

 This paper is organized in the following way: fi rst section is on introduction 
about the proposed SMELT tool; the need of mobile device in e-learning as well 
as the necessity of m-learning are described in section two and three respectively. 
Section four will discuss on the preliminary study that have been conducted in 
order to determine the need of such learning tool that will aid learners improve 
their English. Section fi ve and six described the details of the proposed SMELT 
tool as well as the application development methodology. The description of the 
application is laid out in section seven followed by the conclusion of the paper in 
section eight.  

39.2     Mobile Device and E-Learning 

 According to Wickremaratne et al. ( 2008 ), online learning encourages users to have 
more of a control over themselves with the lessons to be learnt. However, in design-
ing materials for online learning one has to fi nd one’s own way to suit the goals of 
both the teacher and the program, the needs of the students and the technology avail-
able (Wickremaratne et al.  2008 ). 
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 With the recent advancement in the technological world and the adult learners’ 
growing desire to have fl exibility with their learning tool, such that the tool allows 
them to learn even while on the move and while they play games, hence there is a 
need for mobile devices that enhances teaching and learning in a virtual classroom 
environment. Mobile devices can be used in both online setting and in the brick-
and- mortar (traditional setting). For mobile devices to be effective in basic delivery 
and technical support, the following is required:

•    WiFi that enables instructors and learners access contents through the use of the 
internet.  

•   3GP for compression and the delivery of mobile based audiovisuals.  
•   Cloud computing that enhances fi le sharing and storage.  
•   GPRS mobile data service, supports high speed connection and data transfer 

rate.  
•   Mobile web and mobile apps for dominant content formats for smart phones.    

 A mobile learning tool to enhance the e-learning should be smart, easy to use, 
and user-centered. Considering the current challenges faced by adult learners, in 
their daily life, as they seek better job opportunities, engage in international busi-
ness collaboration, pass driving test and seek English qualifi cation to study abroad, 
we intend to develop a mobile application called SMELT. This tool will be a fl exible 
and user friendly tool to address some of the challenges facing adult learners. In 
order to develop SMELT, a preliminary survey on the need for the product was con-
ducted beforehand. The results of this survey together with reviews on similar work, 
help us in designing a conceptual framework for the development of this applica-
tion. We hope this tool will take care of the users’ learning needs, even while on a 
train, bus, work place and just at anywhere and anytime.  

39.3      The Need of M-Learning 

 Many study points to the need for a learner-centered systems to improve teaching 
and learning and the fi ndings of these studies indicate that when learners take con-
trol of their learning instructions, the learning exercise becomes easier and enjoy-
able for such learners. The need for learners to discover learning themselves and 
develop language skills independently through the use of hand held devices cannot 
be over emphasized. Neo ( 2003 ) identifi ed this fact and argued that because learn-
ing a second language could be frightful, there is the need for a learner- centered 
learning activity whereby learning shifts from the conventional teacher- centered 
system in which knowledge of the language skills are transmitted by the teacher in 
class alone, to one that allows for learner to discover learning themselves and 
develop language skills independently through the use of hand held devices. The 
variety of platforms allow learners to learn using the best multimedia that suits their 
own learning styles and taste. Motivating learning in an online learning environment 
has been identifi ed as an impediment to the successes of the system, as learners feel 
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bored and isolated while learning online. The use of mobile application for learning 
a new language, makes learning more exciting, as the boredom and isolation of 
learners in an online environment, tends to be eliminated, or reduced, as the mobile 
system will make the learning exercise, a fun-fi lled experience for the learners (Neo 
 2003 ).  

39.4      Preliminary Study on the Need of Smelt 

 The preliminary study was conducted through online method and the target popula-
tion is the respondents who are willing to participate in the study. The total number 
of respondents that have participated in this study is 51 whose age ranging between 
21 and 55 years old. 

 The fi ndings from the preliminary study have fulfi lled the objectives that have 
been set for this study:

•    The result of the fi ndings indicates that there is a need for this learning tool.  
•   Respondents need tools (English Language Learning Tool) to improve their 

English based on the levels of learning progress.  
•   The services that need to be included in SMELT are determined from this study  
•   The fi ndings serve as a basis for proposed conceptual framework of SMELT     

39.5     Proposed Smart Mobile English Learning 
(SMELT) Tool 

 Many researchers argue that the growth of pervasive, ubiquitous, computing will 
have a large impact on learning (Patten et al.  2006 ). Suitable devices for mobile 
learning include digital media players, smart phones, and personal digital assis-
tants or PDAs. Ktoridou and Eteokleous ( 2005 ) defi ned m-learning as e-learning 
using mobile devices and handheld IT devices, such as PDAs (Personal Digital 
Assistants), mobile phones, laptops and tablet PCs (Ktoridou and Eteokleous 
 2005 ). One of the key benefi ts of these devices is that they allow learners vary their 
study location and to study “on the move”. Sandberg et al. ( 2011 ) indicate that 
using a mobile device in a learning context allows a learner to learn at anywhere 
and at anytime. M-learning with handheld devices eradicated geographical bor-
ders, enabling co-operative learning environments which have individual and 
group interaction (Sandberg et al.  2011 ). 

 In view of the foregoing scenario, SMELT is introduced based on the problem 
statement highlighted earlier (in Sect.  39.3 ) in order to help learners achieve their 
aims of seeking alternative ways of improving their English ability, for the purpose 
of getting job placements, helping their children on homework, and at the same time 
not being bored or isolated while they learn. Though learning a new language could 
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be diffi cult and strange to a second language learner, it can become more diffi cult if 
the platform for learning, is equally as diffi cult as the content itself. SMELT is an 
easy to use mobile tool, whereby learning the language will be more eventful and 
enjoyable for the learner. The mobile application will give the learner much more 
fl exibility to how he learns, and with regards to the place and time he chooses to 
learn. The learner does not need to worry, if there is an internet facility or not as he 
can learn using already downloaded packs on his mobile phone. With all the porta-
bility that a smart phone offers, he/she will always have fun learning, and watching 
games while playing music on his/her mobile phone. The e-community feature 
allows users to interact with support staff, and also interact with other users on the 
platform. The other important benefi t of the new system is in its free practice packs 
for all the three levels of learning as this is aimed at introducing to the learners what 
to expect in the complete module for each level. It also comes with evaluation test 
questions and answers for each of the modules where the learners will be expected 
to try out the evaluation test questions. Once the learners score a grade of 70 % from 
the evaluation they can be automatically promoted to the next level of learning thus 
this is a major feature of the system. Once installed on a learner’s mobile application 
like Android supported Smart phones, Ipad, Ipod, etc., the learner can learn with it 
irrespective of having an access to internet facility or not. Learning can actually take 
place at anywhere, at anytime of the day. 

39.5.1     Technology and Product Development 

 English as a second language (ESL) has continued to play a vital role in our lives in 
so many ways for example in businesses, workplaces, international friendship, col-
laboration and as a medium of instruction around the world, hence its importance 
cannot be over emphasized. Though many still fi nd the language diffi cult to com-
prehend, as such, it is imperative that a mobile system could help accelerate the 
level of understanding of this important language. A more robust environment, 
coupled with an easy to use tool, will be needed to improve the learning outcome of 
learners. In designing such a tool, the need of individual learners should be ade-
quately considered fi rst. 

 Generally, SMELT is a mobile English Learning using the Android operating 
system as well as Java programming software for the development of the product. 
Our mobile app will be developed and written in the Java programming language 
using the Android Software Development Kit (SDK), because of its wider reach 
and coverage. 

 The Android Software Development Kit (SDK) includes a comprehensive set of 
development tools (“Tools Overview”. Android Developers. 21 July 2009). These 
include a debugger, libraries, a handset emulator based on QEMU, documentation, 
sample code, and tutorials. Currently supported development platforms include 
computers running Linux (any modern desktop Linux distribution), Mac OS X 10.5.8 
or later, Windows XP or later; for the moment we will develop our application on 
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Android itself by using [AIDE – Android IDE – Java, C++] app and [Android Java 
editor] app. 

 Google Play, formerly the Android Market, is a digital distribution platform for 
applications for the Android operating system and an online electronics and digital 
media store, operated by Google. This service allows intending users to browse and 
download our applications developed with the Android SDK (Software Development 
Kit) and published through Google (“Features”. Google.com. Retrieved 1 May 
2012). SMELT application will be made available through the Google Play store. 
All users need is to create gmail account on their Android applications and down-
load the SMELT application on the Android Google play store. Afterwards users 
can choose the learning package they are interested in, and follow up with the prac-
tice questions and then the test questions. After the introductory part of the package, 
learners will have option of extension of access to each learning pack, starting with 
the beginner to the intermediate and advanced level as it suits each individual 
learner. 

 After successfully passing the test questions in the chosen pack by scoring a 
predefi ned score, the system is capable of promoting the learner automatically to the 
next level of learning based on the users’ performances on the test exercise.  

39.5.2     Overview of System Module 

 Figure  39.1  illustrates the overview of the mobile application module for 
SMELT. Basically, the main service rendered by SMELT is the learning of the 
English language via the use of mobile learning tool. The tool makes it easier for 

  Fig. 39.1    Mobile 
application overview       
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adult learners who wish to improve their English ability. Our target is any adult 
that wished to improve their English ability for reasons ranging from seeking job 
placements to passing professional exams. All the learner need to do is just down-
load our free learning app from the Google Play store and choose the level of 
learning they wish to enroll in and the practice class, as well as the evaluation 
session begins.

39.5.3        Proposed System Architecture 

 Figure  39.2  shows the proposed system architecture for SMELT. The components 
are made up of communication network, in this case Android, which need to be 
logged in via the internet facility by the users of this application. Once a user is 
logged and downloads this app into their mobile system, data about them are gener-
ated from the server and stored in our database. Information about the user is tracked 
using the GPRS system, which allows the user to carry out transactions using our 
app, wherever they might be, all day.

  Fig. 39.2    SMELT’s system architecture       
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   The system’s ease to use feature allows users unhindered access to the learning 
materials at anytime and anywhere. Information about downloads are generated via 
the Android Network and stored in the database as well.   

39.6     Product Development Methodology 

 After the initial survey that has been conducted on the need for having SMELT, a 
prototype of the application that we wish to develop is accomplished and is shown 
to its potential users by demonstrating to them how the new system will work and 
the benefi ts of using such a system. Inputs received from potential users, and their 
requirements, will help in the fi nal prototype design of the application. The continu-
ous system upgrade will be done to meet the needs and requirements of intended 
users of the application. But before this prototype was developed, a lot of steps were 
embarked upon so as to give the users the best product available. 

 Prototyping is an iterative (repeatedly) approach where the process of building 
an experimental system quickly and inexpensively for easy demonstration and eval-
uation is conducted iteratively. Prototyping is normally used as a template for the 
eventual system that will be produced. We have adopted prototyping as the applica-
tion development methodology because it is less expensive and it is easy to use and 
it allows developers the opportunity to continue its system upgrade till the “fi nish 
line”, which is when the fi nished product is achieved, this approved prototype will 
serve as a template for the fi nal system. The process of developing a prototype can 
be broken down into four steps as listed below:

•    Step 1. Identify basic requirements  
•   Step 2. Develop a working prototype  
•   Step 3. Use the prototype, but if user not satisfi ed then  
•   Step 4. Revise and enhance prototype    

 Figure  39.3  below illustrates the four main steps for system development 
approach using the prototyping methodology. In explaining these steps, we fi rst, 
defi ne what a prototype is. A prototype is a preliminary working version of an 
information system for demonstration and evaluation purposes. The process of 
building the system will be repeated over and over again until the operational pro-
totype is built.

    Step 1     Identifying basic requirement; Establishing a basic requirement before 
embarking on developing such a system is a sure way of avoiding a system failure 
in the future and high cost of developing the system. Identifying what is needed, by 
who, when, where and how, and also been able to defi ne the aim of the new system, 
which is to develop a learner-centered, Mobile based learning tool for English lan-
guage learning. 
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 By identifying users’ own basic needs, this will help the researcher and IT 
designer in gathering useful requirements, and in turn makes the end user feel more 
involved in the application development. As such the users are more committed and 
satisfi ed with the application after the fi nal adoption.  

  Step 2     Develop a working prototype; This will enable cost saving in the applica-
tion development and developing such a template within a reasonable time frame. 
Having a working prototype gives all stakeholders a virtual picture of what is being 
expected from the fi nished product.  

  Step 3     Use the prototype; After showing the proposed prototype to the potential 
users, they can try it out in order to see if it meets their learning needs or not. And 
with their approval, this will be used as a benchmark for its proposed application. 
The benchmark will be used in producing the fi nal application. It is hoped that users 
will patronize this application and use them as well, if after usage the users are satis-
fi ed with the application then the prototype will be adopted as the fi nal copy of the 
application. Hence the prototype will become the fi nal copy in operation, but in case 
the product is rejected then we will embark on a system upgrade and/or revision. 
This will lead us to the next step.  

  Step 4     Revise and enhance the prototype: This is the outcome of the rejection of 
the initial prototype by end user. This can occur if the users are not comfortable 
about the usability of the application, or if they fi nd anything that will hinder the 
smooth running of the application. We will be obliged to revise and enhance the 
product for greater effi ciency, and whenever all stakeholders agree on the fi nal prod-
uct, it will be adopted by all as the fi nal application.   
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  Fig. 39.3    Prototyping methodology       
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39.7     Product Description 

39.7.1     SMELT Mobile Interface 

 SMELT will be able to be accessed by all users of Android smartphones and any 
adult interested in improving their English learning, they have the opportunity to do 
so through the use of their mobile phones by downloading the application on Google 
play store. The learning app will be introduced on the home page and users can hit 
each of the buttons to avail themselves of any of the services The application has 
three levels of English learning module, i.e. elementary, intermediate and advanced 
levels where each learner is expected to choose their level of learning after having 
experienced with free download of the app on Google play store.  

39.7.2     Relevant Features of the System 

  Ability to Learn Offl ine     The system could be accessed by learners, even while 
offl ine. The moment the application is downloaded and learning modules are acces-
sible, the need for online is automatically eliminated as the learner will only need to 
learn from the modules downloaded on the mobile interface. Because we are aware 
most learners might have diffi culty gaining unhindered access to the internet, hence 
our desire to make the app to be internet free after fi rst download.  

  Online Placement Test     One of the very useful adaptive features of the system is in 
its ability to assess and determine the appropriate level of learning for each new 
learner. This is done by administering an ‘entrance’ exam for new users where if a 
user scores the predetermined score of 70 % and above on their fi rst attempt on the 
beginners’ pack then the user will be moved automatically to the intermediate level 
of learning.  

  Adaptive Feature     A very useful feature of this tool is in its adaptive capability. 
The system is able to allow learners graduate automatically to the next level of 
learning after scoring a predetermined score of 70 % in its evaluation test question. 
Whereby a learner fails to attain this grade point after three attempts the systems 
allows them to be promoted anyway. According to Shute and Towle ( 2003 ), other 
important information that needs mentioning is that every adaptive system should 
have the following features (Shute and Towle  2003 ): 

 Firstly, all activities that are presented to the learner should involve the creation 
and manipulation of representations. If the learner requires mental models that cor-
respond to the representation, then he should be involved actively in those creations 
and representations. Secondly, content should be designed with multiple representa-
tions as a rule to help learners drive down what they learn. When this is done, it 
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helps the adaptive engine to provide the student with the single representation that 
best matches the students’ aptitude profi le, while also giving the engine additional 
representations (text vs graphics, or graphical representation of some concepts), and 
also different styles of conceptual explanation. Thirdly, the learner should be pro-
vided with a fi nal learning activity which encourages refl ection and integration of 
the knowledge learned. Finally such a system should incorporate enough support, 
that will help the learner in concentrating on learning the content and not the system 
itself. This will enable the learner channels most of his cognitive efforts into learn-
ing the material and not the system. 

 Below are some of the screenshots of SMELT which is designed specifi cally to 
meet the needs of twenty-fi rst century learners who are desirous to improve their 
written and spoken English, anywhere and at any time. The screenshots are not the 
fi nal version of SMELT but they are an overview of the expected fi nal product.  

  User Rating     Users could rate the services rendered by the developer as this feed-
back will form part of the ongoing upgrading activity of the application.   

39.7.3     Explanation of Learning Levels in SMELT 

 The contents of SMELT are basically made up of three different learning levels, the 
fi rst is the Beginner/Elementary Level. The major contents of this level are the intro-
ductory parts of the language, evaluation questions that make up this bundle are the 
grammar; simple present, present continuous, simple past, going to, can, can’t, 
could, nouns, I’d like etc. The second bundle is the Intermediate Level where this 
resembles like the mid-point between the beginner level and the advanced level, the 
practice and evaluation questions here are drawn from such areas like sentence 
building with possibility (must, can’t, maybe, will), past (should have, might have, 
could), uncountable nouns, adjectives, adverbs, articles with countable and uncount-
able nouns. The the next level is the Advanced Level stage, here the learner has 
matured in his ability to use the language effectively, as such future sentence build-
ing will be practiced with simple past, past continuous, past perfect continuous, 
used to, future continuous, future perfect continuous, present perfect continuous, 
conditionals, used to etc. 

  Home Page     A well structured home page of an online application helps to serve as 
a leeway to know the needs and behavior of customers. Keywords that appeal to 
both users and search engines are sure ways of increasing traffi c accessing the appli-
cation online. Figure  39.4  depicts the home page of SMELT.

   The screenshots illustrated in Fig.  39.5  shows SMELT’s practice levels for ele-
mentary, intermediate and advance learner categories. Learners are expected to 
choose a level that suits their learning needs and will be able to access to these learn-
ing materials.
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  Fig. 39.4    Home page of 
SMELT       

  Fig. 39.5    SMELT’s pack 
of three levels of learning       
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     Screenshots of Evaluation Test Pack for Three Levels of Learning     Figure  39.6  
presents the screenshot of SMELT’s score of evaluation test questions that have 
been attempted for every level of learning.

     Screenshots of Elementary/Beginners’ Pack     Figure  39.7  illustrates a screenshot 
of SMELT beginners’ pack. All users need to do is click on this pack to answer 
practice questions on the elementary pack. This pack also contains audio/video 
questions that learners are expected to answer after listening to a conversation or an 
audio sound.

     Results from Evaluation Test     Figure  39.8  shows the screenshots that show the 
evaluation score for elementary learners. The learner has an opportunity to try out 
two more time before the learner can move to the next level of learning.

     Intermediate Learner Pack     Learners have the opportunity of learning with the 
visual aids, in this case a picture. They need to fi ll in the correct answer to complete 
the sentence in the past perfect as shown in Fig.  39.9 .

39.8          Implementation and Recommendation 

 Software Development Life Cycle (SDLC) gives the platform for software analyst, 
designers, and engineers to develop the software in a well defi ned phase that starts 
from requirement gathering till its deployment phase. These phases are linked 

  Fig. 39.6    SMELT’s 
sample of evaluation test 
pack for three levels of 
learning       
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  Fig. 39.7    SMELT’s 
sample of elementary/
beginners’ pack       

  Fig. 39.8    Screenshot of 
sample evaluation test 
results       
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together to form a chain or cycle that never ends throughout the life cycle of the 
software evolution. Through these phases the software evolution goes through 
requirement gathering, software product design and documentation with design pat-
terns, implementation and importantly testing before the prototype is ready to be 
deployed (Easton  1980 ). 

 Depending upon the complexity of SDLC methodology, SDLC have many mod-
els such as incremental, spiral, waterfall, agile and prototyping etc. We have selected 
incremental model for our research project that suits requirement and type of soft-
ware. Incremental model starts from the requirement gathering phase, proceed with 
design of the software and then move towards the implementation and testing phase. 
On each phase of the model, it gets incremented following the incremental model as 
shown in Fig.  39.10 .

   When one phase gets completed then the process is incremented to the next 
phase where the iteration is based on the phases like inception (project scope), elab-
oration (design and architecture), construction (fi lls in the building blocks) and tran-
sition (operation and deployment). Architects and analysts work on iteration ahead 
of developers and testers to keep their work-product backlog full. 

 In our initial stage project life cycle, we will use Java platform for the application 
middleware between the server database management architecture and the mobile 
client. The database management system will be mySQL which is free and open 
source and can handle well more than thousand users simultaneously. 

 Software testing following the quality of assurance criteria is one of the crucial 
phases of project development in which the software attributes and functionalities 

  Fig. 39.9    Screenshot of 
sample intermediate pack       
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are compared with the software requirement specifi cations and then tested in a sim-
ulated real time environment. The application developers do white box testing 
where they debug the code and then verify the data values in variables and impor-
tantly test the application based on the API testing, code coverage, fault injection 
methods, mutation testing methods etc. On later stage, the software is retested by 
quality assurance engineer using black box testing method where on real time sce-
nario they produce bugs of different severity with methods includes equivalence 
partitioning, boundary value analysis, all-pairs testing, traceability matrix and 
importantly specifi cation-based testing.  

39.9     Conclusion 

 Adult learners have different learning styles that differ from that of young learners. 
This group of learners requires fl exibility, and always likes to be in control of their 
learning process. In view of this fact, a tool for English learning called SMELT on 
the mobile platform for adult learners who owned smartphones is proposed here. 
SMELT when launched eventually, it will help the working class, foreigners, house-
wives, and non-native speakers improve their English ability at the comfort of their 
homes. Based on the responses and fi ndings from the preliminary study, it is clear 
that there is a need for this application for the potential users. A research on the 
conceptual framework on SMELT in order to assist the design and development of 
this application also has been conducted. The model is adapted based on framework 
by (Huanglingzi et al.  2008 ), due to its completeness in addressing the basic factors 
that need to be considered in developing a mobile application. SMELT is feasible to 

Analysis

Analysis

Design

Design

Code

Code

Test

Test

Analysis Design Code Test

Analysis Design Code Test

  Fig. 39.10    Software increment model for SMELT       
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be used by potential users based on the preliminary study that had been conducted 
and research on the proposed conceptual framework which will assist in the design 
of the prototype for SMELT in the future.     
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    Chapter 40   
 Does One Size Fit All? The Academic Writing 
Needs of Undergraduates Across Disciplines       

       Shireena     Basree     Abdul Rahman      and     Siti     Ruqayyah     As-Sadiq     Abdul Rahim    

    Abstract     Academic writing is an integral part of tertiary education. Undergraduates 
are expected to have the necessary linguistic skills to be able to produce writing 
products that adhere to the different genres, courses and disciplines. This study inves-
tigates the academic writing needs of undergraduates from three various disciplines 
(TESL, Art and Science) of one faculty at a public university. This is the only public 
university in Malaysia with a language policy where English is the medium of teach-
ing and learning. This study reports the fi ndings of a quantitative data analysis gener-
ated from third year undergraduate students (n = 196). Data are derived from the 
needs analysis instrument used to obtain undergraduates’ self-rated response to aca-
demic writing tasks statements. The fi ndings inform that although all three program 
disciplines are under the same faculty, their academic writing needs are distinctively 
different. This study proceeds to discuss the implications of these fi ndings for 
improved future practice in the area of learning and teaching of academic writing.  

  Keywords     Academic writing   •   ESL learner   •   Genre writing   •   Needs analysis  

40.1         Introduction 

 Studies on the written work of Malaysian ESL learners have found that their writing 
displayed a lack of vivid or interesting elaboration with frequent language mistakes 
(Parilah et al.  2011 ). While there are many students who may understand grammar 
rules, Giridharan and Robson ( 2011 ) found that for these students, they themselves 
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are unaware of their own academic writing (AW) ability. Few are able to meet the 
demands and level expected in academic writing in higher education (Musa et al. 
 2012 ). Language profi ciency has been identifi ed as one of the reasons for the 
nation’s graduate unemployment (Ismail et al.  2011 ). The critical state of graduates’ 
language profi ciency has required the government to allocate funding for remediat-
ing graduates’ language profi ciency through retraining programs (G. Nair et al. 
 2012 ) and employability enhancement programs. This action in itself highlights the 
state and quality of graduates which universities are producing. While this situation 
persists to be a concern, many would question where the fault lies; whether is it in 
the course, the students themselves or the system (N Z Shah  2008 ). However, few 
have looked into addressing the core of the problem which is in identifying the 
needs of ESL students’ academic discourse in tertiary education. This study pro-
poses that universities take preventative measures in addressing the core of the prob-
lem instead of remediating it. This study seeks to understand students’ academic 
writing (AW) needs with the hope that this information could perhaps offer sugges-
tions to universities on how these academic writing needs can be addressed with 
appropriate writing support and resources.  

40.2     Literature Review 

 Writing in the higher education requires students to put forth their ideas within a 
framework of domains or discipline knowledge and engage the reader in academic 
discourse (Giridharan and Robson  2011 ). Within the academic communities there 
are genre differences. Hyland ( 2008 ) explains that disciplinary genre variation rep-
resents the writer’s intention to display familiarity and attempts to anticipate possi-
ble negative reaction to their views and establish their claims. By doing this, Hyland 
( 2008 ) explains that it allows writers to galvanise support, express collegiality, 
resolve diffi culties, and negotiate disagreement through rhetorical choices that ties 
their text with their disciplines. Hyland ( 2008 ) categorizes communities of disci-
plines to spread between the continuum of ‘hard knowledge’ sciences and ‘softer’ 
humanities as shown in Table  40.1 .

   The table of continuum of academic knowledge (Hyland ( 2006 ) cited in Hyland 
( 2008 ) visually explains how in practice, different disciplines value different kinds 
of ideas of what communication entails, how it can be communicated, what readers 
are likely to know, how they value different kinds of argument and different writing 
tasks in order to be persuaded. Hyland ( 2008 ) argues that while this highlights the 
variations that exist, it does not mean that students writing needs must be general-
ized in this way as same genre labels may hide rhetorical patterns; therefore, there 
is a need to research in our students’ target contexts. This has been affi rmed by 
Hillary Nesi and Sheena Gardner ( 2012 ) as writing demands in university will vary 
according to different higher education systems.  
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40.3     Objectives 

 As the demand and participation in English-medium higher education increases, so is 
the expectation for students to have academic literacy skills (Hillary Nesi and Sheena 
Gardner  2012 ); hence, an understanding of the academic writing needs of undergrad-
uates in their discipline is integral in enabling the right provision to be given to 
empower them as writers. Hyland ( 2008 ) explains that in the context of writing, needs 
analyses function to ensure that learning to write is seen both in the context in which 
it occurs and the contexts in which these skills will be used: it is the means of estab-
lishing the ‘how’ and ‘what’ of a course. Hyland ( 2008 ) highly insisted that students 
take part in the process of assessing their options; this ensures that the needs analyses 
support learners in taking active responsibility for their learning. Thus, this study 
reports the fi ndings of an empirical survey to examine the academic writing needs of 
third year undergraduate students (n = 196). The academic writing needs analysis rep-
resents an attempt to understand the academic writing needs of undergraduates in a 
faculty which has three varying disciplines, TESL, Art and Science.  

40.4     Methodology 

 This study was conducted in one of the largest public university in Malaysia, in terms 
of size and student enrolment. There are two factors behind the choice of the univer-
sity selected for this study. First, the university chosen is the only public university in 
Malaysia that has a language policy where the medium of learning and instruction 
for all courses are conducted in English. Second, the data from this study is collected 
from the faculty of education, which is home to seven different programmes and 
three different disciplines. The number of targeted sample of the respondents were 
determined using Krejcie and Morgan ( 1970 ) and Chua ( 2012 ) sample size determi-
nation table.The table below shows the number of population of students in the pro-
grammes offered by the Faculty of Education, the number of targeted sample of 
respondents, and the number of returned questionnaires. (Table  40.2 ).

   This study adapted Rosenfeld et al. ( 2004 ) Inventory of college level writing and 
thinking tasks survey instrument for obtaining numerical data. Rosenfeld et al. 
( 2004 ) developed the 44-item instrument in order to identify the writing tasks impor-
tant for academic success at the undergraduate and graduate levels across six fi elds 
of study. This instrument was modifi ed to refl ect the university context where the 
data was collected. A pilot study was done to ensure reliability and validity. Using the 
Cronbach’s alpha internal consistency reliability method, the instrument was found 
to have reliability coeffi cient value of 0.95. This reliability value is strong and shows 
that all the items in the instrument are reliable. Face validity and content validity 
checks were done during the pilot study based on feedbacks from three experts and 
pilot participants. Based on their input, relevance of item, purpose of the question-
naire, wording of instructions were improved on for large-scale data collection 
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 necessary for this study. The instrument used in this study has 36 task statements and 
each task statement refl ects an operational defi nition of an academic writing skill. 

 Out of 201 returned questionnaires, a total of 196 responded surveys were statis-
tically analysed using SPSS. The fi ndings provide evidence to the specifi c writing 
task that students deem to be competent in performing within their discipline. The 
survey’s results revealed a list of the top most competent and least competent aca-
demic writing task. Respondents used a scale ranging from 0 to 5  (0-I do not need 
to perform this task, 1-Slightly competent, 2- Moderately competent, 3- Competent, 
4- Very competent, 5- Extremely competent).  A mean rating of 3.0 (important) is 
used as the cut-off point for the within-level comparison by fi elds of discipline. An 
overall mean rating of 3.0 or higher is considered as high rating, meanwhile an 
overall rating below 3.0 is considered as low rating. The following table shows the 
index mean rating used (Table  40.3 ).

40.5        Findings and Discussions 

40.5.1     The Needs of the Undergraduates in the TESL 
Discipline 

 The survey results for the TESL discipline revealed that 29 out of 36 task statements 
(80.5 %) received overall mean rating of 3.0 or higher. The highest ranked task 
statement with an overall mean rating of 3.6 is to  express personal views regarding 
topics, situations, or issues . There are only seven task statements with mean ratings 
below 3.0, with the lowest mean being 2.8 for the task #15,  Write appropriately for 

   Table 40.2    Programmes offered by the Faculty of Education   

 Programmes offered by the faculty of education  P  TS  R 

 1. TESL  B Ed (Hons) Teaching English as a Second Language (ED220)  367  74  72 
 2. Art  B Ed (Hons) Art & Design Education (ED222)  59  12  17 
 3. Science  B Ed (Hons) Physical Education & Health Programme 

(ED226) 
 130  26  30 

 B Ed Science (Hons) Biology (ED227)  79  16  18 
 B Ed Science (Hons) Physics (ED228)  47  10  10 
 B Ed Science (Hons) Mathematics (ED229)  111  23  42 
 B Ed Science (Hons) Chemistry (ED230)  54  11  12 

 847  172  201 

   P  population,  TS  20 % targeted sample of the respondents,  R  returned questionnaires  

  Table 40.3    Index mean 
rating  

 Index mean rating 

 High rating  3.0 or higher 
 Low rating  Below 3.0 
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a generally well-informed and thoughtful audience  (eg. maintain an appropriate 
tone, provide suffi cient context or other information for readers to understand the 
points being made). The descriptive table shows the results of AW Tasks that 
(Tables  40.4  and  40.5 ).

40.5.2         The Needs of Undergraduates in the Art Education 
Discipline 

 The survey results for the Art Education discipline revealed that 9 out of 36 task 
statements (25 %) received overall mean ratings of 3.0 or higher. The highest ranked 
task statement with an overall mean rating of 3.2 is to  Identify problems in a pro-
posed course of action or interpretation of events and propose solutions or alterna-
tive interpretations ,  Use clear, effi cient formats (eg. fl ow charts, bullet points, 
headings) to organize information and guide the reader (include document design) , 
and  ‘Work collaboratively to plan and compose text.  There are twenty-seven task 
statements with mean ratings below 3.0. The lowest overall mean rating is 2.4, 
which is task #17,  Use analogy, metaphor or comparison to defi ne or explain tech-
nical or abstract concepts for a general audience , and task #21,  Credit sources 
appropriately (eg. Use attribution, footnotes or endnotes) . During data input for the 
Art Education discipline, there were a number of respondents who rated several of 
the task items at a scale of ‘0’, this means, they identifi ed the items as  ‘I do not need 
to perform this task’ . It appears that this has no direct effect on the fi nding results of 
the average mean ratings of the items, however it is important to note that for one, 
the Art Education discipline is the only respondent that used the scale of ‘0’, and 
second, the fact that these few respondents had identifi ed several of the academic 
writing task as not being useful in their fi eld could point out to something more at 
large in their academic writing needs for students from the Art Education discipline 
(Tables  40.6  and  40.7 ).

40.5.3         The Needs of Undergraduates in the Science Education 
Discipline 

 The survey results for the Science Education discipline revealed that only 1 out of 
36 task (2.2 %) statements received overall mean ratings of 3.0 or higher. The task 
statement with the highest overall mean rating is task #1,  Describe observations (eg. 
of an event, behaviour, place, object, or experiment) . There are thirty-fi ve task state-
ments with mean ratings below 3.0. The task statement with the lowest overall mean 
rating, 2.4, is task #17,  Use analogy, metaphor or comparison to defi ne or explain 
technical or abstract concepts for a general audience  (Tables  40.8  and  40.9 ).
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   Table 40.4    TESL undergraduate high ranking AW tasks   

 Task #  Task 
 Mean 
ratings  Ranking # 

 4  Express personal views regarding topics, situations, or issues  3.6  1 
 35  Work independently to plan and compose text  3.4  2 
 19  Use clear, effi cient formats (eg. fl ow charts, bullet points, 

headings) to organize information and guide the reader (include 
document design) 

 3.3  3 

 22  Clarify relationships among main and supporting ideas  3.3  4 
 24  Organize ideas and information coherently  3.3  5 
 32  Use grammar and syntax that follow the rules of standard 

written English, avoiding errors that distract the reader or disrupt 
meaning 

 3.3  6 

 33  Avoid errors in mechanics (eg. Spelling and punctuation)  3.3  7 
 36  Work collaboratively to plan and compose text  3.3  8 
 1  Describe observations (eg. of an event, behaviour, place, object, 

or experiment) 
 3.2  9 

 2  Explain how to perform a procedure (eg. For instructional 
materials or manuals) 

 3.2  10 

 13  Classify information according to categories or hierarchies 
(eg. in outlines or organizational charts) 

 3.2  11 

 14  Use the conventions of a particular genre (eg. a report, proposal, 
poem, or abstract) 

 3.2  12 

 20  Integrate quoted and referenced material appropriately into the 
students’ own text 

 3.2  13 

 23  Develop a well-focused, well-supported discussion, using 
relevant reasons and examples 

 3.2  14 

 30  Express ideas in original or novel ways to hold the reader’s 
interest 

 3.2  15 

 3  Abstract or summarize essential information (eg. From 
speeches, observations, or texts) 

 3.1  16 

 7  Predict consequences or outcomes by analysing information, 
patterns, processes, or fi ndings 

 3.1  17 

 16  Present data and other information in a clear and logical 
manner, offering explanations that make the material 
understandable to a particular audience (includes tables and 
charts as well as text) 

 3.1  18 

 17  Use analogy, metaphor or comparison to defi ne or explain 
technical or abstract concepts for a general audience 

 3.1  19 

 21  Credit sources appropriately (eg. Use attribution, footnotes or 
endnotes) 

 3.1  20 

 25  Write clearly, with smooth transitions from one thought to the 
next 

 3.1  21 

 26  Choose words effectively  3.1  22 
 31  Revise and edit text to improve its clarity, coherence and 

correctness 
 3.1  23 

(continued)
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    In order to fully synthesize these fi ndings, it is important to understand the com-
monalities and differences that these three varying disciplines in the faculty of edu-
cation deal with. Despite the varying disciplines, students from the faculty of 
Education are required to take BEL 422/420-Report Writing and BEL 482-Business 
and Professional Communication, common subjects which are offered by the 
University’s Language academy. Among other common subjects that these three 
disciplines share are Education code courses which requires them to deal with edu-
cation related theories and skills. Students from these three disciplines would com-

Table 40.4 (continued)

 Task #  Task 
 Mean 
ratings  Ranking # 

 6  Analyse and synthesize information from multiple sources 
(include comparison and contrast) 

 3  24 

 8  Write persuasively by constructing well-reasoned argument to 
support or refute a position 

 3  25 

 27  Write precisely and concisely, avoiding vague or empty phrases.  3  26 
 28  Write fl uently, avoiding plodding or convoluted language  3  27 
 29  Vary sentence structure to communicate ideas effectively  3  28 
 34  Use word processing software to plan, create and present text  3  29 

   Table 40.5    TESL undergraduate low ranking AW tasks   

 Task #  Task 
 Mean 
ratings  Ranking # 

 9  Explore relationships among complex and possibly confl icting 
ideas 

 2.9  30 

 11  Identify problems in a proposed course of action or 
interpretation of events and propose solutions or alternative 
interpretations 

 2.9  31 

 12  Interpret data within a relevant framework by applying the 
fi ndings to new situations, asking insightful questions, 
identifying the need for further information, or drawing 
conclusions 

 2.9  32 

 18  Use technical, content-specifi c vocabulary accurately and 
appropriately for a particular purpose and audience 

 2.9  33 

 5  Explain an event or occurrence using such evidence as 
historical accounts, data, or research fi ndings 

 2.8  34 

 10  Interpret data within a relevant framework by applying the 
fi ndings to new situations, asking insightful questions, 
identifying the need for further information, or drawing 
conclusions 

 2.8  35 

 15  Write appropriately for a generally well-informed and thoughtful 
audience (eg. maintain an appropriate tone, provide suffi cient 
context or other information for readers to understand the points 
being made) 

 2.8  36 
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monly share classes for these subjects where much academic writing input is 
implicitly or explicitly received. 

 Based on the fi ndings of high ranking AW skills, in comparison to other disci-
plines TESL students rate themselves rather highly competent in most AW skills 
compared to Art Education students and most drastically for Science Education 
students. TESL undergraduates identifi ed themselves as having to produce on aver-
age 6 or more papers per semester and they also self-rated 29 out of 36 academic 
writing tasks as the academic writing task that they are competent in doing. For 
TESL Students, their self-assessed competency in the area of academic writing may 
stem from the fact that this is an area that is closely relevant to their fi eld and content 
of their course. Hence their perception of their competence as writers and their con-
fi dence in AW may either stem from their competency or their expected 
competency. 

 Findings of low ranking AW skills across the three different disciplines, high-
lights areas of AW that requires more attention to be improved. Comparatively, it 
has been found that TESL undergraduates have the least number low ranking AW 
skills, only 7, compared to Art students, with 27 AW skills. Perhaps the most strik-
ing fi nding was that in comparison to the other two fi elds of discipline, the Science 
Education undergraduates identifi ed 35 low ranking AW skills. The fi ndings of this 
study show that there is a big difference between the AW skills needed for all three 
fi elds of study under the Faculty of Education. This refl ects the varying nature of 
writing in the discipline that is required of them to produce. 

 An interesting point to note is that, Art Education students identifi ed themselves 
to have more competency in 9 out of 36 academic writing tasks compared to the 

   Table 40.6    Art Education Undergraduate High Ranking AW Tasks   

 Task #  Task 
 Mean 
ratings  Ranking # 

 11  Identify problems in a proposed course of action or 
interpretation of events and propose solutions or alternative 
interpretations 

 3.2  1 

 19  Use clear, effi cient formats (eg. fl ow charts, bullet points, 
headings) to organize information and guide the reader (include 
document design) 

 3.2  2 

 36  Work collaboratively to plan and compose text  3.2  3 
 5  Explain an event or occurrence using such evidence as historical 

accounts, data, or research fi ndings 
 3.1  4 

 12  Interpret data within a relevant framework by applying the 
fi ndings to new situations, asking insightful questions, 
identifying the need for further information, or drawing 
conclusions 

 3.1  5 

 33  Avoid errors in mechanics (eg. Spelling and punctuation)  3.1  6 
 34  Use word processing software to plan, create and present text  3.1  7 
 13  Classify information according to categories or hierarchies 

(eg. in outlines or organizational charts) 
 3  8 

 24  Organize ideas and information coherently  3  9 
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   Table 40.7    Art education undergraduate low ranking AW tasks   

 Task #  Task 
 Mean 
ratings  Ranking # 

 7  Predict consequences or outcomes by analysing information, 
patterns, processes, or fi ndings 

 2.9  10 

 9  Identify problems in a proposed course of action or interpretation 
of events and propose solutions or alternative interpretations 

 2.9  11 

 23  Develop a well-focused, well-supported discussion, using relevant 
reasons and examples 

 2.9  12 

 25  Write clearly, with smooth transitions from one thought to the 
next 

 2.9  13 

 31  Revise and edit text to improve its clarity, coherence and 
correctness 

 2.9  14 

 35  Work independently to plan and compose text  2.9  15 
 3  Abstract or summarize essential information (eg. From speeches, 

observations, or texts) 
 2.8  16 

 4  Express personal views regarding topics, situations, or issues  2.8  17 
 6  Analyse and synthesize information from multiple sources (include 

comparison and contrast) 
 2.8  18 

 8  Write persuasively by constructing well-reasoned argument to 
support or refute a position 

 2.8  19 

 20  Integrate quoted and referenced material appropriately into the 
students’ own text 

 2.8  20 

 22  Clarify relationships among main and supporting ideas  2.8  21 
 27  Write precisely and concisely, avoiding vague or empty phrases.  2.8  22 
 29  Vary sentence structure to communicate ideas effectively  2.8  23 
 30  Express ideas in original or novel ways to hold the reader’s 

interest 
 2.8  24 

 32  Use grammar and syntax that follow the rules of standard written 
English, avoiding errors that distract the reader or disrupt 
meaning 

 2.8  25 

 1  Describe observations (eg. of an event, behaviour, place, object, 
or experiment) 

 2.6  26 

 2  Explain how to perform a procedure (eg. For instructional 
materials or manuals) 

 2.6  27 

 10  Interpret data within a relevant framework by applying the 
fi ndings to new situations, asking insightful questions, identifying 
the need for further information, or drawing conclusions 

 2.6  28 

 14  Use the conventions of a particular genre (eg. a report, proposal, 
poem, or abstract) 

 2.6  29 

 16  Present data and other information in a clear and logical manner, 
offering explanations that make the material understandable to a 
particular audience (includes tables and charts as well as text) 

 2.6  30 

 18  Use technical, content-specifi c vocabulary accurately and 
appropriately for a particular purpose and audience 

 2.6  31 

(continued)

S.B. Abdul Rahman and S.R.A.-S. Abdul Rahim



521

Science Education students who only self-rated 1 out of 36 as their competent aca-
demic writing skill, despite the fact that the majority of Science Education students 
identifi ed themselves to producing 4–5 papers per semester, which is more than the 
average papers identifi ed to be produced by Art Education students, whom a major-
ity of them have identifi ed to produce only 2–3 papers in a semester. Science 
Education students’ production of writing is more to technical writing such as lab 
reports. Art Education students meanwhile deal with more art work production than 
with academic essays. TESL students on the other hand are required to produce a 
variety of academic essays.   

40.6     Conclusion 

 Previous studies have shown that understanding the types of skills involved in writ-
ing and how such skills are involved in text analyses and text production is neces-
sary in empowering students as writers in their area of discipline (Hyland  2007 ). 
This would allow for targeted support to be given to writers in dealing with aca-
demic or non-academic purpose writing (Butcher and Kintsch  2001 ; Hyland  2008 ). 
The quantitative analysis in this study functions as a needs analysis that allows the 
researcher to specifi cally identify, out of 36 academic writing skills, which of the 
academic writing skills do students in their respective discipline identify themselves 
to be most competent in doing and identifi ed to be the most required skills in their 
fi eld. 

Table 40.7 (continued)

 Task #  Task 
 Mean 
ratings  Ranking # 

 26  Choose words effectively  2.6  32 
 28  Write fl uently, avoiding plodding or convoluted language  2.6  33 
 15  Write appropriately for a generally well-informed and thoughtful 

audience (eg. maintain an appropriate tone, provide suffi cient 
context or other information for readers to understand the points 
being made) 

 2.5  34 

 17  Use analogy, metaphor or comparison to defi ne or explain 
technical or abstract concepts for a general audience 

 2.4  35 

 21  Credit sources appropriately (eg. Use attribution, footnotes or 
endnotes) 

 2.4  36 

   Table 40.8    Science education undergraduate high ranking AW tasks   

 Task #  Task 
 Mean 
ratings  Ranking # 

 1  Describe observations (eg. of an event, behaviour, place, object, 
or experiment) 

 3  1 
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   Table 40.9    Science education undergraduate low ranking AW tasks   

 Task #  Task 
 Mean 
ratings  Ranking # 

 2  Explain how to perform a procedure (eg. For instructional 
materials or manuals) 

 2.9  2 

 4  Express personal views regarding topics, situations, or issues  2.9  3 
 5  Explain an event or occurrence using such evidence as historical 

accounts, data, or research fi ndings 
 2.9  4 

 6  Analyse and synthesize information from multiple sources 
(include comparison and contrast) 

 2.9  5 

 12  Interpret data within a relevant framework by applying the 
fi ndings to new situations, asking insightful questions, 
identifying the need for further information, or drawing 
conclusions 

 2.9  6 

 13  Classify information according to categories or hierarchies 
(eg. in outlines or organizational charts) 

 2.9  7 

 19  Use clear, effi cient formats (eg. fl ow charts, bullet points, 
headings) to organize information and guide the reader (include 
document design) 

 2.9  8 

 3  Abstract or summarize essential information (eg. From speeches, 
observations, or texts) 

 2.8  9 

 7  Predict consequences or outcomes by analysing information, 
patterns, processes, or fi ndings 

 2.8  10 

 16  Present data and other information in a clear and logical manner, 
offering explanations that make the material understandable to a 
particular audience (includes tables and charts as well as text) 

 2.8  11 

 26  Choose words effectively  2.8  12 
 34  Use word processing software to plan, create and present text  2.8  13 
 36  Work collaboratively to plan and compose text  2.8  14 
 9  Identify problems in a proposed course of action or interpretation 

of events and propose solutions or alternative interpretations 
 2.7  15 

 20  Integrate quoted and referenced material appropriately into the 
students’ own text 

 2.7  16 

 22  Clarify relationships among main and supporting ideas  2.7  17 
 23  Develop a well-focused, well-supported discussion, using 

relevant reasons and examples 
 2.7  18 

 24  Organize ideas and information coherently  2.7  19 
 31  Revise and edit text to improve its clarity, coherence and 

correctness 
 2.7  20 

 33  Avoid errors in mechanics (eg. Spelling and punctuation)  2.7  21 
 35  Work independently to plan and compose text  2.7  22 
 8  Write persuasively by constructing well-reasoned argument to 

support or refute a position 
 2.6  23 

(continued)
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 The limitation of this study is that it only yields information about students’ aca-
demic writing needs based on self-rating. Future studies could run more statistical 
analyses to observe whether any other form of relationship between the disciplines 
exists. Another area to look into is the perspectives of educators and how they would 
rank the importance of these academic writing skills according to their disciplines 
and cross study with the students’ perspectives for a more wholesome needs 
analysis. 

 Findings from this study prove that although these students are from the same 
faculty, their academic writing needs are different according to their fi eld of study. 
Consequently, the fi ndings also suggest that there is a need to review the blanket 
approach of addressing these students writing needs as one entity. In higher educa-
tion context, students’ academic success or academic failure is heavily determined 
by their ability to communicate using the academic writing discourse. Therefore, it 
is important that students’ academic writing needs are addressed to meet the require-
ments of the academic writing discourse relevant to their discipline.     

Table 40.9 (continued)

 Task #  Task 
 Mean 
ratings  Ranking # 

 10  Interpret data within a relevant framework by applying the fi ndings 
to new situations, asking insightful questions, 
identifying the need for further information, or drawing 
conclusions 

 2.6  24 

 11  Identify problems in a proposed course of action or interpretation 
of events and propose solutions or alternative interpretations. 

 2.6  25 

 18  Use technical, content-specifi c vocabulary accurately and 
appropriately for a particular purpose and audience 

 2.6  26 

 21  Credit sources appropriately (eg. Use attribution, footnotes or 
endnotes) 

 2.6  27 

 25  Write clearly, with smooth transitions from one thought to the 
next 

 2.6  28 

 27  Write precisely and concisely, avoiding vague or empty phrases.  2.6  29 
 28  Write fl uently, avoiding plodding or convoluted language  2.6  30 
 29  Vary sentence structure to communicate ideas effectively  2.6  31 
 30  Express ideas in original or novel ways to hold the reader’s 

interest 
 2.6  32 

 32  Use grammar and syntax that follow the rules of standard written 
English, avoiding errors that distract the reader or disrupt 
meaning 

 2.6  33 

 14  Use the conventions of a particular genre (eg. a report, proposal, 
poem, or abstract) 

 2.5  34 

 15  Write appropriately for a generally well-informed and thoughtful 
audience (eg. maintain an appropriate tone, provide suffi cient 
context or other information for readers to understand the points 
being made) 

 2.5  35 

 17  Use analogy, metaphor or comparison to defi ne or explain 
technical or abstract concepts for a general audience 

 2.4  36 
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    Chapter 41   
 Experiential Learning in the Wilderness: 
Outdoor Education Program Toward 
Enhancing College Students’ Leadership 
Practices       

       Siti     Fadhilah     Abdul     Hamid      and     Mawarni     Mohamed    

    Abstract     Lack of communication and leadership skills have become the main issues 
among graduates in Malaysia. The rapid changes of knowledge and technology 
require students to equip themselves with extra skills needed by global workplace to 
demonstrate the combination of soft skills together with a good degree. However, 
there are lacking of information, assessment and unclear program contents that can 
bring positive outcome toward the development of leadership skill. This study aims to 
examine an outdoor education program as one of the useful programs that higher 
education could use to identify the leadership practices among the students. It is done 
by comparing students who have participated in outdoor education program and those 
who did not participate. A total of 106 students from the Faculty of Sport Science and 
Recreation UiTM were involved in this study. The data was collected by using 
Students Leadership Practices Inventory questionnaire to measure two leadership 
practices namely ‘Enable Others to Act’ and ‘Encourage the Heart’. Independent sam-
ple  t -test was used in order to identify a signifi cant difference of the two leadership 
practices between two groups of students. The results showed that there were signifi -
cant differences in the leadership practices among the students who have participated 
in outdoor education program. Thus, this study has proposed that outdoor education 
program is one of the effective activities that could be offered to all students of higher 
education to equip them with leadership skills required for future employability.  

  Keywords     Leadership   •   Outdoor education   •   Leadership practices   •   Student 
leadership  
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        41.1 Introduction 

 In order to remain competitive, most of the higher education institution now is more 
concerned to educate and equip their students with leadership skills (Langbein 
 2009 ; McNaboe  2011 ). Higher education plays a key role as an institution to develop 
the future leaders for the nation and as one of the suitable place to produce the future 
leader (Kuo  2008 ; Haber  2011 ) and most of the education institution strived to pro-
duce the successful leader for the nation. In view to that, availability of quality 
education as a foundation and character building through leadership trainings, 
embedded or in separate courses are seen as essential to develop highly potential 
future leaders. Furthermore, leadership skills can be learnt and taught in an aca-
demic surrounding and this situation has enhanced the leadership education pro-
gram in education system especially in higher education institution. Previous 
researches have indicated that one of the most important skills that students should 
have after they graduated is leadership skill (Ahmad et al.  2007 ; Shahrom et al. 
 2007  and Norani and Noorashidi  2010 ). According to Sherman ( 2008 ), the leader-
ship skill can be taught through activity and interaction outside the formal class-
room such as in co-curricular activity and an outdoor education program. Similalry, 
Kolb ( 1984 ), indicated that students will learn something new through the activity 
that they involve in because experiential learning can bridge the gap between the 
classroom and the real world situation. Students will be more prepared to enter 
workforce world if they have experience in interacting with outside activity such as 
participated in co-curricular (Burton  2010 ). 

 Students who have participated in outdoor education program for example, feel 
themselves better change in beliefs, attitudes and perceptions towards the environ-
ment and their surroundings. Hence, outdoor education program is seen as one of 
many activities that could develop leadership skill among university students 
(Burridge  2004 ). So this study aims to identify only the perceived level of ‘Enable 
Others to Act’ and ‘Encourage the Heart’ leadership practices among university 
students by comparing those who have participated in an outdoor education pro-
gram with those who did not participate. 

 In an effort to determine the leadership practices among the students, the follow-
ing research questions were formulated:

    1.    What is the level of leadership practices perceived by university students who 
have participated in outdoor education program?   

   2.    What is level of leadership practices perceived by university students who did 
not participate in outdoor education program?     

 The following hypotheses were examined in relation to two aspects of leadership 
practices:

    H1 Students who have participated in the outdoor education program perceive 
themselves to engage more frequently in the leadership practice of ‘enable others 
to act’ than those who did not participate .  
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   H1 Students who have participated in the outdoor education program perceive 
themselves to engage more frequently in the leadership practice of ‘encourage 
the hearts’ than those who did not participate.     

 In order to answer the research questions, descriptive statistics were used for all 
variables to fi nd out the frequency, means, and standard deviation. Independent 
sample  t -test was used in order to determine whether there is any signifi cant differ-
ence in leadership practices of students who have participated in outdoor education 
program and those who did not participate. 

  ‘Enable Others to Act’  is a leadership practice that promotes cooperative work 
among followers based on the leader’s trust in sharing their power (Kouzes and 
Posner  2002 ). It is also about team effort whereby tasks are done in a cooperative 
situation (Cremer  2002 ). Without trust, cooperative relationship will not successful 
which is one important aspect in making any objectives in an outdoor activity a suc-
cess. Therefore the participation in extra activities such as outdoor education pro-
gram could help to foster students’ engagement in cooperative relationship and 
build trust with each other to complete the activities in the program. 

  ‘Encourage the Heart’  is the ability of a leader to encourage and motivate a 
team. This practice is chosen for this research as it is an important element that can 
ensure members in the team on track and keep on moving in whatever situations that 
comes along the way (Kouzes and Posner  2002 ). This ability is also important to 
avoid disagreements among team members especially when everything goes wrong 
and when their effort failed. ‘Encourage the Heart’ leadership practice recognize 
contribution of others and celebrate the accomplishment of the followers, one 
important aspect students need to acquire to be good leaders. 

 The two practices were chosen in this study because outdoor program usually 
requires members to work together, mostly with new even old members, juniors and 
seniors. In fact, more challenging activities demand strong encouragement and 
motivation to complete tasks.  

    41.2 Method 

 This study is a quantitative research design which uses questionnaires to collect 
data. The Student Leadership Practices Inventory by Kouzes and Posner ( 2002 ) was 
used to gather the data on leadership practices ‘Enable Others to Act’ and ‘Encourage 
the Heart’ of the students. They need to indicate the frequency of the behaviors and 
actions based on a Likert Scale ranging from 1- Rarely, 2- Once a while, 3- 
Sometimes, 4- Often and 5- Very Frequently. The target population for this study 
was students from the Faculty of Sport Science and Recreation, University Teknologi 
Mara (UiTM). There were two groups of semester four students participating in this 
study: Minor 1 and Minor 2 students. Minor 1 group consists of students who have 
participated in outdoor education program while the Minor 2 group consists of the 
students who did not participate in outdoor education program. These two groups of 
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students were from UiTM Seremban, Negeri Sembilan campus and UiTM Arau, 
Perlis campus. The total of population and sampling in this study is 106 students 
where the division of the sampling is shown in Table  41.1 .

   Non probability sampling which is a convenience sampling was chosen for this 
study because the selected students are convenient accessibility (survey could be 
done within researcher time frame) and proximity for researcher to collect the data 
with the students.  

    41.3 Results and Discussion 

 Table  41.2  presented the mean scores for ‘Enable others to Act’ leadership practice 
perceived by students who have participated in outdoor education program. Result 
indicated that all fi ve items on ‘Enable others to Act’ leadership practices showed 
high mean score (4.1–5.0). The highest item is “I treat others with dignity and 
respect” (M = 4.33). For items “I support the decisions that other people in our orga-
nization make on their own” scored the lowest mean for ‘Enable others to Act’ 
leadership practices (M = 3.91).

   As indicated in Table  41.3 , the respondents who did not participate in outdoor 
education program perceived low mean score in ‘Enable Others to Act’ leadership 
practice. The students’ responses were typically low in their behaviors and actions 

   Table 41.1    The population and sampling of respondents   

 Campus  Participated  Not participated  Total 

 Seremban  23  19  42 
 Arau  35  29  64 
 Total  58  48  106 

   Table 41.2    ‘Enable Others to Act’ leadership practice perceived by students who have participated 
in outdoor education program   

 N  Min  Max  Mean 
 Std. 
deviation 

 I foster cooperative rather than competitive 
relationship among people I work with 

 58  3  5  4.19  .634 

 I actively listen to diverse points of view  58  3  5  4.14  .605 
 I treat others with dignity and respect  58  3  5  4.33  .659 
 I support the decisions that other people in our 
organization make on their own 

 58  3  5  3.91  .629 

 I give others a great deal of freedom and choice in 
deciding how to do their work 

 58  3  5  4.07  .491 

 I provide opportunities for others to take on leadership 
responsibilities 

 58  3  5  4.14  .661 
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in the items for the leadership practice. The highest item scored in ‘Enable Others 
to Act’ leadership practice is item “I treat others with dignity and respect” (M = 2.88) 
and followed by item “I actively listen to diverse points”, “I give others a great deal 
of freedom and choice in deciding how to do their work” and “I provide opportunities 
for others to take on leadership responsibilities” (M = 2.85) respectively. The lowest 
mean score is for item “I foster cooperative rather than competitive” (M = 2.75).

   The level of leadership practice ‘Enable Others to Act’ showed by university 
students who have participated in outdoor education was high (M = 4.13) as com-
pared to university students who did not participate in outdoor education program, 
with low (M = 2.83) level of leadership practices for ‘Enable Others to Act’. The 
results indicated that outdoor education program has taught the participants to 
become a good and effective leader. Indirectly, participants learnt to act or react as 
a leader in order to accomplish the tasks given in the program. Findings showed that 
‘Enable Others to Act’ scored higher mean level, it indicated that the students who 
have participated in outdoor education program were totally exposed with the coop-
erative situation where students were required to make decisions together and at the 
same time need to make sure teammates act in the right way to support the decision 
originally made for task completion (Higgins and Nicol  2002 ; Barfod  2010 ; Gurholt 
 2010 ). To fulfi ll this, the students need to trust their teammates to complete the 
tasks given. 

 There are several activities in outdoor education program that required the stu-
dents to complete the tasks together as a team such as survival, kayaking, jungle 
trekking, management games, and others. Most of the activities cannot be accom-
plished by one person but requires collaboration among the teammates. However, in 
making sure that all members in a team do the tasks effectively can be a challenge 
if there is no one who can lead. So, a good leader is needed in coordinating and 
assigning tasks to the entire members in the team based on each individual ability 
and capability (Kouzes and Posner  2002 ). 

   Table 41.3    ‘Enable Others to Act’ leadership practices perceived by students who did not 
participate in outdoor education program   

 N  Min  Max  Mean 
 Std. 
deviation 

 I foster cooperative rather than competitive 
relationship among people I work with 

 48  2  3  2.75  .438 

 I actively listen to diverse points of view  48  1  4  2.85  .652 
 I treat others with dignity and respect  48  2  4  2.88  .489 
 I support the decisions that other people in our 
organization make on their own 

 48  1  4  2.81  .641 

 I give others a great deal of freedom and choice in 
deciding how to do their work 

 48  1  4  2.85  .652 

 I provide opportunities for others to take on leadership 
responsibilities 

 48  1  4  2.85  .652 
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 This implies that participation in outdoor education program could engage 
students in a cooperative situation and respect each other while completing their 
tasks in every activity. This showed that the students were engaged in ‘Enable 
Others to Act’ leadership practice. 

 Results in Table  41.4  indicated that most of the respondents who have partici-
pated in outdoor education program were engaged more frequently in fi ve items in 
‘Encourage the Heart’ leadership practice. Most of the respondents believed that “I 
make sure that people in our organization are creatively recognized for their contri-
butions” (M = 4.34), “I give people in our organization support and express appre-
ciation for their contributions” (M = 4.24), “I praise people for a well done job” 
(M = 4.14), “I fi nd ways for us to celebrate accomplishments” (M = 4.12) and “I 
make it a point to publicly recognize people who show commitment to our values” 
(M = 4.00). Respondents are less engaged with item “I encourage others as they 
work on activities and programs in our organization” (M = 3.83).

   Table  41.5  presented mean score for ‘Encourage the Heart’ leadership practice 
perceived by respondents who did not participate in outdoor education program. 

   Table 41.4    ‘Encourage the Heart’ leadership practices perceived by students who have participated 
in outdoor education program   

 N  Min  Max  Mean 
 Std. 
deviation 

 I praise people for a well done job  58  3  5  4.14  .634 
 I encourage others as they work on activities and 
programs in our organization 

 58  3  5  3.83  .566 

 I give people in our organization support and express 
appreciation for their contributions 

 58  3  5  4.24  .630 

 I make it a point to publicly recognize people who 
show commitment to our values 

 58  3  5  4.00  .592 

 I fi nd ways for us to celebrate accomplishments  58  3  5  4.12  .623 
 I make sure that people in our organization are 
creatively recognized for their contributions 

 58  3  5  4.34  .579 

   Table 41.5    ‘Encourage the Heart’ leadership practices perceived by students who did not 
participate in outdoor education program   

 N  Min  Max  Mean 
 Std. 
deviation 

 I praise people for a well done job  48  2  4  2.88  .531 
 I encourage others as they work on activities and 
programs in our organization 

 48  1  4  2.69  .748 

 I give people in our organization support and express 
appreciation for their contributions 

 48  1  4  2.85  .545 

 I make it a point to publicly recognize people who 
show commitment to our values 

 48  1  4  2.71  .582 

 I fi nd ways for us to celebrate accomplishments  48  2  4  2.81  .571 
 I make sure that people in our organization are 
creatively recognized for their contributions 

 48  1  4  2.79  .849 
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Generally, the result indicated that the overall mean score for ‘Encourage the Heart’ 
was low (Less than 3.0). For item “I praise for well done job” (M = 2.88) scored 
slightly higher compared to others fi ve items in ‘Encourage the Heart’ leadership 
practice and for the lowest mean score is item “I encourage others as they work on 
activities and programs in our organization” (M = 2.69). This indicated that the 
 participants will only praise and encourage others in the team only when they feel 
like doing it.

   Result indicated the level of leadership practice ‘Encourage the Heart’ perceived 
by students who have participated in outdoor education program was high (M = 4.11). 
On the other hand, students who did not participate in outdoor education program 
perceived low level of leadership practice for ‘Encourage the Heart’ (M = 2.79). 
Basically, all activities in outdoor education program would bring the excitement, 
satisfaction and challenge to the students. However, these activities may occasion-
ally make students feel tired and frustrated (Johnson  2012 ). Every activity has its 
own goals and targets to be achieved by the students and this expectation can pos-
sibly create stress and pressure within limited time and restricted environment. In 
this situation, the students need encouragement and motivation and a leader plays an 
important role. In many situations, an effective leader is expected to be involved in 
and in touch with group members whenever the group feels down and demoralized. 
A leader enables them to act by providing technical assistance, emotional support 
and vision, thus makes a leader engaged in leadership practices. 

 As a leader, the ability to encourage and motivate the team is important to make 
sure that all team members are always on the right track. It is important to commu-
nicate this vision to members of the group, allowing them to respond and become 
part of the visioning process. Based on the fi ndings of this study, ‘Encourage the 
Heart’ leadership practice scores a high mean. This revealed that participation and 
involvement in outdoor education program help to encourage the students to engage 
in leadership practices thus help them develop their leadership skills. 

 In the fi rst hypothesis for leadership practice ‘Enable others to Act’, researchers 
have predicted students who participated in outdoor education program will engage 
in the leadership practice more frequently than those who did not participate in 
outdoor education program. The results indicated that there was a signifi cant differ-
ence in leadership practice of enable others to act between the students who have 
participated in the outdoor education program and those who did not participate t 
(106) = 17.752, p-value = .000 (Table  41.6 ). That is, the average score of leadership 
practices of enable others to act of university students who have participated in 
the outdoor education program (M = 4.13, SD = .367) was signifi cantly different 
from university students who did not participate in outdoor education program 
(M = 2.83, SD = .383).

   Table 41.6    Independent sample  t  test of enable others to act leadership practice   

 Participated (Mean)  Not participate (Mean)   T  test  p-value 

 Enable others to act  4.13  2.83  17.752  .000 
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   One example in engaging the ‘Enable Others to Act’ leadership practice in 
outdoor education program is in Camp Craft activity. This activity requires students 
to set up a proper campsite. It is important to deliver the task effectively within the 
time given. In this situation, students will learn how to become a good leader in 
enforcing power, divide the tasks and ensure the task accomplishment through 
process of planning, organizing, leading and controlling the situation. Therefore, 
university students who have participated in the outdoor education program were 
reported to engage more frequently in the leadership practice of enable others to act 
than those who did not participate. 

 In the second hypothesis, researchers predicted students who have participated in 
the outdoor education program would be engaged more frequently in the leadership 
practice of ‘Encourage the Heart’. 

 The independent samples  t -test was run to determine the difference in leadership 
practice of ‘Encourage the Heart’ of the university students. The results indicated 
that there was a signifi cant difference in leadership practice of ‘Encourage the 
Heart’ between the students who have participated in the outdoor education pro-
gram and those who did not participate t (106) = 15.870, p-value = .000 (Table  41.7 ). 
That is, the average score of leadership practices of ‘Encourage the Heart’ among 
university students who have participated in the outdoor education program 
(M = 4.11, SD = .400) was signifi cantly different from their friends who did not par-
ticipate in outdoor education program (M = 2.79, SD = .458).

   By encouraging each other in the group they are strengthening the relationship 
among the team members. This is one of the positive outcomes of involvement and 
participation in outdoor education program that they can bring back after complet-
ing the program (Lund  2013 ). Therefore, university students who have participated 
in the outdoor education program were reported to engage more frequently in the 
leadership practice of ‘Encourage the Heart’ than those who did not participate.  

    41.4 Conclusion 

 Findings of this study revealed that students who have participated in outdoor edu-
cation program are more frequently engaged in ‘Enable Others to Act’ and 
‘Encourage the Heart’ leadership practices. This revealed that participation in out-
door education program is able to give an experience to the students to work coop-
eratively among them and trust each other in order to deliver the tasks given. 
Besides, the involvement in outdoor education program also exposed the students 

   Table 41.7    Independent sample  t  test of encourage the heart leadership practice   

 Participated (Mean)  Not participate (Mean)   T  test  p-value 

 Encourage the heart  4.11  2.79  15.870  .000 
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with situations where they need to praise their teammate for the job successfully 
delivered and encourage others in fulfi lling the goals when team members are frus-
trated with a particular task. Leadership effectiveness is measured in terms of how 
successful the leader is in motivating behavior despite resistance. A leader must 
provide the encouragement to motivate members to carry on. Therefore, they will 
celebrate the success together with the satisfaction of what they have done in achiev-
ing the goal (Burnik and Mrak  2010 ). 

 These fi ndings are supported with the theory of student’s involvement and expe-
riential learning. Students develop their personalities and skills during their univer-
sity experiences (Nicoli  2011 ) and the involvement in activities at higher education 
gave an impact toward students learning and development (Astin  1993 ; Pascarella 
and Terenzini  2005 ). University students perceive that they develop the leadership 
skill through the engagement and experiences in activities and programs during 
their time at the universities. Therefore, through the involvement in outdoor educa-
tion program, students have the opportunities to learn, observe and practice the 
leadership skills (Anderson  2012  and Astin  1993 ). 

 Outdoor education program is an experiential learning process where the stu-
dents learn by doing through the exposure outside the classroom and the learning 
process involve between people and the natural resources (McLeod et al. 2008), as 
well as building relationship within the team members. This relationship helps stu-
dents develop their interpersonal and intrapersonal skills where these skills are also 
important in order to develop leadership skills among students (Bailey  2003 ). 

 Some recommendations for the study may include the implementation of out-
door education and leadership development courses offered as a subject or embed-
ded in the curriculum development. Higher education institution for instance can 
also establish cooperation with the Ministry of Youth and Sports which has a spe-
cifi c Recreation Department to provide experts in outdoor training for full time or 
part time basis. Besides that, the experts can act as mentors for knowledge transfor-
mation program for lecturers and staff. 

 Thus, this study is hoped to be the potential reference to provide a better under-
standing especially among the educators and university’s administration regarding 
the signifi cant roles and practices of outdoor education programs towards the devel-
opment of leadership skills and practices among university students.     
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    Chapter 42   
 Teachers’ Perceptions on Ethics When Using 
Social Medias: A Preliminary Study       

       Hema     Rosheny     Mustafa      and     Noor     Hidayah     Ahmad    

    Abstract     The rise of social media has given impact on the society at large and 
educators specifi cally. Educators today are encouraged and driven to include social 
medias in teaching and learning to accommodate and be at par with students who 
are literally more IT-savvy. The images and videos range from students’ worksheet 
to students’ behaviour in class are being shared on social media and some even 
become viral. However, to what extent are teachers aware of ethics in using social 
media in relation to the students’ matter? This preliminary study was conducted 
among secondary school teachers in Malaysia using a survey. This paper discusses 
teachers’ perceptions on codes of conduct/ethical codes and acceptable behaviour in 
relation to the use of social medias. Findings suggest there is a need to develop 
codes of conduct/ethical codes in relation to the use of social medias among teach-
ers in Malaysia and incorporate ethics curriculum in the teacher training program.  

  Keywords     Ethics   •   Teachers   •   Social medias  

42.1         Introduction 

 The constant change of information and communication technology has not only 
affected the individuals but the society as a whole which is made up by those indi-
viduals. This change brings along ethical issues that have to be confronted both in the 
private life of the individuals as well as their professional life. These ethical issues 
call for ethical rules that mould and guide the individuals on how to behave and act 
in certain situations or conditions (Nicoli  2008 ). The behaviour and action of these 
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individuals will later refl ect the group and organization that they are working with. 
Thus, ethics is a vital part of an individual’s life in order for him/her to function in an 
organization and society as a whole. It is even more vital for educators to be aware of 
the ethics when logging into social medias. This paper identifi es (i) teachers’ percep-
tions on codes of conduct/ethical codes and (2) teachers’ perception of acceptable 
behaviour or conduct in relation to the use of social medias. In order to achieve these 
objectives, the following research questions were constructed, (i) Are there codes of 
conduct/ethical codes for teachers in Malaysia?, (ii) How do teachers’ perceive 
acceptable behaviour of teachers on social medias?, and (iii) Who and what is 
involved in developing code of conducts in social medias for teachers in Malaysia? 

42.1.1     Ethics Education Among Teachers 

 The rise of the social media (Facebook, Twitter, Instagram and others) has impacted 
society all over the world. Despite the benefi ts of bringing people from different 
geographical location closer, they also create ethical issues. The information revolu-
tion is not merely technological; it is fundamentally social and ethical (Bynum and 
Rogerson  2004 ). This concerns even more for teachers as they are the agent of social 
change. The way teachers conduct activities online, particularly on social medias 
may have a social impact both on themselves and their profession. The lack of 
emphasis on ethical and moral dimensions in teacher education practise (Willemse 
et al.  2005 ) may be the reason of servicing teachers’ privation of awareness of ethical 
issues particularly cyberethics. This is further supported by a study which indicated 
the less emphasis of ethics in education programs compared to other professional 
fi elds, such as medicine and law programs (Glanzer and Ream  2007 ) and this later 
will create a problem as educators face challenging ethical dilemmas just like any 
other other professions (Warnick and Silverman  2011 ). In view of this, more teacher 
training institutes start to incorporate ethics education in their teacher training pro-
grams. However, the other concern may have been on servicing teachers who had not 
have gone through ethics education (cyberethics) when doing their training.  

42.1.2     Ethics in Using Social Medias 

 With the rapid increase in the use of social medias, teachers nowadays face another 
challenge of ethical dilemmas both in using social medias in the classroom and out 
of the classroom. Although it may seem that teachers’ use of social medias out of the 
classroom is of their own personal responsibility, they are still governed by ethical 
conducts that oversee their profession. A dilemma arises when the regulatory codes 
of conduct meet emerging technologies that redefi ne heretofore well- established 
boundaries between private and public, personal and professional/student, and even 
leisure and school/work (Henderson et al.  2014 , p. 2). This calls for code of conducts 
or ethical codes to be outlined in order to safeguard both teachers and students when 
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they conduct interactions online. A survey conducted among 2379 teachers in 24 
countries (excluding Malaysia) shows that only 51 % said their school has a code of 
conduct for how teachers and students communicate with each other through social 
medias (Norton Online Family Report  2011 ). Perhaps the code of conducts should 
be directive from higher authorities such as Ministry of Education or Teachers 
Council. New Zealand Teachers Council, for example, has laid out guidelines for 
teachers when using social media,

   “Before having one-on-one conversations using social media, consider ethical risks that 
could arise. Act the same way when using social media, as you would in a face to face set-
ting”.  (New Zealand Teachers Council  2015 ) 

   In view of this, it is perhaps paramount that teachers in Malaysia too have a 
guideline when it comes to conducting interactions online.   

42.2     Method 

 To achieve the objectives of the study, a survey was used. The survey questionnaire 
was adapted from Questionnaire on Codes of Conduct for Primary School Teachers 
to 25 countries which do not have codes of conduct (IIEP-UNESCO  2009 ). Some 
of the questions were adapted to suit with the objectives of this study particularly 
the questions on teachers’ perception on behaviours when using social medias. 

42.2.1     Instrumentation 

 The survey comprised 9 questions; 8 questions required participants to tick the 
options given, and 1 open-ended question (Table  42.1 ). The survey was distributed 
in two secondary schools (one in Selangor and one in Johor). Twenty survey ques-
tionnaires were distributed and only 12 were returned. Question 1 and 2 were 
included to examine whether codes of conduct/ethical codes and other documents 
that guide and govern teachers’ conduct exist in Malaysia. Question 3, 4 and 5 were 
designed to investigate teachers’ perception on the acceptability of behaviour or 
conduct of using social medias and their experience. Question 6 and 7 asked for the 
person responsible in designing codes of conduct/ethical codes in relation to the use 
of social medias among teachers and its principal characteristics while Question 8 
investigated teachers’ awareness of Standard Guru Malaysia. Question 9 looked into 
the demographic data of the participants.

42.3         Results and Discussion 

 The results of the survey are shown in Table  42.1 . 
 The demographic information of the respondents can be seen in Question 9. All 

the respondents were female teachers with 75 % ( N = 9 ) of them were in the 30–45 
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     Table 42.1    Results of the survey         

(continued)
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years of age. It could be deduced that most of them have at least 5 years of teaching 
experience if they were to graduate from teacher training program at the age of 25. 
The data also showed that all of them used Facebook and this could explain the 13.3 
million Facebook users in Malaysia (Mahadi  2013 ). Only four of them used other 
types of social medias (Twitter and Instagram). The majority of the respondents 
used social medias more than 3 h a day. 

 The teaching experience that was deduced earlier could explain the response for 
Question 1 as all respondents were aware of the existence of codes of conduct/ethi-
cal codes for teachers in Malaysia. However, Question 2 received mixed responses 
from the respondents as illustrated in Table  42.1  that there were equal number of 
them who answered ‘Yes’ and ‘No’ while the other two respondents left it blank. 
Perhaps those two were not sure and this option is not given in the questionnaire. 
These mixed responses could indicate that these teachers were not in the know 
whether such documents that govern their conducts exist. Perhaps they were not 
exposed to it while they were in teacher training program. The teaching of moral 
and ethics is being neglected in teacher education whereas it should be given greater 
emphasis as teacher training program is the place to inform new teachers of the 
moral and ethical dimensions of the teaching profession (Campbell  2008 ). Since 
education is seen as a ‘changing agent’ to change people in certain ways involving 
personal and hierarchical relationships, therefore, teaching is a profession where 
ethical issues are central and ethics education is vital to support the code of profes-
sional conduct (Carr  2006 ; Snook  2003 ). 

 Question 3 investigated teachers’ perception on the acceptable behavior or con-
duct particularly in using the social medias. All respondents agreed that it was 

Table 42.1 (continued)
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acceptable to digitally record students’ misbehavior in class. However, it was not 
known what was the purpose of digitally recording students’ misbehavior in class. 
Perhaps if there was any issue such as fi ghting among the students, teachers were 
able to use the digital recording as a proof for further investigation. The following 
question showed 10 respondents felt that it was acceptable to share digital record-
ings of students in class in social medias while the majority felt it was unacceptable 
to share other people’s digital recording of students in social medias. It could be 
deduced that teachers viewed sharing of digital recordings of their own students as 
a proper conduct but not of other people’s students. It would be interesting to further 
investigate what kind of things that teachers digitally record of their students that 
they shared on social medias. Despite this, all respondents felt that it was not accept-
able to take photos of students without their permission. This response contradicted 
with the earlier response that it was acceptable to digitally record students’ misbe-
havior. Again the response of sharing photo of students in social medias and other 
peoples’ students received a majority of not acceptable behaviour on the teachers’ 
part. Perhaps respondents were aware of the ethics of sharing things on social 
medias as indicated in the terms of agreement, for example, in Facebook. The 
majority of respondents indicated that it was not at all acceptable to share students’ 
sloppy work both with colleagues and in social media. Perhaps they viewed this 
conduct as a humiliation to the students and students’ confi dentiality was the teach-
ers’ responsibility. Similar view was reported by teachers in Australian schools in 
which confi dentiality issue is one of the ethical dilemmas that includes “talking 
about students’ personal/ family issues in a staff-room” but they believed that 
“school matters should be kept within school walls, particularly in cases of students 
at risk” (Boon  2011 : p.84). 

 Question 4 is an open-ended question that received positive response from the 
respondents. Some of the responses showed that teachers used to have the experi-
ence of digitally recording and taking photos and sharing them in social media. 
They viewed these as acceptable conduct because their intention was to highlight 
students’ achievement in class or school. These responses clearly justifi ed their 
choice of the earlier questions (Question 3).

   “Record/ take photos of students and post them in FB..I think it’s ethical if we were to share 
something that is good such as the students’ achievement and others”.  

    “I posted photos of my students in FB especially during school events. It is ethical because 
I did not post something that is unethical online”.  

    “I used to see people shared other people’s students sloppy work through media. It’s not 
ethical because if the students themselves get to know, It’s an insult to them… it will most 
probably demotivate them to do any work given by the teacher in the future”.  

 The last quotation from the respondent showed that there was repercussion if 
teachers were not aware of the good conduct that they were supposed to practice 
while logging onto social medias. The short-term or long-term repercussion could 
affect both the affected students and teachers, and perhaps the school in general. 
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 There were equal responses to Question 5 as four who believed that there should 
be codes of conduct/ethical codes viewed that all parties in Question 6 were respon-
sible in developing them to govern teachers’ behaviour or conduct when using the 
social medias. However, non-govermental organisations were seen as irrelevant in 
the parties involved to develop the codes of conduct/ethical codes particularly mat-
ters related to the use of social media among teachers. Four respondents who chose 
 No  in Question 5 believed that teachers had the capacity to think of the repercussion 
and effects to not behave inappropriately on social medias.

   “This issue is beyond one’s control. Teachers are educated people and they know their 
limits”.  

 However, teachers need to be aware that ethical issues existed in all academic 
disciplines (Lovat and Toomey  2007 ) and the knowledge and skills that teachers 
possess should be underpinned by ethical dispositions and moral manner which 
guide what is good, right, virtuous, and caring (Osguthorpe  2013 ). The other four 
who opted for  Most probably  perceived that although teacher were able to conduct 
appropriately on social media, there was still a need to have codes of conduct/ethi-
cal codes to ensure that teachers do not go beyond limits.

  “ I think most teachers are fully aware of the extent of things that they want to share in social 
media. However, by having a code of conduct, it might help the teachers on the do’s and 
dont’s”.  

   The majority agreed that if such codes were to be developed, they should be a 
legal document that highlighted rules of conduct and written in both positive and 
negative manner. They should also indicate teachers’ duties and rights when con-
ducting activities in social medias. Therefore, these codes of conduct/ethical codes 
are documents that teachers could depend on before engaging in social medias espe-
cially involving matters related to the students. 

 Question 8 investigated teachers’ awareness of  Standard Guru Malaysia (SGM)  
which was a document that highlighted teachers’ conduct and behaviour in the 
teaching profession. Result showed that four of the respondents were aware of the 
existence while the majority had heard about it but not sure of the content. Further 
search was conducted by the researcher on the offi cial website of Ministry of 
Education of Malaysia showed no result when the keyword SGM was keyed in the 
 Search  column. However, SGM was mentioned in the Report Card on The 
Implementation of Education Development Master Plan 2006–2010;

   “Standard Guru Malaysia (SGM) is used as a reference of quality standard for teachers in 
the whole country. It acts as an initial warning system so that teachers are aware of the 
needs to implement…….. It has two specifi c components which is standard component (eth-
ics and practice of teaching profession,……and needs component…. SGM will be piloted to 
novice teachers at schools in Klang Valley in August 2007”.  (Ministry of Education 
Malaysia  2007 ) 

 Thus, this raised a question of whether SGM had yet be piloted to other states in 
Malaysia as this shaped the ethical conduct of teachers in Malaysia. Perhaps SGM 
could be developed to contain three sets of codes; (i) codes of ethics, (ii) codes of 
conduct, and (iii) codes of practice (Gotterbarn  2000 ) for every teachers to function 
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socially and ethically appropriate in social media. Codes of ethics acts as mission 
statements that provide visions and objectives for the profession, while codes of 
conduct address the professionals’ attitudes and behaviours and codes of practice 
describes the operational activities within a profession.  

42.4     Limitations 

 There are several limitations that should be acknowledged in this preliminary study 
sample and survey questions. One major limitation is the limited number of survey 
questionnaire being distributed, completed and returned. The data described only 
the 12 respondents in which all were female teachers. Thus, the fi ndings shed light 
on these respondents’ perceptions of ethics in using social medias but cannot be 
generalized to all teachers in the country as the number did not represent the whole 
population of teachers in Malaysia. The second limitation is the limited number of 
questions in the survey questionnaire. The nine questions did not offer an in-depth 
exploration on teachers’ perceptions, particularly on the acceptable behaviour when 
using social medias as there are a lot more actives conducted online. Future research 
could add more questions in the survey questionnaire and conduct the study in a 
larger scale by distributing questionnaires to all states in the country.  

42.5     Conclusion 

 This preliminary study highlights teachers’ perceptions on codes of conduct/ethical 
codes and acceptable behaviour in relation to the use of social medias. Although 
teachers were aware of the codes of conduct for teachers, there is a need to highlight 
its importance whenever the school had the chance to. As more teachers logged into 
social medias, there should be codes of conduct/ethical codes to guide teachers to 
conduct appropriate behaviours online especially matters related to their students 
such as sharing students’ work. As education is seen as an ‘agent’ of change, ethics 
should underpin the teaching values, professional standards and refl ective practise 
of the teachers (Sadler et al.  2006 ). Perhaps codes of conduct/ethical codes should 
be incorporated in the teacher training curriculum so that when these teachers went 
into the service, they were well-equipped with the appropriate conduct or behaviour 
that should be practised especially when logging into the social medias. In addition, 
this would also benefi t the students as they viewed teachers who showed genuine 
care in their pedagogy was a refl ection of the teachers’ ethics and moral positions 
(Arthur  2010 ).     
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    Chapter 43   
 Using Class Blogs in Improving Lower 
Secondary School Students’ Motivation 
in Understanding Literature in Muar       

       Saiful     Izwan     Zainal      and     Norazrin     Zamri    

    Abstract     In this era of modernisation, there is apparently a heightened role of 
technology in improving the quality of educational management. Among the many 
changes that have immensely affected the fi eld of educational management are 
associated with Internet technology. One of the elements of the Internet that can be 
applied in this fi eld is the use of blogs. This study, therefore, aims to identify the 
factors in the use of class blogs that can help educational leaders to improve stu-
dents’ motivation in understanding English literature at the lower secondary level in 
schools in Muar. This study employs Instructional Leadership Theory as its theo-
retical framework. The study was carried out in Muar, Johor, involving ten Heads of 
English Department and one hundred lower secondary students, selected from ten 
schools in the district. Two research instruments employed were questionnaires and 
semi-structured interviews. The study showed that the majority of the respondents 
(educational leaders and students) agreed that class blogs are able to assist educa-
tional leaders to motivate lower secondary students in understanding English literature. 
The fi ndings of this study can be used as a reference for other educational leaders to 
apply the use of blogs in their management.  

  Keywords     Blogs   •   Educational management   •   English literature   •   Instructional 
leadership   •   Motivation  
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43.1         Introduction 

 ICT is undeniably important to help school administrators in making decisions, 
adapting to change and to further enhance communication within the organization 
(Kulanz  2010 ). 

 The quotation above is an exemplifi cation of the heightened role of technology 
in improving the quality of educational management in this era. The question is, 
“what is the cause of this phenomenon?”, that it plays a very big infl uence in the 
development of information dissemination at present. The use of blogs has been 
expanding in line with the mass use of the Internet. Blogs originate from one of the 
branches of the social networking system also known as the Web 2.0, which is more 
generically known as social media (Caverly et al.  2008 , p. 34). As blogs have been 
used in other aspects of education, educational managers should take advantage of 
the use of blogs, particularly to increase students’ motivation in teaching, learning 
and management. 

 Trying to motivate students to learn English Literature is not an easy task. The 
diffi culty for teachers to gain students’ attention and motivate them directly would 
make it even more diffi cult to ensure students’ understanding in the classroom. A 
survey conducted by Sarjit and Rosy ( 1999 ) suggests that even fi rst year university 
students majoring in English language and literature found reading literary texts a 
major problem. Thus, this study is considered relevant and necessary to be imple-
mented to identify the true potential of blogs in providing an alternative to increase 
students’ motivation. 

 One of the general functions of blogs is to allow ideas to be shared with selected 
audience or the public (Blogger  2009 ). This might provide students with the opportu-
nity to spread their opinions or information on literary texts to the readers that they 
wish. Research shows that most students will give more attention to their work if they 
realize that they have the audience (Brooks-Young  2005 ). This signifi es that blogs 
might be able to help in improving students’ motivation and interest, enhancing the 
quality of their learning primarily for disseminating information, providing instant 
feedback and testing test students’ abilities. However, not many studies discusss the 
potential of blogs in raising the quality of students’ learning (Ellison and Wu  2008 ) and 
only a few analyses have been done on the use of blogs as a teaching aid in the class-
room (Borja  2005 ). Many previous studies also only featured the functions of blogs to 
help teachers and students, but in this study, the use of blogs to motivate students in 
learning literature will be studied from the perspective of educational leaders. 

 Considering that one of the important roles of educational leaders is related to lead-
ing for learning, this study, therefore, will employ the Instructional Leadership theory 
as the theoretical framework. Instructional leadership encompasses “those actions that 
a principal takes, or delegates to others, to promote growth in student learning” 
(Debevoise  1984 , p. 14). The term instructional leader clearly describes the primary 
role of the leader in the quest for excellence in education. To achieve this quest, it will 
take more than a strong principal with substantial ideas. According to Richardson et al. 
( 1989 ), he or she who leads towards educational achievement must be a person who 
makes instructional quality the top priority of the school and materialise that vision. 
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Although Instructional Leadership is typically associated with school principals’ 
leadership, this study will focus on the leadership of Heads of English Panels in schools. 
This is because the Panel of Heads of English is the head of the teachers who has direct 
roles in the school administration. Besides, this kind of distributed leadership may be 
very useful to facilitate the administration of schools (Southworth 2002 as cited in 
MacBeath et al.  2005 ). Instructional Leadership theory is also a suitable theoretical 
framework in this study because most of the criteria of Instructional Leadership are in 
line with the normal uses of blogs as mentioned earlier. 

43.1.1     Statement of the Problem 

 Educational leaders often face problems to motivate students to learn, especially in 
learning literature. It cannot be stressed enough that motivational factor is one of the 
most important aspects to meet the learning objectives of ESL courses (Brown 
 1994 ). One of the best ways to enhance students’ motivation in English Literature 
learning is to improve methods in which it is learnt. Typical English literature learn-
ing is not only considered boring to some, but is also considered quite intimidating 
(Hunt and Barnes  2006 ). This will inevitably lead to less motivated students since 
normal English literature lessons are considered not interesting. The issue of lack of 
interest to study English literature is very worrying because it could be the reason 
why the grades for the English subject in schools are lower, since English literature 
contributes a huge part to the total marks for the English subject. That is why this 
study is perceived to be relevant as it may help educational leaders to come up with 
alternatives to motivate students to study English literature. 

 Another issue that will be addressed is the communication between educational 
leaders with the teachers and students. Communication amongst the educational 
leaders, teachers and students is oftentimes too limited. This makes it quite diffi cult 
for educational leaders to trace students’ learning problems, or to provide feedback 
to students. The current means of communicating with teachers and students is very 
much limited to the classroom time and space (Kuzu  2007 ). Class blogs, which can 
be used anywhere at any time, have the potential to be a tool which could raise the 
quality of assessment and provision of feedback to students, which will directly 
increase their motivation to study English Literature more. This will ultimately lead 
to a more effective management of ESL education as a whole.  

43.1.2     Research Questions 

 The following three specifi c research questions have been formulated to guide this 
research:

    1.    What are the factors in the use of blogs that can help management improve stu-
dents’ motivation to learn English literature at the lower secondary level in schools?   
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   2.    What are the challenges that entail from the use of blogs in educational 
management?   

   3.    What is the relationship between the uses of blogs with the increase of Malaysian 
lower secondary students’ motivation to learn English literature?     

 These questions serve as the basis for the research methods and the analysis of 
fi ndings in this study.   

43.2     Research Methodology 

 The setting of the study, research instruments used, sampling methods, data collec-
tion methods and data analysis procedures are discussed in the following 
sub-sections. 

43.2.1     Research Setting, Research Instruments and Sampling 
Method 

 The research was undertaken in Muar, Johor. Five rural secondary schools and 
fi ve urban secondary schools in Muar were randomly selected for this study. Ten 
secondary schools in Muar were selected for the study. The selection of the 
school was based on the willingness of the English Head of Department at those 
schools selected to take part in the study. Two research instruments were 
employed in achieving this study’s research objectives: questionnaires; and semi-
structured interviews. The researchers applied the triangulation procedure for 
this study. Cohen and Manion ( 1980 ) defi ne triangulation as: the use of two or 
more methods of data collection in an investigation of the study. The main instru-
ment used in this study was questionnaires, to yield quantitative data whilst the 
semi-structured interview was used to yield qualitative data in order to answer 
the research questions. 

 The participants of this study consisted of lower secondary Heads of English 
Panel and lower secondary students from ten schools around Muar, Johor. Firstly, 
the participants for the questionnaire-completion method were 100 lower secondary 
students from ten (10) secondary schools around Muar. Ten (10) students were 
selected from each school. Only ten (10) students were selected from each school 
because the results obtained were deemed suffi cient for the objectives of the study. 

 There were a number of criteria set for the purpose of sample selection. This 
study employs purposive sampling as the participants are those who had been iden-
tifi ed to have at least basic understanding of the use of blogs and ICT, more experi-
ence with blog use and varied learning experiences and profi ciencies. Only students 
from public secondary schools were selected for this research. This is because com-
pared to private schools, public schools have a more standardized curriculum. 
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 Only genuinely willing participants were selected for the study to get honest and 
accurate answers. Their permission and willingness to participate in the study were 
ensured before they were selected to be the respondents of the study. To maintain 
their anonymity, all the participants for questionnaires would not be referred to by 
their real names, but only referred to by the schools they belonged to. Finally, only 
students who were studying at the lower secondary level were chosen. This is 
because the materials that are covered for this study are focusing specifi cally on the 
English Literature syllabus for lower secondary level. 

 Another group of participants were ten (10) Heads of English Panel for lower 
secondary level from ten schools around Muar, Johor. Although Instructional 
Leadership is often associated with leadership of school principals, but in schools, 
heads of English panels are also considered as the leaders of the teachers. That is the 
reason why the Heads of English panels were chosen as the major respondents for 
this study. Some of the criteria set for the above sample selection are: the selected 
leaders have been using the blog for a set period of time in their management; most 
of them were willing to set their own blogs; the leaders possessed good understand-
ing of the use of ICT in management; and most of the Heads of English Department 
selected were quite young and very familiar with the use of ICT. 

 Semi-structured interviews with selected lower secondary Heads of English 
Panel were also conducted. The interviews were conducted to obtain more compre-
hensive data on the issue. The interviews were semi-structured, i.e. they were guided 
by a predetermined set of interview schedules, but sub-questions were asked, where 
appropriate. The interview was piloted with a participant, but no changes were 
made since the participant said that the questions were appropriate and clear.  

43.2.2     Data Collection Methods 

 The data collection procedures involved face-to-face and online sessions with the 
participants. The questionnaires were all distributed personally to the participants. 
They completed the questionnaires within 15 min and the questionnaires were col-
lected right away by the researcher. Participants’ queries were attended to and clari-
fi ed, as needed, during the process. The interviews were done semi-formally, right 
after the educational leaders answered the questionnaires.  

43.2.3     Data Analysis Procedures 

 The data were rendered into a form that would allow for both quantitative and quali-
tative analysis procedures. The data obtained were analysed according to the ques-
tionnaire items, and the themes that emerged, both quantitatively and qualitatively. 
The data obtained from the fi rst two parts of Questionnaire A and all the parts in 
Questionnaire B were analysed quantitatively using the Statistical Package for the 

43 Using Class Blogs in Improving Lower Secondary School Students’ Motivation…



552

Social Sciences (SPSS) software (version 11.5). Qualitative conclusions would then 
be drawn from the quantitative analysis. The third part of Questionnaire A were 
analysed both quantitatively and qualitatively. The data obtained here were analysed 
mostly in a qualitative manner. The data were categorized according to a number of 
themes related to the Instructional Leadership theory.  

43.2.4     Theoretical Framework 

 This study employs Instructional Leadership Theory as its theoretical framework. 
The investigation will focus on the factors in the use of blogs that can help educa-
tional leaders improve students’ motivation to learn English literature at the lower 
secondary level in schools. Instructional Leadership approach also highlights affec-
tive factors, such as monitoring, framing and developing school goals, supervising 
and evaluating instruction, and communicating the school goals to teachers, stu-
dents, and parents (Hallinger and Murphy  1985 ). These aspects form the basis and 
themes for analyzing the participants’ responses.   

43.3     Results and Discussion 

 The fi ndings of the study were analysed through the following sub-sections, which 
represent the aspects specifi ed in the research questions earlier: 

43.3.1     The Factors in the Use of Blogs That Might Help 
Educational Leaders to Improve Students’ Motivation 
to Learn English Literature at the Lower Secondary 
Level in Schools 

 Sixty percent of the respondents agreed that blogs can help to set a platform to pro-
mote a community of learners, as what was claimed by Nguyen ( 2006 ). This is also 
consistent with the claim made by Cayzer ( 2004 ) and Rosenbloom (2004, as cited 
in Engebritson  2011 ), that blogging has also been claimed to be an infl uential tool 
in establishing as well as maintaining online groups or communities. However, 
20 % of the respondents disagreed, while another 20 % were not sure that blogs can 
become a platform to promote a community of learning. This might be due to the 
lack of students’ support towards the programme in their respective schools. 

 All of the respondents also agreed that blogs can “act as a tool of communica-
tion”. This clearly shows that all of the respondents felt that blog is a very useful 
tool for communication. This is consistent with the claim by Ward ( 2006 ), that 
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blogs are an effective mode of communication. This point is also supported by 
Richardson (2006, as cited in McPherson et al.  2007 ), who claims that one of the 
benefi ts of a blog is that it promotes discussion and communication among users. 
This demonstrates how blogs can handle large scale discussions among users, thus 
assisting educational leaders in their management. 

 Besides that, 70 % of the respondents agreed that blogs can help in “communi-
cating the school goals to teachers and students”. None of the respondents disagreed 
with this function of blogs. This shows that blogs were used actively by most of the 
respondents to make sure their school communities were well aware of the goals 
and objectives of their organization. As stated by Hallinger and Murphy ( 1985 ), 
such use of the blogs is defi nitely one of the criteria of an instructional leader. 

 The fi ndings also show that 90 % of the respondents agreed that blogs are useful 
to “inform students of class requirements, post handouts, notices, and homework 
assignment”. This function might probably help leaders to ensure that students get 
the latest information, which may directly attract their interest to learn. The 90 % of 
the respondents also agreed, while only 10 % were not sure that blogs can “act as a 
question and answer board.” This is consistent with the claim by Nguyen ( 2006 ), 
that blogs can be used to inform students about all things related to their lessons. 
The fi ndings show that 90 % of the respondents agreed that blogs can be used to 
“save time to spread information, and thus, makes the students more motivated as 
they do not need to wait for information”. 

 Other than that, the fi ndings show that 100 % of the respondents agreed that 
blogs can be used to “mentor and provide feedback for the students and teachers”. 
This is consistent with the claim by Nguyen ( 2006 ), that blogs make it possible for 
educational leaders to make online mentoring and ongoing learning possible. These 
functions can allow leaders to observe students’ interactions in ensuring that effec-
tive learning is taking place. From the fi ndings, it is proven that giving feedback to 
students is another possible utilization of blogs among educational leaders. As reit-
erated by Brown ( 1994 ), by getting feedback from the educational leaders, the stu-
dents will have more motivation to learn English Literature. Besides that, the 
fi ndings show that all of the respondents agreed that blogs can be used to “observe 
students’ communication and interactions, as well as their performance”. This 
shows that other than monitoring teachers, blogs can also be used to monitor and 
observe students. 

 Furthermore, the fi ndings show that 70 % of the respondents agreed that blogs 
can be used to “keep students’ work as digital portfolios”. This is parallel to Lin and 
Yuan’s (2006) reiteration that blogs provide a more ready record of learning, think-
ing, and working (Beeson  2005 ). As mentioned earlier, this might be due to the 
public nature and comment feature of blogs. The public nature of blogs may force 
many students to make an effort to be more careful with their writing as they have a 
lot of readers (Borja  2005 ). Peer pressure might also potentially motivate many 
students to take extra care in editing their articles prior to posting. 

 Besides that, the fi ndings show that 80 % of the respondents agreed that blogs 
can be used to “monitor teachers’ teaching process”. This is consistent with the role 
of an instructional leader and teachers to monitor systematically and continuously 
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(Hallinger and Murphy  1985 ). This ensures that the quality of teaching and learning 
is always at an optimum level. The consistency of quality of the learning process 
might potentially be a factor that can increase students’ motivation to learn English 
Literature. Only 10 % of the respondents were not sure about this function, probably 
because they found it easier to monitor teachers manually. 

 In addition, the fi ndings also show that 90 % of the respondents agreed that blogs 
can be used to “help them to motivate shy and passive students”. This fi nding is in 
line with what is stated on Blogger ( 2009 ), that blogs provide opportunities for 
people to voice out their views and connect with people of different backgrounds 
(Richardson  2003 ). 

 To sum it up, the majority of the respondents show positive results and agreed 
with all the items tested: blogs’ potential to become a platform to promote a com-
munity of learners; act as a tool of communication; communicate the school goals 
to teachers and students; inform students of class requirements, post handouts, 
notices, and homework assignment; act as a question and answer board; help educa-
tional leaders to mentor and provide feedback for the students and teachers; help 
educational leaders to observe students’ communication and interactions, as well as 
their performance; keep students’ work as digital portfolios; help educational lead-
ers to monitor teachers’ teaching process; using blogs to motivate shy and passive 
students; connect with other educational leaders to learn more about motivating 
students; and the easiness of blogs to be created. These results strongly show that 
blogs can really help educational leaders to improve students’ motivation to learn 
English literature at the lower secondary level in schools. 

43.3.1.1     Instructional Leaders’ Refl ections on the Factors in the Use 
of Blogs That Might Help Educational Leaders to Improve 
Students’ Motivation to Learn English Literature at the Lower 
Secondary Level in Schools 

 The fi ndings for this particular aspect are extracted from the interviews conducted. 
The fi rst question (Q1) was “Do you think blogging has supported your practice as 
an educational leader? How?” From this fi nding, the 90 % of the respondents agreed 
that blogging has supported their practice as educational leaders. Only one respon-
dent had mixed opinions and answered both, “Yes” and “No” for the fi rst question 
(Q1). After analyzing the reasons stated, all of the reasons can be divided into two 
major categories: (1) for monitoring purposes; (2) for communication (Fig.  43.1 ).

   As for the fi rst category, which is “for monitoring”, the respondents claimed that 
blog has supported their practice to “check on the students and teachers”, “keep track 
of both students’ and teachers’ activities”, “manage both teachers and students bet-
ter”, “manage students’ learning and teachers’ role in learning in the whole school”, 
“make sure that teachers are doing their work” and “monitor teaching and learning 
process”. This function of blog for monitoring teachers and students is again in line 
with the claim by Nguyen ( 2006 ), that blogs have the ability to make online mentor-
ing and monitoring possible. This is also consistent with the role of an instructional 
leader to systematically and continuously monitor teaching and learning. 
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 As for the second category, which is “for communication”, the respondents 
claimed that blogs have supported their practice to “communicate with everyone”, 
“easy to give feedback” and “to be more informed of English teachers’ and students’ 
and learning experience”. This is in line with the claim by Ward ( 2006 ), that blogs 
promote an effective way of communication for all kinds of communities. This 
point is also supported by Richardson (2006, as cited in McPherson et al.  2007 ), 
who claims that one of the benefi ts of a blog is that it promotes discussion and inter-
action among users. This fi nding is also parallel with the fact that blogs allow com-
munication to be conducted with greater ease and interest, as postulated by Elola 
and Oskoz ( 2008 ). 

 The second question (Q2) was “Do you think the blog managed to increase stu-
dents’ motivation to learn English Literature? Give reason/s.” From this fi nding, the 
majority (90 %) of the respondents agreed that blogging managed to increase stu-
dents’ motivation to learn English Literature. Only one respondent disagreed and 
answered “No” for the second question (Q2). After analyzing the reasons stated, all 
of the reasons can be divided into three major themes: (1) blog is more interesting; 
(2) make students more active and; (3) blog is more convenient (Fig.  43.2 ).

   For the fi rst theme, which is “blog is more interesting”, the respondents claimed 
that blog managed to motivate students to learn English Literature as “they are sick 
of books”, “students love ICT”, “students like blogs” and “students love anything 
related to ICT”. This directly proves that blogs are very effective in attracting, as 
well as motivating students to learn. Since most students nowadays are very familiar 
with the use of ICT, they prove to be more inclined to use it, especially for the learn-
ing process. Therefore, it is now obvious that blogs can help educational leaders to 
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motivate the students, especially for studying English Literature. The respondents’ 
answers are consistent with Alexander’s (2006, as cited in Valenca  2006 ), reitera-
tion on blogs’ ability in developing public discussion and Regan’s ( 2008 ) explana-
tion on blogs’ interactive features. 

 Referring to the second theme, which is “make students more active”, the respon-
dents claimed that “students are more willing to talk about English Literature learn-
ing in class”, “many shy students contribute a lot of ideas and comments online”, 
“the use of blogs that they are familiar with increase students’ participation”, “the 
students participated more actively in English Literature lessons compared to typi-
cal lessons in classroom”, many left comments and ask a lot of questions on the 
blog” and “excited if teachers post a lot of new stuff online daily”. From these fi nd-
ings, based on the respondents’ observations, blogs could really help to make stu-
dents more active in learning English Literature. This will in turn improve the 
quality of education and motivate students, especially students who are passive and 
shy. This is in line with the claim by Beeson ( 2005 ) and Freinet (1969, as cited in 
Warschauer and Meskill  2000 ) that blogs might probably be useful as blogs allow 
active contribution of ideas on a platform that is highly accessible by all. 

 With regard to the third theme, which is “blog is convenient”, the respondents 
claimed that “through blogging, teachers can upload pictures, videos and other 
interesting materials online” and “students can learn anywhere anytime”. This is in 
line with the claim by De Almeida Soares ( 2008 ), that most blog platforms offer the 
possibility of uploading PowerPoint presentations, photos, slide shows, audio and 
video resources, which make blogs even more attractive. 

 The third and the last interview question (Q3) was “Does the use of class blog 
make it easier/harder for you to manage students’ learning of English Literature? 
Please provide reason/s”. Seventy percent of the respondents answered “easier” 
while three (30 %) respondents answered “harder”. Some of the reasons given were 
“I can check students’ learning on a daily basis” and “not just limited to class time 
and working hour”. However, 30 % of the respondents who claimed that blogs made 
it harder for them to manage students’ learning of English Literature stated a few 
reasons such as “diffi cult when there is technical problem”, “many students were 
only active blogging when it was fi rst introduced”, and “the internet at school is 
unreliable”. These problems probably aroused due to ICT facilities in schools 
involved are not properly maintained, and thus complicate the management process 
using ICT. In terms of students’ lack of motivation to continue using blog, this 
might be due to the lack of maintenance or maybe the blogs were rarely updated. 

 Other than that, some respondents claimed that blogs provide “a ready record of 
students’ participation and performance online, that can’t be lost”, and “all of the 
students’ activities can be checked on one page”. This fi nding shows that the ability 
of blogs to store data and display the data in orderly manner can really facilitate 
educational leaders in their management. 

 Besides that, the respondents found that blog did not cause them much trouble as 
“the Internet is readily available” and “most of the students in the school have easy 
access to the internet”. With ICT facilities that are easily accessible, educational 
leaders and students can communicate on a continuous basis. 
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 In brief, the majority of the respondents (educational leaders) agreed that blog-
ging had supported their practice as educational leaders. Other than that, the major-
ity of the respondents (educational leaders) also agreed that blog managed to 
increase students’ motivation to learn English Literature and make it easier for them 
to manage students’ learning of English Literature.   

43.3.2     The Challenges That Entail from the Use of Blogs 
in Educational Management 

 The fi ndings show that 80 % of the respondents agreed that one of challenges that 
educational leaders, teachers and students have to face when using blog is “lack of 
access to appropriate ICT equipment”. The fi ndings also show that 80 % of the 
respondents agreed that one of challenges that educational leaders, teachers and 
students have to face when using blog is “unreliable equipment”. This is in line with 
the BECTA Report ( 2003 ) which identifi ed lack of access to appropriate ICT equip-
ment is one of the diffi culties of using ICT in schools. This situation may occur in 
low socioeconomic areas or in schools that have small funds. In some schools, ICT 
equipment that was supplied by the ministry was not treated with care until most of 
it is damaged and unusable. 

 The fi ndings also indicate that 90 % of the respondents agreed that one of chal-
lenges that educational leaders, teachers and students have to face when using blog 
is “Lack of models of good practice in ICT”. Probably, most of these educational 
leaders did not know to whom they should refer when problems with regard to ICT 
occur. The fi ndings also show that 80 % of the respondents agreed that one of chal-
lenges that educational leaders, teachers and students have to face when using blog 
is “lack of technical, administrative and institutional support”. This is consistent 
with the BECTA Report ( 2003 ) which identifi ed that one of the diffi culties of using 
ICT in school is due to the lack of models of good practice in ICT and lack of tech-
nical support. Without adequate technical assistance, it is diffi cult for educational 
leaders to carry out their tasks and duties in their busy schedule. 

 The fi ndings also show that 70 % of the respondents agreed with the claim by the 
BECTA Report ( 2003 ) that one of challenges that educational leaders, teachers and 
students have to face when using blog is “fear of embarrassment in front of pupils 
and colleagues, loss of status and an effective degrading of professional skills”. This 
signifi es that some educational leaders, teachers and students have problems with 
their confi dence in handling ICT technology. Perhaps, to avoid their colleagues, 
friends or students from knowing their weaknesses in dealing with ICT technology, 
they tend to avoid using these technologies in their management, teaching or learn-
ing. Eventually, these educational leaders, teachers, and students will have a nega-
tive perception towards the use of ICT as a whole. This is proven relevant as the 
BECTA Report ( 2003 ) claims that one of challenges that educational leaders, teach-
ers and students have to face when using blog is “negative attitudes towards ICTs in 
education”. Based on the data, this group may consist of educational leaders and 
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teachers who are older. The age factor may cause them to feel reluctant to use blogs 
for a change. This fi nding refl ects that there is truth in the claim stated in the BECTA 
Report ( 2003 ), i.e. one of challenges that educational leaders, teachers and students 
have to face when using blog is the “fear of change”. 

 All educational leaders from this study also thought that one of the challenges 
that hinders educational leaders, teachers and students from using blog is the 
lack of ICT training. The fi ndings show that 100 % of the respondents agreed 
with the claim by the BECTA Report ( 2003 ) that one of challenges when using 
blogs in education is “lack of time for training, exploration and preparation”. The 
fi ndings also show that 100 % of the respondents agreed with the claim by Higgs 
(1997, as cited in Kipsoi et al.  2012 ) that one challenge that educational leaders, 
teachers and students have to face when using blogs is “lack of time — for both 
formal training and self-directed exploration and for preparing ICT resources for 
lessons”. Due to time constraints, many educational leaders, teachers and stu-
dents do not have enough knowledge to optimize the use of ICT. This factor can 
also be seen from the claim by Tee (1993, as cited in Kipsoi et al.  2012 ) which 
specifi es that one of challenges that educational leaders, teachers and students 
face when using blogs is “lack of the knowledge necessary to enable them to 
resolve technical problems when they occur”. This will eventually affect their 
self confi dence in using ICT. 

 It can be seen from the fi ndings that 60 % of the respondents agreed with the 
claim by Venkatesh and David (2000, as cited in Kipsoi et al.  2012 ) that one of chal-
lenges that educational leaders, teachers and students have to face when using blog 
are the “lack of personal change management skills”, and 60 % of the repondents 
showed the same result for the claim by Cambell and Sellbom (2002, as cited in 
Kipsoi et al.  2012 ) that one of challenges that educational leaders, teachers and 
students have to face when using blog is the “lack of motivation to change long- 
standing pedagogical practices”. Some educational leaders, teachers and students 
have problems to make changes. Perhaps some of them are more comfortable doing 
things their way, or probably they think that it is too diffi cult to change. The fi ndings 
show that 70 % of the respondents agreed with the claim by Yang (2003, as cited in 
Kipsoi et al.  2012 ) that one of challenges that educational leaders, teachers and 
students have to face when using blog is the “perception of ICTs as complicated and 
diffi cult to use”. Educational leaders, teachers and students who do not get enough 
guidance will most probably give up. 

 An independent-samples  t -test was conducted to identify the differences or simi-
larities of results between the secondary schools in the urban areas and the second-
ary schools in the rural areas. This is to study whether the diffi culties experienced in 
the process of using the blog to learn English Literature in the urban areas are the 
same with the ones in the rural areas. The fi ndings show that the results for the two 
conditions (urban and rural), i.e. the challenges that entail from the use of blogs, are 
almost relatively the same. 

 From the results, only two items statistically show slightly signifi cant differ-
ence between the two conditions (urban and rural). The fi rst item that showed 
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signifi cant difference is item 14 – lack of access to appropriate ICT equipment. 
From this fi nding, it can be concluded that this particular challenge that entail 
from using blog happens more in the rural areas. This is likely due to the fact that 
the schools in the urban areas experience shortages of ICT facilities lesser than 
the schools in rural areas. Many educational leaders, teachers and students in 
urban areas are also more able to have their own ICT equipment than those in 
rural areas. This difference may be attributed directly to the socio-economic dif-
ferences between urban and rural areas. 

 The second item that showed signifi cant difference is item 24 – fear of embar-
rassment in front of pupils and colleagues, loss of status and an effective degrading 
of professional skills. From this fi nding, it can also be concluded that this particular 
challenge that entails from using blogs happened more in the rural areas. This 
occurs probably because the level of confi dence in handling ICT tools for users in 
urban areas is higher. Overall, the results obtained from the  T -test that was con-
ducted to see the differences/similarities between the challenges in the schools in 
the urban areas and the schools in the rural areas show that the results for the two 
both urban and rural areas are relatively the same. 

 In short, the majority of the respondents showed positive results and agreed 
with all the items tested: lack of access to appropriate ICT equipment; lack of 
time for training, exploration and preparation; lack of models of good practice in 
ICT; negative attitudes towards ICTs in education; fear of change and a lack of 
personal change management skills; unreliable equipment; Lack of technical, 
administrative and institutional support; lack of time — for both formal training 
and self-directed exploration and for preparing ICT resources for lessons; lack of 
self-confi dence in using ICT; negative experiences with ICT in the past; fear of 
embarrassment in front of pupils and colleagues, loss of status and an effective 
degrading of professional skills; lack of the knowledge necessary to enable me to 
resolve technical problems when they occur; lack of personal change manage-
ment skills; lack of motivation to change long-standing pedagogical practices; 
and the perception of ICTs as complicated and diffi cult to use. Although the 
majority of the educational-leader respondents agreed that these problems might 
occur when using blogs in their management, the previous section shows that the 
majority of them still thought that blogs could really help them to motivate stu-
dents to learn English Literature.  

43.3.3     The Relationship Between the Uses of Blogs 
with the Increase of Malaysian Lower Secondary 
Students’ Motivation to Learn English Literature 

 The fi ndings show that 83 % of the respondents agreed that they were “more moti-
vated to learn English Literature after studying using blog”. This fi nding alone 
shows that blogs can actually help in motivating lower secondary students to learn 
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English Literature. Other than that, 55 % of the respondents agreed that they “will 
continue to use the blog to study English Literature.” 

 Sixty-four percent of the respondents also agreed that they were “not easily dis-
tracted when using blog to study English Literature”. Besides that, 87 % of the 
respondents agreed that “blog helps them to become more active in contributing 
ideas”. These two factors show that the majority of the respondents found that blogs 
brought more advantages than distractions. 

 Besides that, 75 % of the respondents agreed that they “receive feedback 
(comment/s) from my English language teacher/s and school leader/s on my blog 
entries” and 78 % of the respondents also agreed that the “comment/s received 
through the class blogs were useful in improving my English Literature skills and 
motivation”. From these fi ndings, it is proven that providing feedback is of utmost 
importance to increase students’ motivation to learn English Literature and be more 
active in the learning process. 

 Furthermore, 75 % of the respondents agreed that they “enjoyed getting the 
feedback through the class blogs”. Sixty-eight percent of the respondents also 
agreed that they were “more active in sharing ideas and become less shy when 
they use blogs to study English Literature, thus, making them more motivated”. 
Other than that, 89 % of the respondents agreed that they were “more motivated 
to learn English Literature because blogs can be accessed anywhere, anytime”. 
Eighty-seven percent of the respondents also agreed that they were “more moti-
vated to learn English Literature because blogs have audio, picture and video 
features (more attractive)”. 

 Other than that, 90 % of the respondents agreed that they were “more motivated 
to learn English Literature because blogs allow me to share views with friends and 
public”. Besides that, 84 % of the respondents agreed that they were “more moti-
vated to learn English Literature because blogs gives more freedom to be creative”. 
Lastly, 85 % of the respondents agreed that they were “more motivated to learn 
English Literature because blogs give more freedom of expression”. 

 A Pearson product-moment correlation coeffi cient was computed to assess the 
relationship between the frequency of using blog and students’ motivation to learn 
English Literature. Overall, there was a strong, positive correlation between the 
frequency of using blog and students’ motivation to learn English Literature. In 
other words, the more often students use blogs to learn English Literature, the more 
motivated they will be to learn that subject. This might be because the students who 
often use the blog will become more adept at using it, as well as be able to optimize 
the blog’s functions to enhance their performance in English Literature. 

 All in all, a vast majority of the respondents (lower secondary students) show 
positive results and agreed with all the items tested: the traditional view of motiva-
tion; positive feedback that boosts students’ motivation; blogs ability to facilitate 
communications and community forming; and the features of blog that can poten-
tially increase students’ motivation to learn English Literature. In conclusion, these 
fi ndings clearly show that blogs are very effective in motivating lower secondary 
students to learn English Literature.   
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43.4     Conclusion 

 The groundwork of this study was built on the assertion that in order to motivate 
students to learn English Literature, educational leaders need to play a more proac-
tive approach by taking part actively in the learning process, and by understanding 
thoroughly students’ needs, interests, and affective factors to produce positive 
impact on their studies. The positive responses by the majority of the participants 
towards the idea of incorporating class blogs in educational leadership to motivate 
lower secondary students in understanding English Literature suggest that this new 
method is worth a try. The fi ndings have provided evidence that there is a parallel 
relationship between the use of blogs and the increase of students’ motivation in 
understanding English Literature. 

 As a whole, the fi ndings from this study are parallel to the fi ndings of previous 
studies that have been reviewed. However, this method is still not proven to be effec-
tive in every environment and context. Although in theory, using class blogs might 
be able to bring many benefi ts and advantages, many other practical factors need to 
be taken into consideration. It is hoped that the fi ndings from this study will gener-
ate the development of more research on the use of class blogs in educational man-
agement, particularly in Malaysian settings. Such research areas are very important 
in this era and can assist our ongoing efforts towards developing more research 
discoveries.     
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    Chapter 44   
 Secondary School Students’ Knowledge 
and Awareness on Environmental Issues       
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    Abstract     Chemistry can be used as a medium to integrate environmental issues, 
inculcate environmental awareness also as a platform to assess students’ knowledge 
and awareness on environment. This study is designed to fi nd out secondary school 
students’ knowledge and awareness on environmental issues. It employs a qualita-
tive approach in which data are primarily gathered through observations and inter-
views. Observations of students’ attitudes were carried out in the classroom and 
laboratory while teaching and learning took place. As for the interviews, the process 
involved two different groups of samples namely students and chemistry teachers to 
support the data gathered through observations. Based on their green practices 
refl ected through their daily routines, the secondary school students were found to 
possess substantial knowledge on environmental issues and good attitudes towards 
the environment. However, they have moderate awareness on environmental issues 
examined through their knowledge and attitudes. It is recommended that chemistry 
teachers integrate environmental issues and promote environmental awareness as 
they teach any related chemistry topics given the signifi cant role of knowledge inte-
gration in fostering environmental literacy among students.  

  Keywords     Environmental awareness   •   Environmental literacy   •   Teaching and 
learning chemistry  

44.1         Introduction 

 The quality of our environment has deteriorated to a worrisome level as news 
about the degradation infl icted to the environment are frequently reported in the 
mass media. The seriousness of the situation is apparent with the occurrences of 
numerous environmental problems worldwide such as greenhouse effects, global 
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warming, climate change, acid rain and pollutions. One contributing factor for the 
rise of such issues is human negligence towards the environment. However, there 
are still those who take the initiative to conserve and preserve the environment with 
others who promote environmental awareness among society. Unfortunately, the 
outcomes of their efforts are not immediate and apparent. On the emerging predica-
ment, scientists continuously put their best efforts to identify effective ways to sus-
tain the environment. Through various studies, debates and discussions, they found 
that one of the ways to sustain the nature is through the medium of education. 
Trumper ( 2010 ) claims education is the most signifi cant platform for future citizens 
to confront and deal with current and emerging environmental issues. 

 In addressing environmental issues, it is imperative to begin with the young genera-
tion as they are the ones who will inherit and safeguard the survival of the Earth. Hence, 
focus should be given to ensure that future generations are well informed, educated and 
committed to sustaining, conserving, and preserving the environment. For that reason, 
teachers are among the people who are responsible to develop students’ environmental 
awareness in the classroom. In Malaysia, efforts to inculcate environmental awareness 
on younger generations have been carried out through the introduction of Environmental 
Education (EE) and Education for Sustainable Development (ESD) programs over a 
decade ago. These programs are in-line with the National Policy on the Environment 
2002 under ‘Education and Awareness’ (Karpudewan and Ismail  2012a ). Both pro-
grams were conducted in all primary and secondary schools, with the aim to create an 
eco-friendly community, that are well- equipped with knowledge, skills and values on 
environmental issues and can fi nd solutions if problems arise. These two programs 
however, were aborted due to lack of practicality and their ineffectiveness in inculcat-
ing environmental knowledge and awareness. 

 As a result, the direction was changed to science, a subject believed to be most 
relevant for the integration of environmental issues during teaching and learning 
processes based on the strong relation between some science content or topics to 
environmental issues. Chemistry for instance, can be used as a tool to raise students’ 
awareness towards conserving and preserving the environment. One of the ways 
Chemistry can help foster awareness among students is by incorporating authentic 
issues like chemical spills, acid rain and river pollution into existing syllabus. In a 
subtle way, students who learn Chemistry can benefi t greatly when environmental 
issues are linked to the science behind them. Practically, Chemistry educators 
should not have any problems fostering environmental awareness among students. 
Unfortunately, not all Chemistry teachers make the efforts to include environmental 
issues in their discussions and teaching partly due to time constraint, selective 
teaching of content, and focus on didactic teaching towards ensuring students score 
in the public examination. 

 Various studies conducted at secondary and tertiary institutions in Malaysia revealed 
that students, regardless of their education standards, generally have moderate level of 
awareness on environmental issues despite most having good level of environmental 
knowledge (Mohamed Osman et al.  2011 ; Harun et al.  2011 ; Hassan et al.  2011 ). This 
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scenario suggests that efforts taken to produce sustainable generations have yet to be 
enhanced. As Malaysia progresses towards becoming a developed nation, efforts in 
creating future generations with high environmental knowledge and awareness deemed 
to be given due priority. Therefore, the researchers believe that there is a need to carry 
out a study that has the following objectives:

    (i)    to determine the knowledge and awareness of environmental issues among sec-
ondary school students, and   

   (ii)    to fi nd out teaching methods that could enhance students’ awareness on envi-
ronmental issues in learning chemistry.    

  Based on the above mentioned objectives, the study hence, aimed to answer the 
following questions:

    (i)    What is the level of knowledge and awareness of environmental issues among 
secondary school students?   

   (ii)    How teacher can enhance students’ awareness on environmental issues in learn-
ing chemistry?      

44.2     Review of Related Literature 

 This section contains related literature of the study in which includes the review on 
students’ knowledge and awareness on environmental issues and educational efforts 
conducted in promoting environmental awareness in Malaysian schools. 

44.2.1     Students’ Knowledge and Awareness of Environmental 
Issues 

 Enhancing students’ knowledge and promoting awareness towards the environment 
is very crucial since the world has come to face various environmental problems. 
These environmental problems pose a threat to environmental sustainability, con-
tributing to increasing level of wastes, air pollution, ozone layer depletion, global 
warming and many more. Environmentalists assume that through environmental 
awareness, polluted environment can be minimized and thus promote sustainable 
use of resources (Ali and Sinha 2013). In a study conducted on environmental 
awareness revealed that students in developing countries show a moderate level of 
awareness on environmental issues, are actively involved in environmental issues, 
demonstrate interest to learn about environmental topics and possess enthusiasm to 
work with environmental protection agencies as their future job (Trumper  2010 ). 
Meanwhile, secondary school students in Mathura, India and Karachi, Pakistan 
depicted a moderate attitude towards environmental issues (Bhatnagar  2012 ; Yousuf 
and Bhutta  2012 ) while students in Estonia schools display good environmental 
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awareness when they were asked basic questions about environmental issues but 
have insuffi cient knowledge about complex environmental issues (Pata and Metsalu 
 2008 ). On the contrary, students at an eco-school in Slovenia showed a low level of 
environmental awareness which was discovered through their diffi culty in answer-
ing questions related to awareness (Krnel and Naglic  2009 ). In another study con-
ducted on Bruneian students about global warming indicated they have sound 
knowledge on the issue and are aware about the occurrence of this problem, but they 
did not have any idea why people should be concerned about global warming (Tan 
et al.  2012 ). A survey conducted on 15 years-old students found that they are highly 
concerned about environmental pollution issues but less concerned on nuclear waste 
issues (OECD  2009 ) because pollution happen in local context whereas the nuclear 
waste issues occur globally (Buchanan and Griffi n  2010 ). 

 In Malaysia, Lim Siaw Fong’s ( 2005 ) study in two Selangor schools revealed 
that students’ general knowledge about the environment was high, but their under-
standing of environmental issues and identifi cation of environmental problems was 
superfi cial. Awareness and sensitivity towards environmental issues were also found 
to be low. Furthermore, when it came to action, the respondents preferred conserva-
tion practices which involve little efforts such as switching off fans, but did not 
commit to actions like bringing own bags when shopping and doing their groceries. 
Aini Mat Said et al. ( 2007 ) studied the environmental awareness among 306 stu-
dents who were randomly selected from four different schools in Johor. They found 
that students have knowledge on several local environmental issues but lack involve-
ment in sustaining consumption practices. Another survey conducted on primary 
school students in rural school in Hulu Selangor found that majority of the students 
are aware of environmental problems but only those that are commonly occurring in 
Malaysia such as land, water, and air pollutions. They were, however, less discern-
ing of advanced environmental issues like ozone depletion, acid rain, and global 
warming (Said et al.  2011 ). Findings from another study had shown that secondary 
school students in Sabah have a moderate level of knowledge on current environ-
mental issues in Malaysia which can be observed when students were unable to 
respond well when questions related to the climate change and carbon dioxide were 
put forward (Harun et al.  2011 ). 

 Similarly, students at the tertiary level were moderately concerned about envi-
ronmental issues (Mohamed Osman et al.  2011 ). In the study conducted by Arbaat 
Hassan et al. ( 2011 ), tertiary students in UKM portrayed a high level of knowledge, 
awareness and attitude towards the environment but a moderate level of environ-
mental practice. It can generally be concluded that Malaysian students have sound 
knowledge on the environment, but a moderate level of awareness of environmental 
issues. Lack of awareness on several issues among students in Malaysia may be the 
outcome of examination-oriented education system requiring them to memorize 
facts instead of in-depth understanding of issues (Karpudewan et al.  2013 ). Besides 
that, Incekara et al. ( 2011 ) reported that lack of students’ knowledge on environ-
mental issues are due to lackadaisical attitudes and little interest to read about envi-
ronmental problems occurring in their neighborhood. 
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 Meanwhile, Abdul Aziz Shamsuddin ( 2003 ) reported that there was no signifi -
cant correlation between the students’ conceptual understanding of the environment 
and their willingness to protect the environment. For instance, an individual may be 
aware of the importance of recycling to reduce solid waste disposal and to avoid 
depletion of resources, but he might not engage in recycling activities. Hence, 
although students were familiar with recycling activities and their knowledge on 
recycling concept were creditable, these activities were rarely done by them (Said 
et al.  2011 ). In addition, Omran and Gebril ( 2011 ) also reported the same fi nding in 
which only half of the primary school students participated in recycling activities 
despite all indicated that recycling is very essential. To promote environmental 
awareness and pro-environmental behavior, there is a need to disseminate knowl-
edge and information regarding environmental issues (Asunta  2003 ). All the above 
arguments clearly suggest that Malaysians need to adopt more environmentally con-
scious habits.  

44.2.2     Educational Efforts Conducted in Promoting 
Environmental Knowledge and Awareness 

 One of Malaysia’s educational efforts carried out to provide knowledge and foster 
environmental awareness among the young generation is through the Environmental 
Education (EE) program. It has been embedded in the school curriculum worldwide 
ever since the world is confronted with increasing number of environmental issues. 
In Japan, the implementation of EE focuses on three purposes targeted to all citizens 
and organizations. The purposes of EE in Japan are to promote environmental 
awareness, to have a wide understanding of the roles and duties of an individual 
towards his or her surroundings and to actively involve in environmental conserva-
tion activities while fi nding ways to curb environmental problems (Pudin et al. 
 2002 ). The successful implementation of EE in Japan is evident based on the clean-
liness of the country and the citizens’ attitudes towards their environment. In 
Malaysia, EE was once used as a medium to nurture sustainable development (SD), 
and throughout the implementation, EE was observed to have potentials in provid-
ing understanding and knowledge about our surrounding (Pudin et al.  2002 ). Among 
all subjects in the Malaysia school curriculum, science subjects seem to be the most 
relevant to be applied with Sustainable Development Concepts because of the 
mutual relationship between the contents of science subjects with the environment 
(Sharifah Intan Sharina Syed Abdullah et al.  2011 ). Other scholars also believe that 
science students have higher environmental awareness as compared to students 
from other streams hence, they are more connected to their surrounding (Arbaat 
Hassan et al.  2011 ). To determine the scope of environmental knowledge in the 
national curriculum, Sharifah Intan Sharina Syed Abdullah et al. ( 2011 ) analyzed 
the contents of Biology, Physics and Chemistry against a checklist provided by 
Hungerford and Peyton ( 1994 ). The purpose of the checklist is to examine whether 
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environmental knowledge is integrated into every content subject (Sharifah Intan 
Sharina Syed Abdullah et al.  2011 ). The research fi ndings showed there are not 
much of environmental knowledge incorporated in the Chemistry syllabus. 

 To overcome the shortcomings, Nooraida Yaakob et al. ( 2012 ) proposed in their 
study on the integration of environmental knowledge through inclusion of one envi-
ronmental issue in the Chemistry lesson to foster environmental awareness among 
students. However, a local study carried out on the integration of EE in the science 
subjects is found to be at a superfi cial level (Sharifah Intan Sharina Syed Abdullah 
et al.  2011 ). In spite of the fact that it is not thoroughly incorporated, scholars found 
that secondary school students possess a high level of environmental knowledge, 
awareness and positive attitude towards environmental problems (Amirad et al. 
 2012 ; Agnes and Abd Rahim Md Nor  2011 ). This contradiction arise due to various 
factors such as the family institution, teachers, media, private readings on educa-
tional materials and school curriculum activities that have contributed towards posi-
tive results (Amirad et al.  2012 ; Agnes and Abd Rahim Md Nor  2011 ). Additionally, 
adequate facilities provided in Malaysian schools also assist teachers to become 
more competent in teaching EE which led students to have good environmental 
awareness, knowledge and positive attitude (Agnes and Abd Rahim Md Nor  2011 ).   

44.3     Methodology 

 For the purpose of data collection, two chemistry classes were purposefully selected. 
Each of the Form 4 classes consisted of approximately 40 students. Data were gath-
ered qualitatively via classroom observations, and interviews with fi ve in-service 
chemistry teachers and ten selected students. In addition to interviews, fi eld notes 
on classroom observations were also noted down. Following are the descriptions of 
each event involved in the study and explanation on how the methods have been 
carried out. 

44.3.1     Classroom Observation (Teaching) 

 In the study, one of the researchers participated by being the respondents’ teacher. 
All observations took place in the classroom and laboratory. 

44.3.1.1     A Story A Day 

 ‘A Story A Day’ was one of the methods used by the researcher to collect data. ‘A 
Story A Day’ was employed mainly in Chap.   4     of the Chemistry subject. In this 
chapter, students need to learn about elements in the Periodic Table. While learning 
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about elements in the Periodic Table, students were not only introduced to the 
 applications of the elements in their daily life, but also taught the consequences 
resulted from misuse of the elements. This method – which is like storytelling but 
does not involve any instructional aids – was carried out during the set induction 
when the researcher introduced new topics to students. ‘A Story A Day’ began when 
the researcher asked students to provide examples of applications of elements in 
their daily life that they knew based on the topics which they were about to learn. 
After listening to their feedbacks, the researcher then provided students with a story 
related to the topic. The story was told in-depth to attain students’ interests and to 
encourage participation. This method took about 10 min so that lesson and activities 
could be conducted as planned. There were several stories told in the class which 
include the Vietnam War, the application of noble gases in daily life, World War I, 
volcano eruption and e-waste.  

44.3.1.2     Environmental Slide Show and Videos 

 The second method involved PowerPoint presentations and video viewings of trag-
edies related to chemicals that are lethal. This method was conducted to exemplify 
environmental problems that went wrong due to human negligence. In this data 
collection procedure, the researcher started with a brief explanation of the gas leak-
age tragedy in Bhopal which resulted in high death toll. This was followed by a 
2-min environmental slideshow depicting the immediate and long-term effects of 
the incident. Students’ feedbacks regarding the slide show presentation were 
obtained by asking their opinions of the tragedy. Two video presentations on 
Minamata disease and Love Canal strategy followed after the Bhopal showcase. 
The researcher nonetheless provided brief explanation prior to the video show so 
that students have general views about the incidents. Each video showing took 
approximately 10 min, followed by question and answer sessions. The researcher 
prepared and put forward ten questions for each video show, on which discussions 
were carried out. The rationale of the discussion was to seek students’ opinions 
regarding the tragedies they recently watched.  

44.3.1.3     Classroom Observation (Student Activities) 

 It is common in any schools that students are likely to forget bringing in their own 
exercise books, notebooks or A4 paper to write the teacher’s notes or for revision 
purposes. Therefore, the researcher provided students with used paper on which 
they can write notes for the whole 14 weeks of data collection period. Reuse pro-
gram was one of the methods used indirectly by the researcher during teaching and 
learning processes. One activity using reused paper involved getting the students to 
list out environmental issues and their effects on the society and environment. This 
activity was conducted to determine the students’ level of knowledge and awareness 
on environmental issues and to subtly highlight the uses of reuse paper. During this 
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activity, students sat in groups and discussed among their group members while the 
researcher moved around to attend to students’ questions. This activity was con-
ducted for 30 min. Reused paper was also recycled in another activity involving 
Form 4 classes which include group discussions on the topic of chemical bonds. For 
the purpose of this activity, students were asked to sit in groups and they were taught 
one subtopic in the chemical bonds. Next, the researcher asked the representatives 
from each group to pick one compound and draw the arrangement of the compound 
on the reused paper provided.   

44.3.2     Interview 

 Interviews were also conducted with two different groups of samples which were 
students and in-service Chemistry teachers. Hence, appropriate semi-structured 
interview questions were prepared. The interview sessions with fi ve in-service 
Chemistry teachers were conducted to fi nd out their opinions of their teaching expe-
riences. For the students, fi ve from each class involved in the observations were 
conveniently picked. The students were individually interviewed to examine their 
knowledge and awareness on environmental issues. Generally, each interview lasts 
between 20 and 40 min, depending on how the samples responded to the questions 
asked. The interview sessions were documented to provide verbatim support for the 
visual recording and fi eld notes of the classroom observations.   

44.4     Findings 

 In this section, the discussion focuses on the students’ knowledge and awareness of 
the environmental issues based on data gathered during classroom observations, 
supported by analysis of interviews conducted on selected students and teachers. 

44.4.1     Students’ Knowledge on Environmental Issues 

 As the researchers intended to examine students’ knowledge on environmental 
issues and their effects towards the environment and society, the researchers used 
various environmental concerns including the haze problem which occurred in 
Malaysia in June 2013. The questions asked during the interview sessions were 
similar to the questions posed during the group discussion activity carried out in the 
classroom. This is because the researchers intended to check the consistency of 
students’ answers in both activities (in group and individually). Most students high-
lighted common environmental issues and the respective effects on the environment 
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and society in their interviews, which were consistent with the answers given during 
group discussion activity. Among the common answers given by the students were:

  “…global warming due to greenhouse effect…” “…illegal logging causing landslide…” 
“…toxic dumping causes death of aquatic life…”“…water pollution cause death of sea 
creatures and poison to humans…” 

   Findings extracted from the group discussion activity and the interviews con-
cerning environmental issues and their effects towards environment and society 
illustrated comparatively similar results. Therefore, the researchers can conclude 
that secondary school students generally have substantial amount of knowledge on 
environmental issues and their effects towards the environment and society. 

 In relation to current issues, the researchers would like to determine whether 
students keep informed of the environmental issues that may or may not be happen-
ing in Malaysia. The ways they answered the questions will refl ect on their level of 
concern towards the environment. In June 2013, severe haze blanketed Malaysia 
due to forest burnings in Indonesia, resulting in deterioration of air quality. When 
asked, majority of the students were alert of the hazy condition and were able to put 
forward sound opinions on the issue. The following excerpts provided evidences of 
the students’ opinion s  regarding the issue.

     “The haze could have been avoided if irresponsible parties did not burn down the trees, but 
we can also help it clear faster by not doing anything that will make it more.” (Student 
E)  

  “The haze can be very damaging to the human health and it’s important that we all learn an 
important lesson from this – we mustn’t be selfi sh and consider others before commit-
ting an act that can lead to hazardous consequences” (Student F)    

 Apart from the opinions stated above, there was a respondent who wanted to know 
more about the haze:

     “I have asked my teacher about the composition of the haze and she explained that the haze 
consists of carbon dioxide and monoxide.” (Student A)    

 The above responses clearly show that students are genuinely concerned with the 
ecological and environmental changes that took place around them. Such fi nding 
contradicts with the fi ndings by Rosta Harun et al. ( 2011 ) who reported on their 
respondents’ limited knowledge on current environmental issues despite having 
been exposed to various environmental awareness efforts. The noteworthy differ-
ences in the results obtained are probably due to the samples involved in both stud-
ies were from two distinct places notwithstanding at the same educational levels. 

 Prior researches demonstrated that some of the answers given by the respondents 
were inaccurate and not in-depth especially on the causes and the effects of the 
issues (Fong  2005 ; Tan et al.  2012 ) and it probably happened due to the minimal 
exposure towards environmental issues covered in the Chemistry subject as men-
tioned by Sharifah Intan Sharina Syed Abdullah et al. ( 2011 ). The opinions given by 
the in-service Chemistry teachers supported this claim. They unanimously agree 
that secondary school students do possess knowledge on environmental issues, and 
that their knowledge however, is dependent on the depth or coverage provided by 
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the science teachers. The teachers interviewed also claimed that students are not 
completely ignorant since they know some of the common environmental issues 
happening around them as mentioned in the following:

     “Some of the students know about environmental problems….” (Teacher B)  
  “Nowadays students are updated about current issues via the social and media network. It 

cannot be denied that they also exposed to the news about environmental issues.” 
(Teacher C)  

  “…some of them are alert regarding environmental issues and know common knowledge 
about the environment. They know about the purpose of recycle, reuse, reduce, etc.” 
(Teacher E)    

 Interestingly, the teachers expressed that the students displayed their curiosity by 
being proactive and seek further details on the environmental issues and their 
effects. They mentioned that:

     “Some of the students did ask me about acid rain since they have learned about it in class 
and they are curious. For example when they learn about the preparation of sulphuric 
acid, the explanation provided in the textbook is really brief, since they asked I have to 
explain more” (Teacher A)  

  “They asked on how Lynas Project affects our environment” (Teacher D)    

   Upon analysis of data, the secondary school students were deemed as having 
substantial environmental knowledge; they managed to list most of the environmen-
tal issues occurring worldwide such as global warming, thinning of ozone layer, 
acid rain, various types of pollutions, illegal logging, toxic waste and nuclear radia-
tion which were very much in-line with Aini Mat Said et al.’s ( 2007 ,  2011 ) fi ndings. 
In addition, some of the students also can provide accurate outcomes and impact of 
the environmental issues. This situation may have been infl uenced by various 
sources like families, teachers, media, casual reading, educational materials and 
also school activities (Amirad et al.  2012 ; Agnes and Rahim Md Nor  2011 ). Even 
though the students’ feedbacks met the objective of the study – to determine stu-
dents’ knowledge on environmental issues – the researchers however refl ected on 
the students’ environmental knowledge at a general level. This is because the ques-
tions posed by one of the researchers during the interview sessions are rather super-
fi cial. For instance, among the questions asked were ‘what are environmental issues 
that you know of?’ and ‘what are their effects towards the environment and soci-
ety?’ In comparison to the study conducted by Pata and Metsalu ( 2008 ), they used 
contextual and complex questions to obtain their respondents’ opinions regarding 
the environment.  

44.4.2     Secondary School Students’ Awareness 
on Environmental Issues 

 In the study, the researchers had experimentally used three strategies namely ‘A 
Story a Day’, environmental slideshows and videos, and students’ activities to 
embed environmental issues and awareness through the teaching and learning of 
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Chemistry. Through the strategies, students’ views and their reactions on the issues 
were observed providing some insights to the researchers in examining the students’ 
environmental knowledge and awareness. When the researchers conducted ‘A Story 
A Day’ and used the environmental slide shows and videos during teaching and 
learning, the following observations were noted:

    (i)    Students participated actively and asked a lot of questions during the sessions 
since they were never exposed to those stories before;   

   (ii)    Students who were neither interested to participate nor actively involved dur-
ing the lesson managed to stay put in their respective seats and listened atten-
tively to the stories being told. Their attentiveness did not only stop there; they 
also asked a lot of questions to know more about the stories;   

   (iii)    The use of videos touched the students’ emotions as the researcher observed a 
few female students crying during the video showing while a few others 
expressing dissatisfaction and anger towards the perpetrator of each incident;   

   (iv)    There were follow up discussions held by groups of students on the effects of 
chemicals on human and environment; and   

   (v)    The activities had triggered some students to look up for more information 
regarding the tragedies shared in class and they even used the information they 
gained about the tragedies to have small talk with the researcher on the follow-
ing day.    

The attention given by the students has allowed the researchers to ask several gen-
eral questions related to the materials shared to examine students’ awareness and 
views. For instance, the researchers asked on the actions that the students will take 
should they experience similar situations as shown in the slides or videos. Some of 
the notable responses given were:

     “We as Malaysian need to cooperate to fi nd the solution with the help of Prime Minister to 
help all Malaysian to overcome these diseases.” (Student A)  

  “I will not stand still; together we will make sure the perpetrator will be punished by law” 
(Student D)  

  “If we are more aware, we can prevent bad things like pollution from posing threats to our 
lives” (Student F)  

  “Probably, I will speak up and raise a concern among the community” (Student J)    

 Another question posed to the students was on the necessity to learn Chemistry at 
secondary school level. The students’ reactions vary, among which include:

     “Yes, we can learn everything atom and molecule that effect our health, we can differentiate 
the good and bad about atom. We also can fi nd cure of disease to overcome the disease.” 
(Student I)  

  “Yes, at least I will know the side effect of certain chemical that can affect us in daily life 
for short-term and long-term.” (Student N)  

  “Yes, I think it is compulsory so that we can avoid these things from happening in the 
future.” (Student H)    

   Since reuse paper was utilized in various classroom activities, the researchers 
noticed that students gradually became more aware of the researcher’s efforts to 
reduce excessive waste of paper. This was evident as students started to pose ques-
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tions regarding the purposes of providing reuse paper in almost every class activi-
ties. Eventually, they attuned to the practice. One of the methods to identify 
awareness towards the environment is by looking at an individual’s attitude or com-
mon practices which can be used as the basis to make judgment. Students’ observ-
able behaviours serve as evidence of internalized knowledge and apparent awareness 
towards environmental issues. Over 14 weeks of the data collection period, stu-
dents’ attitude towards conservation within their environment were noted. One of 
the students’ remarkable actions that the researcher observed was the habit of using 
reuse paper that they slowly adopted. Although not all students embraced the habit, 
it was visible that the practice was consistent throughout the duration of 14 weeks 
with some students. Informal interviews conducted with this group of students 
revealed their reasons for using used paper which include (i) to save paper espe-
cially in drafting homework (ii) to save money, and (iii) to help reduce the number 
of trees from being cut down. The researchers went on to collect a few samples of 
students’ reused paper as evidence of their willingness to participate in environmen-
tal conservation. When the researchers probed the students on what they have done 
to preserve and conserve the nature, almost all answers refl ected positive attitudes 
towards preserving and conserving the nature. Among the responses given include 
taking care of their gardens by planting and watering the plants, practicing recy-
cling, and participating in voluntary activities as stated in the following excerpts:

     “I have planted a lot of plants and fl ower around my house for landscaping…” (Student C)  
  “I watered the plants at my home.” (Student D)  
  “I try to take care of it in any way I can. For examples, I recycle…” (Student E)  
  “…I even recycled the papers and books in my home.” (Student J)  
  “My household practices recycling and on weekends, we send items to the recycling center. 

Also, on the fi rst week of every month, I help out with the sorting of items for recycling 
near my neighborhood.” (Student K)  

  “…I have also involved in community work to clean the residential park.” (Student H)  
  “… I do charity work like help clean places.” (Student A)  
  “Well, I’m in the school’s environment society and during our meeting we will always talk 

and discuss about how to improve our environment quality…” (Student F)    

   Two Chemistry teachers who have taught for more than 5 years have also wit-
nessed good attitudes of a small group of students who voluntarily care for their 
school environment by picking up litter in the school compound. The teachers also 
mentioned that the number of students who littered are greater than those who are 
willing to clean up (Incekera et al.  2011 ; Omran and Gebril  2011 ). Hence, to con-
clusively claim that the students have high environmental awareness as mentioned 
in past studies (Fong  2005 ; Mohamed Osman et al.  2011 ; Said et al.  2011 ; 
Karpudewan et al.  2013 ) is unfeasible. This is due to the number of students who 
really practice environmental-friendly habit, who display care for the environment, 
and who exhibit awareness of the importance of the environment is observably 
smaller than those who are not. Nonetheless, it does not nullify the fact that there are 
students with knowledge on the environment and those who translate the knowledge 
into pro-environmental behaviors. By looking from a broader perspective, students 
can be classifi ed as having a moderate level of awareness on environmental issues 
which were observed through their attitudes towards environment. The fi ndings of 
this study are in-line with the fi ndings obtained by other scholars (Pata and Metsalu 

M.F.M. Salleh et al.



575

 2008 ; Trumper  2010 ; Bhatnagar  2012 ; Harun et al.  2011 ; Yousuf and Bhutta  2012 ). 
These results are further supported by the opinions gained from the in-service 
Chemistry teachers who unanimously agree that secondary school students’ level of 
awareness on environmental issues is moderate and should be further enhanced. The 
conclusion made by those teachers was based on their observations and experiences 
in their schools. Accordingly, the opinions of the teachers concur with the conclu-
sion made by the researchers.   

44.5     Conclusion 

 In conclusion, this study found that secondary school students have substantial 
knowledge of environmental issues since they were able to list and explain common 
and current environmental issues in Malaysia. The term ‘substantial’ was used to 
illustrate the level of students’ knowledge that is suffi cient but it could be further 
developed or enhanced. In terms of awareness, the study concludes that the second-
ary school students have moderate level of awareness on environmental issues; this 
is evident through positive displays of attitudes towards the environment observed 
via their daily activities or routines such as gardening, recycling, participating in 
environmental-volunteer program and environmental-based school activities, and 
reusing used papers to draft their homework. To realize Malaysia’s aspiration, 
Chemistry teachers should be more proactive to incorporate environmental issues in 
teaching and learning as suggested by Nooraida Yaakob et al. ( 2012 ). The inclusion 
of authentic environmental issues through the methods like story telling, environ-
mental slide show and videos, reusing used paper campaign for instance, proved to 
have potentials to be further explored and improved in enhancing secondary school 
students’ knowledge and awareness on environmental and consequently bridging 
the gap of producing sustainable generations.     
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    Chapter 45   
 A Study on Trainee Teachers’ Locus 
of Control: A Case of Universiti Teknologi 
Mara       

       Norshidah     Nordin     ,     Mubarrak     Yusof    ,     Azyyati     Zakaria    , and     Siti     Fairuz     Dalim   

    Abstract     Trainee teacher’s locus of control is an essential characteristic which 
could be defi ned as the individual differences variables; however, it has not been 
much emphasized especially in the local context. Locus of control describes ones’ 
perceptions of how much they can control the circumstances of life, specifi cally 
their learning behavior and achievement. Studies showed that effective teacher as a 
person who has internal locus of control, play important roles in social activities, 
respectable and have sense of responsibilities. Nevertheless, the challenges of the 
trainee teachers nowadays are much more intense than decades ago. Besides, in 
order to be highly marketable in the career domains, trainee teachers need to possess 
excellent academic performance as well as strong and formidable soft skills. 
Therefore, this study was intended to investigate the nature of locus of control 
among the trainee teachers of UiTM, Shah Alam. This study also was intended to 
examine the differences between locus of control of the trainee teachers according 
to gender, programs and academic achievement. About 191 respondents participated 
in this study. A survey method was utilized and it is descriptive in nature. The fi nding 
revealed that the trainee teachers were inclined to internality locus of control. There 
were no signifi cant difference between locus of control according to gender and 
programs. The practical implications of these fi ndings were discussed in this paper.  

  Keywords     Academic achievements   •   Externality   •   Internality   •   Locus of control  

45.1         Background of the Study 

 Teaching practices has become one of the most infl uential components in the prepa-
ration of pre-service teachers (Graham  2006 ; Tang  2003 ). Besides, Richards ( 2002 ) 
stated that teaching practices today are more concerned with teachers’ professional 
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growth, wisdoms, and experiences, context of teaching and political conditions of 
the environment in which teaching takes place. On that note, Ghonsooly and Rezvani 
( 2012 ) suggested that the professional development of students’ teachers should 
focus on how they take control of the responsibility of their teaching in the class-
room and to what they attribute to their success or failure in their teaching practices. 
Nevertheless, recent studies showed that teaching practice can have positive and 
negative consequences on trainee teacher’s behavior and also become a foundation 
of personality and self-confi dence (Korthagen et al.  2006 ; Sabar  2004 ). Based on 
these research, it is found that one of the non – cognitive variables that could affect 
student teachers’ behavior and achievement and success is locus of control. The 
concept of locus of control is referred to one’s belief in his or her abilities to control 
life events and reinforcement that follow behaviour (Strauser et al.  2002 ). It is an 
important antecedent personal trait that impacts communication motivation and 
behaviour. Hence, students who perceive behavioral outcomes as success or failure 
to be under their control (internal control) should be motivated to engage in aca-
demic activities, expend effort and persist in challenging tasks. Studies showed that 
effective teacher as a person who has internal locus of control, play important roles 
in social activities, respectable and have sense of responsibilities (Bulus  2011 ). 
Currently, Fletcher ( 2014 ) suggested internal locus of control could make students 
feel more powerful, and reduced negative label to them if they have a bad experi-
ence. Students with a strong locus of control bounce back from failure by changing 
their behavior and their strategy. Thus, it is imperative to understand trainee teach-
ers’ locus of control because it could accounts for their personal success and failure 
when they enter real school environment. These attributions may also infl uence 
their future behavior in working environment. The following section highlighted 
social learning theory that underpinning the concept of locus control.  

45.2     Literature Review 

 The concept of locus of control is an expectancy variable stemmed from Rotter’s 
social learning theory. Generally, there were several social learning theories includ-
ing (Bandura  1977 ; Mischel  1973 ; Rotter et al.  1972 ) that share the idea that learn-
ing happens in a social context and that it accounts for human behaviour. However, 
Rotter ( 1954 ) as cited in Miller ( 2005 ) combined behavioural and cognitive psy-
chology concepts because he believed “reinforcements” (rewards and punishments) 
are the main determinates in our behaviour. Through reinforcements people begin 
to formulate beliefs about what causes their behaviours. These beliefs then estab-
lish what kinds of attitudes and behaviours people have. Rotter’s ( 1954 ) social 
learning theory of personality provides a general conceptual framework for the 
development of the nature and outcomes of reinforcement (Rotter  1966 ). Rotter 
( 1954 ) distinguished the differences between internal and external reinforcement. 
He asserts that internal reinforcement is a subject’s experience or observation that a 
past event is somewhat valuable for him while external reinforcement is the 
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occurrence of an event that has some reinforcement value for the subject. In his 
investigation of general expectancies for reinforcement, Rotter ( 1966 ) claimed that 
the infl uence of reinforcement on prior behaviour is partly dependent on whether 
the person observes the reward is a result of his own behaviour or independent of it. 
In other words, the effect of reinforcement depends on whether people recognize a 
causal connection between their own behaviour and the reward. When people do 
not see reinforcement as being entirely contingent upon a person’s behaviour, they 
interpret this as a result of luck, chance, and fate or under the infl uence of powerful 
others. These arguments gradually shaped the development of the locus of control 
construct. Rotter ( 1966 ) further asserted that people’s perceptions of the causal 
relationship vary in degree between internal control and external control. A person 
with an internal control belief usually believes that life event is contingent upon his 
own action, while a person of external control belief feels the reward is controlled 
by forces outside of him. According to Pareek ( 1998 ) Internality is related to effec-
tiveness and adjustment. Besides, internality has been reported to be more sensitive 
to new information, more observant and more likely to attend to cues that help 
resolves uncertainties and prone to intentional and incidental learning (Wolk and 
DuCette  1984 ). 

 Rotter ( 1966 ) developed the fi rst instrument to measure internality and external-
ity. However, his unitary concept of internality has been challenged. Engelbrecht 
( 2009 ) reviewed in his literature concluded that Rotter’s instrument was found to be 
multidimensionality that contain items related to control ideology, personal control, 
system modifi cation and race ideology. Later Levenson ( 1981 ) proposed a new 
scale to measure internality and externality instead of viewing these elements along 
a continuum. Levenson ( 1981 ) proposed two subscales for externality; one to mea-
sure perceive infl uence of chance and the other to measure perceived infl uence of 
powerful others. Pareek’s ( 1998 ) later modifi ed Levenson’s instrument to suit for 
organizational context. 

45.2.1     Locus of Control and Gender 

 Studies on gender differences in locus of control have been wide ranging (Chubb 
and Fertman  1997 ). Several studies have established that females have more exter-
nal locus of control than males do. Conversely, Serin et al. ( 2010 ) found that male 
students have more internal locus of control scores. Parallel, Manger and Eikeland 
( 2000 ) reported that females have higher levels of internal locus of control in con-
trast to males. However, in a study done by Cetinkalp ( 2010 ) showed that male 
students have higher external locus of control. Saricam et al. ( 2012 ) found in their 
study that there was a signifi cant difference between scores of internal and external 
locus of control of females and scores or internal and external of males. The fi nd-
ings indicated that the average score of external locus of control of female is lower 
than male and point average of internal locus of control of female is high. On the 
contrary, there were also studies found no signifi cant difference between loci of 
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control between genders. For instance, Yasar ( 2006 ) stated that there were no differ-
ence between girls and boys in terms of locus of control.  

45.2.2     Locus of Control and Academic Achievement 

 Previous studies showed signifi cant relationships between locus of control and aca-
demic achievement (Baker  1998 ; Stubbs  2001 ; Umoh  1991 ). From these studies it 
was concluded that internals tend to show superior achievement in comparison to 
their external counterparts. According to Findley and Cooper ( 1983 ) individual with 
internal locus of control try harder and get better results in schools. They devote 
longer period of time to homework and study more for exams. On the other hand, if 
a student tries hard at school tasks and yet continually fails to get good grades, this 
will lead to an external locus of control (Benderm  1995 ). He further elaborates that 
a high external of locus of control will cause a lock of motivation and thus they may 
feel that there is no point in working hard because their efforts will only bring disap-
pointment. Sherris and Kahle ( 1984 ) studied the effects of concept related to teach-
ing and locus of control on meaningful learning. The study concluded that teaching 
is not infl uential on meaningful learning, but those students with internal locus of 
control are more successful than those with external locus of control. Coleman et al. 
( 1999 ), on the other hand, suggest that those people with internal locus of control 
are related to affective devotion, while those having external locus of control to 
continuous devotion. 

 Much has been said about locus of control of prospective teachers, nevertheless, 
the challenges of the trainee teachers nowadays are much more intense than decades 
ago. Besides, in order to be highly marketable in the career domains, trainee teach-
ers need to possess excellent academic performance as well as strong and formida-
ble soft skills. The overriding question is, are these prospective teachers able to cope 
with the challenges when they enter the world of work? Studies on locus of control 
is related to many organizational variables, such as job satisfaction, motivation and 
performance (Spector  1982 ), however, there were not much studies found to under-
stand locus of control among trainee teachers in local setting. This study sheds some 
light and provides a platform to assess the locus of control among trainee teachers 
of University Technology MARA.   

45.3     Objectives of the Study 

 The objectives of the study were fourfolds, namely to determine (a) the nature of 
locus of control among trainee teachers of UiTM, Shah Alam (b) signifi cant differ-
ence between locus of control and gender (c) signifi cant difference between locus of 
control and program (d) the relationship between locus of control and academic 
achievement among trainee teachers of UiTM, Shah Alam.  
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45.4     Methodology 

 This study employed a survey method using cross sectional research design. A self 
report questionnaire was used to gather information related to the objectives of the 
study. The construct of locus of control was based on a conceptual framework of 
Rotter ( 1966 ) social learning theory. Locus of control inventory developed by 
Pareek ( 1998 ) was used in this study. The instrument consisted of 30 items which 
contains ten statements each for measuring internality (I), externality- others (EO) 
and externality –chance (EC). Internality is related to effectiveness and adjustment. 
Each of items were measured using 5-point scale where 5 = strongly agree to 0 = 
seldom or never agree. A locus of control is refl ected in the way a person views how 
much control the individual believes that he or she has in important organizational 
matters, how much control the person believes is held in certain others and to what 
degree the individual believes events are a matter of luck. The samples were drawn 
from the faculty of Education fi nal semester trainee teachers undertaking Bachelor 
Degree of Education from several programs namely TESL, Visual Art education, 
Physical education, Mathematics education and Sciences education. Based from a 
table mathematical formula taken from Cohen et al. ( 2000 ), a sample size of 250 
was determined. However, a total 191 responded and the completed questionnaire. 
Hence the responses rate was 76.4 %. The majority of these trainee teachers were 
female (78 %) as compared to male respondents (12 %).  

45.5     Findings 

    Objective 1: Analysis on the nature of locus of control among trainee teachers of 
UiTM (Table  45.1 ).

   The mean scores are arranged in descending order and the result depict that the 
mean scores of all the three components range from 5.35066 to 4.4737, which 
indicates that the scores are between high to moderate. The result also indicates 
that internal mean score (mean = 5.3066, SD = 0.76606) is higher than external 
others mean score (mean = 4.4990, SD = 0.82225) and external chance mean 
score (mean = 4.4737, SD = 1.02978).  

  Objective 2: Analysis on the differences between locus of control and gender 
 Based on the independent  t -test shown in Table  45.2 , there was no signifi cant differ-

ences between locus of control and gender; where t = 0.602 (p = 0.549).  Therefore, 

  Table 45.1    The nature of 
control among trainee 
teachers of UiTM, Shah Alam  

 Nature of locus 
of control  Mean 

 Std 
deviation 

 Internal  5.3066  0.76606 
 External- others  4.4990  0.82225 
 External chance  4.4737  1.02987 
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the result indicates that gender, i.e. whether the females or males do not show any 
signifi cant effect on locus of control. This study is parallel to research done by 
(Yates  2009 ; Shivali  2012 ).

     Objective 3: Analysis on the differences between locus of control and programs. 
 Based on the ANOVA analysis shown in Table  45.3 , there was no signifi cant differ-

ences between locus of control and programs; where F value = 1.883 (p = 0.09). 
Therefore, the result indicates that these trainee teachers who were undertaking 
various programs namely TESL, Visual Art education, Physical education, 
Mathematics education and Sciences education did not show any signifi cant 
effect on locus of control.

     Objective 4: Analysis on the relationship between locus of control and academic 
achievement. 

 Table  45.4  shows the value of correlation coeffi cient between academic achieve-
ment and locus of control dimensions’ namely internal, external others and 
external chance. The results showed that there was a positive but low relation-
ships between academic achievement and internal locus of control (r = 0.138, 
p = 0.05). However, there were no relationships between academic achievement 
and external others and (r = 0.058, p = 0.42) and external chance (r = 0.062, 
p = 0.39). This fi ndings supported the study done by Bulus ( 2011 ).

   Table 45.2    Independent  t -test between locus of control and gender   

 Mean  Std dev  t  df  p 

  Locus of control  
 Male  4.820  0.742  0.602  191  0.549 
 Female  4.7504 

   Table 45.3    ANOVA analysis on the differences between locus of control and programs   

 Sum of squares  df  F  Sig value 

 Between groups  4.027  5  1.883  0.09 
 Within groups  79.546  186 

  Table 45.4    Correlation 
coeffi cient between locus 
of control and CGPA  

 Academic 
achievement  P value 

 Internal  0.138  0.05 
 External – others  0.058  0.42 
 External – chance  0.062  0.39 
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45.6           Discussions and Conclusions 

 The aim of this study was to investigate the nature of locus of control among trainee 
teachers of UiTM. The fi nding revealed that the trainee teachers of UiTM exhibited 
more of internal locus of control as compare to external others and external chance. 
This study suggests that these trainee teachers believed that the outcomes of events 
to be internally controlled. They believed in their own persona efforts, behaviour or 
skills will infl uence and determine outcomes and they take responsibility for their 
actions. According Fakeye ( 2011 ), individual with a high internal locus of control 
have better control of their behaviour, tend to exhibit more political behaviours, and 
are more likely to attempt to infl uence other people than those with a high external 
locus of control. On the other hand, individual with a high external locus of control 
believe that powerful others, fate, or chance primarily determine events. Nevertheless, 
Tucker et al. ( 2007 ) asserted that individual with an external locus of control tend to 
be more stressed and prone to clinical depression. Furthermore, external locus of 
control makes people vulnerable to manipulation and open to abuse since externals 
would depend largely on the reinforcement by signifi cant others for everything they 
do. Tucker et al. ( 2007 ) further elaborated that internals are more at peace with 
themselves and they take responsibility for their mistakes and successes. 

 The fi nding of this study also showed that there were no signifi cant differences 
between locus of control and gender and program. This result is in line with the 
study done by Chubb et al. ( 1997 ). However, the result showed that there was a posi-
tive relationship between internal locus of control and academic achievement. In 
this sense, Bulus ( 2011 ) noted that learners with internal locus of control are more 
effective in acquiring and using required knowledge than externals. Grimes et al. 
( 2004 ) noted that locus of control is a psychological construct that identifi es an 
individual’s beliefs about the degree of personal control that can be exercised over 
his or her environment. Therefore, students who see that they are able to control and 
manipulate things that happen in their lives are seen as having an internal locus of 
control. A student who blames teachers or other students for what is going wrong in 
their educational experience is seen as having an external locus of control and being 
at risk. 

 In sum, as Malaysia’s National Mission aims to attain a developed country status 
by 2020, quality of education is a crucial factor in producing fi rst class human capi-
tal. Hence, for the growth of a normal and successful personality pattern, trainee 
teachers should be taught to have better self concepts. They can have self confi dence 
rather than feeling helpless and leaving everything to fate, to outside force so that 
they are able to take up various responsibilities in life. Hence, given this juncture, a 
better understanding of trainee teachers’ locus of control is imperative where policy 
makers and educators can develop training programs to facilitate towering personal-
ity and also success for this future teacher to be at their workplace. It is recom-
mended that further studies on internal locus of control among teachers should be 
delivered. Managing students in classrooms, teaching activities and administrative 
works contributes to signifi cant amount of stress to teachers and trainee teachers. 

45 A Study on Trainee Teachers’ Locus of Control: A Case of Universiti Teknologi Mara



586

In other words, mental and physical health among teachers are as important as their 
content knowledge. Hypothetically, a higher internal locus of control should 
 contribute to a lower stress level and stable internal locus of control could buffer the 
stress level. More research on locus of control, school management and its synchro-
nization should be conducted to lessen the gap between teaching, administrative 
works and mental/physical health. Hopefully, in delivering these research the 
amount of stress decreases over time and teachers may contribute their best in 
 teaching and learning. 

 Lastly, although the results of this study extend the understanding of locus of 
control, it does have some limitations which warrant a review such as sample size 
and other variables which include motivation, attitude and purpose of lives. It is 
suggested for the next studies to be conducted at other universities which could be 
perform in-depth studies. It may be useful, to compare results and discussions of the 
same research but different regions, fi elds and demographic background.     
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    Chapter 46   
 Science Teachers’ Continuous Professional 
Development: A Preliminary Finding       
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    Abstract     Numerous studies on science teachers’ professional development status 
reported that despite having attended the required centralized courses and in-house 
trainings, there are those who still struggle to plan for and implement appropriate, 
well-structured lessons. This study has been carried out to identify aspects relating 
to instructional practices that science teachers are still lacking in, to investigate the 
nature of training that they have attended as well as the ones they would like to go 
for; and to unearth issues surrounding their training for professional growth. Twenty 
science teachers with less than 5 years of service were involved in this study. Data 
were obtained through qualitative means via interviews and document analysis. The 
fi ndings revealed aspects that the science teachers had trouble in are associated with 
instructional strategies, content knowledge, understanding of learners, assessment 
and creativity in class. The teachers also raised concerns about the nature of existing 
and future trainings for the development of effective science teachers; on which 
recommendations are put forward and a possible professional development frame-
work could be expounded.  

  Keywords     Science teacher   •   Teacher training   •   Continuous professional 
development  

46.1         Introduction 

 The philosophy of teacher education in Malaysia which was formulated in 1982 
determines the direction of teacher training emphasizing in the desire to educate and 
produce teachers who are noble and caring, knowledgeable and skilful, creative and 
innovative, resilient and competent, scientifi c in outlook, committed to upholding 

        M.  H.   Ismail      (*) •    N.   Abdullah    •    M.  F.  M.   Salleh    •    M.  S.   Yahya    
  Science Education Department, Faculty of Education ,  Universiti Teknologi MARA , 
  Section 17 Campus ,  40200   Shah Alam ,  Selangor ,  Malaysia   
 e-mail: hisyam_ismail@salam.uitm.edu.my  

mailto:hisyam_ismail@salam.uitm.edu.my


590

the aspirations of the nation, proud of their heritage and dedicated to the develop-
ment of the individual and preservation of a united, progressive, and disciplined 
society (Hazri et al.  2011 ). The Ministry of Education has also accentuated that one 
of its policies is to heighten the teaching profession by elevating the quality in 
teaching, promoting the profession as a career choice, with an uplift in teacher wel-
fare (MOE  2013 ). 

 With the aspirations of shifting gears towards knowledge-based economy 
(K-economy) and sustainable development, Malaysia needs to invest in the develop-
ment of human capital. Essentially, teachers may play their roles effectively as part 
in developing human capital for the nation through teaching and learning. For posi-
tive results, teachers must be provided with quality training programs that allow for 
continuous professional development (CPD) to prepare them for critical tasks. 
Concurrently, teachers must be given the opportunities to attend courses, seminars, 
and colloquiums to gradually develop their knowledge and skills. Such provisions 
may help improve the teachers’ ability as instructors, improve their skills in class-
room management and school or community events. Nevertheless, teachers also 
need to re-visit their personal educational philosophy; become aware of more recent 
learning theories, nature of student assessment with educational policies, and 
enhance various personal skills relating to technology use; also enhance their inter 
and intrapersonal communication. 

 As the core business of teachers is teaching, they are expected to possess high 
intellectual in content, pedagogical and communication abilities to provide quality 
learning environment via students’ engagement and self regulation in learning. 
Nonetheless, such expectation can lead to stress, especially for beginning teachers 
who may lack the experience and skills in conducting lessons (Kyriacou and Stephen 
 1999 ). To improve the quality of their teaching teachers would attend various CPD 
programs carried out either either within or outside the school. In the effort of 
emphasizing the importance of attending trainings for enrichment and teacher pro-
fessionalism, a certain number of training hours have been included as part of evalu-
ation criteria for teachers’ annual appraisal. Despite the availability of trainings 
there are teachers who are still not ready to deal with classroom challenges. A 
review of past studies on pedagogical issues and training of teachers suggests that 
educators across the profession are recognizing the importance of enhancing train-
ing and its practical elements (Clift and Brady  2005 ). Irrespective of the kinds of 
trainings that teachers had, Oh et al. ( 2005 ) believed that trainings should result in 
higher confi dence for teachers to improve lessons, set alight teachers’ satisfaction in 
their teaching career, and improve teachers’ effi cacy. 

 With emphasis in training, this study aims to unravel science teachers’ continu-
ous professionalism development in schools based on aspects relating to instruc-
tional practices, nature of internal and external trainings being conducted, and 
issues on training for professional growth as science teachers. 

 Specifi cally, this study is conducted to fulfi l the following objectives:

    (i)    to identify aspects relating to instructional practices that science teachers are 
still lacking;   
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   (ii)    to investigate the nature of training that they have attended as well as the ones 
they would like to go for,   

   (iii)    to disclose issues surrounding their trainings for professional growth.     

 Based on the objectives stated, thus this study intended to answer the following 
research questions;

    (i)    What are the aspects relating to instructional practices that science teachers are 
still lacking?   

   (ii)    What are the nature of training that being conducted for the science teachers?   
   (iii)    What are the types of training that the science teachers prefer to attend?   
   (iv)    What are the issues on training for professional growth that the science teach-

ers faced?     

 It is important for the researchers to recognize the problems, dilemmas, triumphs 
and opportunities weathered upon science teachers in schools so that appropriate 
strategies could be formulated to address and further enhance the qualities of teach-
ers. The researchers also will examine the teacher readiness to teach science in 
schools and its infl uence based on their knowledge and experiences.  

46.2     Review of Related Literature 

 Training on instructional practices is one of the most crucial aspects for the develop-
ment of teacher professionalism in schools. It is generally believed that knowledge 
and skills to teach can be learned through training and practical application (Collins 
 1989 ). Teacher trainings provide the opportunities for teachers to put the theories 
they learnt into practice. Lock ( 1977 ) suggested that the challenges faced by teach-
ers should be considered as they are able to provide information for the improve-
ment of teacher professionalism while simultaneously diminishing encountered 
challenges. Briggs and Richardson ( 1992 ) cautioned that the various problems 
faced by teachers, especially on instructional practices may be signs of future con-
fl icts. Similarly, Chan and Leung ( 1998 ) advocated that it was necessary to focus on 
the concerns expressed by teachers. 

46.2.1     Challenges in Teaching 

 In a study carried out on the challenges faced by teachers and how these challenges 
might have affected various aspects in teacher education revealed that the gravities 
they experienced during instructional practices prevented the teachers from engag-
ing positively in theory and practice (Ong et al.  2004 ). Although the teaching pro-
cesses bridge the teachers with the experience to develop personal competence and 
professional identity as teachers (Dobbins  1996 ), the teaching experience was also 
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fraught with diffi culties and concerns which might have infl uenced the development 
of teachers professionalism especially among novice teachers. Schön’s ( 1983 ) has 
drawn the argument that in the teaching profession, the theoretical facets are embed-
ded in and inseparable from practice. Using Schon’s idea, the actual teaching would 
probably be the best form of training as highlighted in the old proverb that “experi-
ence is the best teacher”. 

 During teaching, novice teachers experience a learning situation that are differ-
ent from the way they learnt in universities. Instead of having friends as audiences 
during microteaching, they have to confront real students with varying personali-
ties, habits, attitudes, abilities and styles. They will no longer be confronted with 
make-belief teaching and learning issues; and some of the classroom realities can 
actually make or break them. Hence, the novice teachers must be courageous and 
willing to explore and acquire new knowledge and skills related to teaching; they 
too must understand the psychology of learners if they are to capture and stimulate 
students’ interest to learn. It is through the activities of integrating content knowl-
edge, understanding about teaching and good grasp about learners that shape novice 
teachers into professionals who are knowledgeable with respect to the content of the 
subject (Shulman  1987 ). 

 However, different issues has been brought up by Aldrich ( 1990 ) and Pushkin 
( 2001 ) who claimed that novice teachers generally do not know how to teach (Siti 
Zohara Yassin  2005 ). The claim was supported by Darling-Hammond ( 2006 ) who 
agreed that novice teachers are still fresh and are being infl uenced by their school 
and college experiences. In terms of their ability to teach, many scholars found that 
the newbies do not have content-knowledge and they did not know the appropriate 
teaching method for their students (Darling- Hammond  2006 ). Being inexperienced, 
these teachers were also found to have adjustment issues in schools. 

 Another aspect that the novice teachers have to deal with is their self-awareness, 
namely the formation of a new social identity or a “new persona as teachers” (Polio 
and Wilson-Duffy  1998 ). Ishihara ( 2005 ) highlighted that while teaching in the 
classroom, there are many other concerns that has been raised on novice teachers, 
such as language profi ciency and self-esteem as well as cultural knowledge of the 
content matter (Polio and Wilson-Duffy  1998 ). Hanipah ( 2004 ) fi nds that teachers 
seldom question their assumptions and the beliefs they developed in teaching. Ong 
et al.’s ( 2004 ) study however, discovered many positive aspects of teaching practice. 
It also highlighted – too a very disturbing trend – that almost 55 % of the novice 
teachers discovered their teaching practice failed to provide opportunities for them 
to engage in theory and practice due to overwhelming realities of actual classrooms. 
Ong et al. ( 2004 ) also identifi ed some challenges that burdened the novice teach-
ers – environment, workload, pedagogical knowledge and content knowledge – but 
never probes into the strategies adopted by the teachers to overcome those chal-
lenges, implying perhaps the teachers were never given the chance to refl ect upon 
the strategies that they drew upon to confront those challenges. 

 When dealing with science subjects, it is known that subjects like Physics, 
Chemistry, Biology or even general Sciences are among diffi cult subjects to be 
taught and learned. This in turn creates a huge challenge for science teachers. 
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Hence, the use of appropriate teaching approach during science lesson is crucial. To 
have well-structured lessons for quality teaching in classrooms and to keep up with 
current educational demands, continuous training on instructional practice must be 
adequately provided. Melor et al. ( 2010 ) stated that among the main challenges 
faced by novice science teachers include addressing cultural differences, relating 
science theory to its applications, selecting appropriate teaching methodology or 
strategy to teach a specifi c science topic, and classroom management. Additionally, 
some novice science teachers might encounter challenges in dealing with the needs 
of unmotivated learners and learners with different levels of achievement (Kyriacou 
and Stephens  1999 ; Swennen et al.  2004 : Mehmet  2008 ).  

46.2.2     Readiness to Teach 

 “Practice makes perfect” is a quotation that can be used to stress on the importance 
of preparation towards perfection in teaching. Perfect teaching can lead teachers to 
become very effective in their teaching. Shulman ( 1987 ) suggests that certain 
knowledge is necessary for the teachers to become an effective teacher. Besides 
content knowledge, teachers are also required to have not only pedagogical knowl-
edge, but also pedagogical content knowledge. To become effective teachers, they 
must be profi cient in aspects which are further discussed in the next section. 

46.2.2.1     General Pedagogical Knowledge and Beliefs 

 According to Borko and Putnam ( 1996 ), this domain includes knowledge and 
beliefs about classroom management, instructional strategies and learners that tran-
scend particular subject matter domains. Knowledge of classroom management has 
been described as an important element in this domain. For example, teachers 
should possess knowledge on how to keep a number of pupils working together and 
oriented toward classroom tasks. A conception of classroom management that is in 
line with a cognitive psychology offered by Doyle ( 1986 ) suggests that the major 
tasks of classroom teaching are promoting order and learning. 

 The task of promoting order is mainly for the purpose of establishing and main-
taining an environment that promote learning. Thus, Borko and Putnam ( 1996 ) 
stressed that to accomplish a given task, teachers must have strategies for establish-
ing rules and procedures, organizing groups, monitoring and pacing classroom 
events, and reacting to misbehaviour. Apart from knowledge of classroom manage-
ment, Borko and Putnam ( 1996 ) also explained that teachers need knowledge of 
how to structure classroom activities, as well as repertoires of strategies and rou-
tines for interacting with pupils, for ensuring pupils’ participation and engagement, 
and for keeping lessons running smoothly. Besides that, Kennedy ( 1990 ) mentioned 
that teachers who are fl uent in a subject are distinguished from others in at least 
three respects: they know a great deal of specifi c content, that is facts and ideas; they 
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have formed a variety of complete relationships among pieces of content; and they 
understand how to approach new problems or dilemmas and how to produce new 
ideas within the subject. On that note, a number of local studies reviewed found that 
novice science teachers in Malaysia are generally defi cient in pedagogical knowl-
edge and the skills in preparing effective lessons (Nabilah and Nurshamsida  2011 ).  

46.2.2.2     Subject Matter Knowledge and Beliefs 

 In addition to general pedagogical knowledge and beliefs, effective teaching for 
understanding also requires fl exible, thoughtful, conceptual understanding of sub-
ject matter (Borko and Putnam  1996 ). Because subject matter knowledge means 
different things to different people, it is important to determine exactly what is 
meant by subject knowledge (Turner-Bisset  2001 ). Borko and Putnam ( 1996 ) also 
noted that several important distinctions within knowledge of subject matter have 
been made by researchers studying teachers’ knowledge and learning. Shulman 
( 1986 ) outlined the original division of content knowledge into three categories: 
subject matter, content knowledge (the knowledge of a subject), pedagogical con-
tent knowledge (teaching knowledge of subject matter), and curricular knowledge.  

46.2.2.3    Pedagogical Content Knowledge (PCK) 

 Pedagogical content knowledge (PCK) constructs have served as an important cata-
lyst for considering the ways in which teachers need to think about the subjects they 
teach (Borko and Putnam  1996 ). Shulman ( 1986 ,  1987 ) conceptualized pedagogical 
content knowledge as a combination of subject matter knowledge and general peda-
gogical knowledge. He emphasized that pedagogical content knowledge goes 
beyond knowledge of subject matter in the dimension of subject matter knowledge 
for teaching. Shulman ( 1986 ) explained that pedagogical content knowledge 
includes;

  “ The most useful forms of representation ,  the most powerful analogies ,  illustrations ,  exam-
ples ,  explanations ,  and demonstrations  –  in a word ,  the ways of representing and formulat-
ing the subject to make it comprehensible to others …  It also includes an understanding of 
what makes the learning of a specifi c topic easy or diffi cult :  the conceptions and 
 preconceptions that students of different ages and backgrounds bring with them to the 
learning of those most frequently taught topics and lessons .” ( p.9 ) 

   Shulman ( 1987 ) further explained that pedagogical content knowledge identifi es 
the distinctive bodies of knowledge for teaching. For Shulman, teaching must begin 
with a teacher’s understanding of what is to be learned and how it is to be taught. He 
goes on to explain that teachers must have an understanding of how particular top-
ics, problems, or issues need to be organised, represented, and adapted to different 
interests and abilities of learners. Meanwhile, Carter ( 1990 ) used the term peda-
gogical content knowledge to mean what teachers know about their subject matter 
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and how they translate that knowledge into classroom curricular events. This expla-
nation shows that pedagogical content knowledge represents a class of knowledge 
that is central to teachers’ work, that differentiates expert teachers in a subject área 
from other subject area experts (Cochran et al.  1993 ; Marks  1990 ), and seemingly 
important for teaching (Rovegno  1992 ). 

 In their extensive review on teachers’ knowledge and beliefs, Borko and Putnam 
( 1996 ) organized pedagogical content knowledge into four categories which are; 
overarching conception of teaching a subject, instructional strategies and represen-
tations; students’ understanding; thinking and learning in a subject; and, curriculum 
and curricular materials. Borko and Putnam argued that teachers’ overarching con-
ceptions of teaching a subject can limit their efforts to learn to teach in new ways 
and can be resistant to change. They also claimed that teachers have limited knowl-
edge of subject specifi c instructional strategies and representations, and of the 
understanding and thinking of their students about particular subject matter content. 
In similar vein, Bullough ( 1992 ), Rovegno ( 1992 ), Borko et al. ( 1988 ), and Veal 
( 2004 ) found that novice teachers have a relative lack of pedagogical content knowl-
edge. Because novice teachers have limited notion of how children learn specifi c 
content, of what children fi nd diffi cult or exciting, and of common misconceptions 
children hold, they encounter diffi culties in representing content appropriately for 
helping pupils learn (Rovegna  1992 ). These fi ndings suggest that teachers, particu-
larly beginners, need assistance in developing PCK because limited PCK does affect 
lesson planning and teaching.  

46.2.2.4    The Nature of Pedagogical Content Knowledge 

 In addition to teachers’ subject matter (content) knowledge and their general knowl-
edge of instructional methods (pedagogical knowledge), pedagogical content knowl-
edge was originally suggested as a third major component of teaching expertise by 
Shulman ( 1986 ,  1987 ), and his colleagues and students (e.g. Carlsen  1987 ; Grossman 
et al.  1989 ; Gudmundsdottir  1987a ,  b ; Mark  1990 ). Ashton ( 1990 ) described peda-
gogical content knowledge as a type of knowledge that is unique to teachers, and is 
based on the manner in which teachers relate their pedagogical knowledge (what 
they know about teaching) to their subject matter knowledge (what they know about 
what they teach). It is the integration or the synthesis of teachers’ pedagogical knowl-
edge and their subject matter knowledge that comprises pedagogical content knowl-
edge. According to Shulman ( 1986 ) pedagogical content knowledge:

  “…  embodies the aspects of content most germane to its teachability. Within the category of 
pedagogical content knowledge I include ,  for the most regularly taught topics in one ’ s 
subject area ,  the most useful forms of representation of those ideas ,  the most powerful 
analogies ,  illustrations ,  examples ,  explanations ,  and demonstrations  –  in a word ,  the ways 
of representing and formulating the subject that make it comprehensible to others  . . . [ It ] 
 also includes an understanding of what makes the learning of specifi c concepts easy or dif-
fi cult :  the conceptions and preconceptions that students of different ages and backgrounds 
bring with them to the learning.”  ( p. 9 ) 
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   Hauslein et al. ( 1992 ) compared the organization of subject matter knowledge 
between groups of experienced science teachers, experienced research scientists, 
novice science teachers, subject area science majors, and preservice science teach-
ers. They found both science majors and preservice teachers demonstrated similar, 
loosely organized subject matter knowledge; and that the subject matter knowledge 
of the novice, experienced teachers and the research scientists were much deeper 
and more complex. However, compared to the researchers (who showed a fl exible 
subject matter structure), the teachers showed a more fi xed structure, hypothesized 
to result from curriculum constraints. Cochran et al. ( 1993 ) revised Shulman’s orig-
inal model to be more consistent with the constructivist perspective on teaching and 
learning. They described a model of pedagogical content knowledge that results 
from an integration of four major components, two of which are subject matter 
knowledge and pedagogical knowledge. The other two other components of teacher 
knowledge also differentiate teachers from subject matter experts.    

46.3     Methodology 

 This study employed a qualitative approach whereby data were gathered mainly 
through interviews and supported by document analysis. A qualitative research is 
deemed appropriate as the researchers need to acquire rich data and information to 
answer the outlined objectives. A set of guidelines on what to ask the respondents 
was prepared prior to the interviews. The study used a purposive sampling. The 
target population was novice science teachers in a secondary school who has served 
less than 5 years around the state of Selangor. Twenty science teachers agreed to 
participate. All interviews were tape recorded and transcribed for analysis accord-
ing to specifi c themes that correspond to the objectives of the study.  

46.4     Findings 

 The discussion on fi ndings focuses on the following; (a) aspects relating to instruc-
tional practices that the novice science teachers lack; (b) the nature of existing con-
tinuous professional development programs they attended and (c) the science 
teachers’ view of future training for continuous professional development. 

 With regards to instructional practices, it was found that the research participants 
have problems choosing appropriate teaching strategies to teach certain science topics. 
Lack of experience appears to be one of the main reasons cited. Although the novice 
teachers are familiar with various teaching approaches, strategies and techniques, they 
are clearly grappling, exploring and learning which methods would work best during 
the teaching and learning process, as indicated in the following excerpts:

  “…  I ’ m afraid that the methodology chosen is not really suitable to implement with those 
students …  time constraint if used other method during teaching and learning process .” 
 Teacher 11  
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 “ I try to use different style of teaching technique ,  but sometimes it ’ s hard to fi nd the suit-
able teaching styles to the students …”  Teacher 15  

   While some teachers are unsure of which teaching method to use, there are those 
with inferior content knowledge. This situation poses great challenges as indicated 
by the three teachers below:

  “… my major is chemistry but I ’ m not master enough chemistry concept. Sometimes ,  I can-
not explain it well to students. I also teach general science ,  since the topic for science 
subject mostly from biology subject ,  therefore I had problem to master the topics fi rst before 
teaching students …”  Teacher 5  

 “…  my major is biology but I have diffi culty in delivering the biology lesson in the sim-
plest way . … some how I feel my knowledge is limited which I need to study and do extra 
reading to make sure I really understand the topic that I ’ m going to teach …”  Teacher 8  

 “…  I think I need to improve my content. Sometimes ,  I lost while teaching and cannot 
elaborate more on a certain concept …”  Teacher 1  

   Specifi cally, the novice teachers will be challenged when teaching high achiev-
ing students who tend to be knowledgeable or those who have learnt the subject 
prior to the classroom session. Teachers with inferior content knowledge often fi nd 
it diffi cult to respond to students’ questions, to elaborate and explain concepts, and 
to give good examples. Also, they may neither know how to gauge students’ under-
standing nor develop good test items to assess students’ learning Sub-standard con-
tent knowledge are also common among non-option teachers having to teach general 
science subject matter. 

 With respect to classroom management, the research participants had problems 
understanding learners, managing misbehaviours and dealing with their attitude. In 
Malaysian classrooms, the average number of students is 30 to 40 per classroom. 
For the novice teacher, handling one problematic student may be diffi cult enough; 
bigger class size poses greater challenges hence problems. Below are some of the 
novice teachers’ views relating to classroom management:

  “… understanding students is important in order to to make sure the teaching and learning 
process were goes smoothly and effectively . … sometimes I also unable to control the class , 
 especially during lab session …”  Teacher 1  

 “… in the last class ,  sometimes I feel diffi cult to control the classroom .”  Teacher 3  
 “…  ask students to form group is really diffi cult ,  they tends to form groups with their 

friends . … if I being stricto them ,  they will be rebellious ,  refuse to learn and I can feel nega-
tive aura from the students .”  Teacher 18  

   Interview data also reveals that the novice teachers are neither well versed with 
assessment of, nor for students’ learning. Knowledge on assessment is important 
because most often, assessment drives teaching. Among more senior teachers, the 
way teaching is carried out is very much dependent on how their students will be 
assessed. The research participants admitted to having used tests constructed by 
senior teachers instead of developing their own.

  “ Mostly is used my senior colleagues assessment to give to my students …  not creative 
enough to plan a variety teaching methods and assessment …”  Teacher 7  

 “ I follow the way of experience teacher in my school teach in the class ,  and I also used 
most of the assessment from her …”  Teacher 17  
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 The above responses also suggest other possible traits of the novice teachers. Not 
putting effort to create own assessment may be the result of being lazy, lack of cre-
ativity or neither having enough time nor the drive to explore and plan for better 
teaching and assessment of students as implied in the excerpts below:

  “… I think I ’ ve been using the same pedagogy and teaching methods. I ’ ve forgotten all the 
methods that I ’ ve learned. Maybe I ’ m not creative enough …”  Teacher 20  

 “… hard to attract students to be able active in learning and focus in class during my 
explanation ”  Teacher 1  

 “…  sometimes ,  I have problem to motivate my students …”  Teacher 4  

   All teachers – novice teachers included – are required to attend Continuous 
Professional Development (CPD) programs. The main goal of CPD practices is to 
enhance teacher quality, to promote teacher professionalism (Greene et al.  2012 ; 
Lilia Halim and Subahan  2002 ) and to improve on the implementation of school 
curriculum. However, to answer the second research objective, data revealed that 
existing CPD practices failed to meet the professional development needs and train-
ing expectations of the novice science teachers. To begin with, most of the partici-
pants are in unison that their CPD courses were held at venues that are not 
conducive.

  “… The program has involved teachers in all Malaysia ,  so ,  the venue being choose not suit-
able because not big enough. This makes the place is crowded and then ,  the concept of the 
program is talk ,  therefore I cannot focus and hear well because the crowded audience …” 
 Teacher 2  

 “ Before this I went to CPD courses in hotel ,  it ' s really comfortable to learn. Last year ,  I 
went to program in IPG hall ,  its really uncomfortable because crowded ,  due to the number 
of teachers attend increases and the place do not facilitate well …”  Teacher 20  

 “… time constraint and venue affect my learning process in CPD courses .”  Teacher 18  

 The boring manner in which training was conducted – partly contributed by 
unsuitable venues – also leads to dissatisfaction among the teachers, resulting in 
their lack of focus and unwillingness to listen.

  “… The talk concept of the program ,  cannot focus because one way learning process ,  this 
due to a long time to listen to the talk …”  Teacher 6  

 “ To me also the program should be varied rather than talk only ,  for example the course 
can teach ,  teacher how to conduct the experiment in class and all the participant should do 
the experiment by themselves .”  Teacher 18  

 A number of research participants also lamented the ineffectiveness of the cas-
cade training model used by the Ministry of Education to enhance skills and knowl-
edge among teachers:

  “… most of the CPD program I had is only at school ,  which is in - house training. Which all 
the instructors are experienced teachers at my school who went to the centralized CPD 
programs and later share their knowledge ”  Teacher 7  

 “… I do not go a lot of CPD courses ,  because mostly all the expert teacher will go to 
CPD courses. I just had in - house sharing with them ,…  for one hour per session …”  Teacher 
9  

 Finally, most of the novice teachers also highlighted that core courses on improv-
ing teaching and learning are often sidelined to give room for introduction and 
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familiarization to new government policies; hence, they do not quite benefi t from 
efforts to help improve the quality of teachers and teaching.

  “… Most of CPD programmes just to give guideline about the new curriculum be imple-
mented  …  like the SBA ,  I - THINK and KBAT. But mostly …  attended by expert teacher …” 
 Teacher 14  

 “ Most of the CPD course that I attend is good and helpful in certain aspect only ,  espe-
cially for implementing new systems like SBA and Frog VLE ,  but for teaching and learning 
process in the class still lack .”  Teacher 15  

   Having specialized programs and courses that will help novice science teachers 
to improve on their generic pedagogical knowledge and skills; knowledge and skills 
in Science subjects; planning, managing and delivering science instruction; and 
diagnosing and evaluating students are partly what all science teachers must learn 
and acquire to be effective (Kamisah Osman et al.  2006 ). The following quotations 
extracted from the interview transcripts highlighted the novice teachers’ needs and 
concerns about present and future CPD courses.

  “… I think the courses should be a two way communication  … focus on the subject s / he 
teaches … to avoid overcrowding and to allow for more discussion … courses also need to be 
hands - on  [ for teachers to ]  directly implement the skills …”  Teacher 8  

 “ Before this I attend the short course on the state level for my subject ,  this short course 
is attended by all the teachers in this subject and we share and discuss about the best tech-
nique and method to teach the subject. All the experienced teacher also shares about tech-
nique for making paper. But the program was now being stopped because do not have 
funding …”  Teacher 3  

 “… Instructor  [ of ]  the CPD courses …  sometimes I feel  [ is of ]  the same level with me …
 also lack of experience but try to teach in class …”  Teacher 13  

   In short, most of the novice teacher in this study coveted for CPD courses that 
address their weaknesses; hands-on and practical; that would benefi t many while 
develop their professionalism. The novice teachers also poiny up that novice teach-
ers should also be given equal opportunity to attend CPD courses which would 
address not only their weaknesses but also improve their practical skills, and uplift 
their professionalism. These teachers also emphasized that instructors of CPD 
courses should be those are has established credibility to conduct such courses.  

46.5     Conclusion 

 From the study, teachers with less than 5 years experience need to improve their 
instructional practices to attain quality teaching that will result in enhanced stu-
dents’ learning. Improvement via attending CPD programs will also prevent them 
from being professionally stagnant at the same level over an extended period. 
Instructional-related aspects identifi ed as requiring immediate attention and 
enhancement include (i) instructional strategies; (ii) poor content knowledge; (iii) 
understanding learners; (iv) assessment matters; and (v) being creative in class. 
Efforts to provide sound CPD programs nevertheless should be better than the ones 
currently offered or practiced; taking into account the actual needs of the novice 
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science teachers. Reconditioning of identifi ed areas may improve CPD courses to 
be more structured and engaging. Other considerations in the implementation of 
CPD courses should include provisions of appropriate venue, appropriate duration, 
number of participants; scope of the course; credible instructors, and delivery mode. 
If Malaysia education is serious about improving teacher quality and the teaching 
quality in schools, it is only right that the suggestions put forward herein be given 
serious considerations.     
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    Chapter 47   
 Peer Evaluation System in Team Work Skills 
Assessment       

       Nur’Ain     Ismail     ,     Asniza     Hamimi     Abdul Tharim    ,     Thuraiya     Mohd    , 
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    Mohammad     Nasharudine     Shuib    ,     Mohd     Khairi     Kurdi    , and     Ismail     Yusof   

    Abstract     The higher learning institutions in Malaysia are changing rapidly as most 
of the institutions take account of a number of major external factors such as soft 
skills. One of the essential soft skills among undergraduates that need to be assessed 
is teamwork. In the learning process, team work is often a crucial part where stu-
dents learn to work together using their individual skills despite any personal con-
fl ict. This team work can be evaluated through the peer evaluation assessment 
method. Currently, this peer evaluation had been done by using the manual form 
that needed to be fi lled by students in relation to the performance of their group 
members. The manual peer evaluation method does not refl ect the true performance 
of their peers because when the forms are submitted to the lecturer, everyone can 
see the marks given by the others. Due to this, the students will tend to give a biased 
assessment on the performance of their peers because they do not want to hurt the 
feelings of others by giving a low assessment score. Thus, the main objective of this 
paper is to discuss the development of an online self-assessment system or other-
wise known as the e-PRS. The objective of e-PRS is to provide a non-bias platform 
for students to evaluate their group members on a fair basis and to ease the process 
of grading by lecturers. The e-PRS is the acronym for ‘Elektronik’, ‘Penilaian’, 
‘Rakan’, ‘Sebaya’ which is an online evaluation system to assess soft skills. 
Therefore this online evaluation system has the potential to be widely used by all 
higher learning institutions in Malaysia. It is hoped that the development of e-PRS 
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as an online peer evaluation assessment can enable students to honestly evaluate 
their peers under complete anonymity because it is an online-based assessment sys-
tem whereby only the lecturers will see the marks given by the students on the per-
formance of their peers and will contribute to a sustainable learning environment 
due to its paperless nature.  

  Keywords     Peer evaluation system   •   Soft skill   •   Team work  

47.1         Introduction 

 Hard skills can be defi ned as the academic competencies, experience and expertise 
level of graduates. Previous study by Sulaiman et al. ( 2008 ) proved that today grad-
uates are mostly academically outstanding in relation with the hard skills but seri-
ously lack in terms of the soft skills. Soft skills are personal attributes that will 
enhance an individual’s self-esteem and future career prospects which are interper-
sonal and can be broadly applicable in various situation and environment. Muir 
( 2004 ) in his research found that soft skills are one of the essential tools that enable 
for the employees to contribute to their fullest potential. His fi ndings was supported 
by Somerset ( 2001 ) who stressed out on the importance of soft skills in contributing 
to the success and great achievement of an organization. Another study by Archer 
and Davison in  2008  found that ‘soft skills’ were believed to have more weight than 
technical or ‘hard skills’ regardless the size of the company. According to Crosbie 
( 2005 ), there are eight soft skills that should possess by an individual which are: 
teamwork, communication skills, initiative, leadership ability, people development/
coaching, personal effectiveness, planning and organizing, and presentation skills. 
While Gupta ( 2009 ) stated that soft skills which includes certain abilities such as 
communication, problem-solving, self-motivation, decision-making, and time man-
agement skills should be embedded in universities academic module. 

47.1.1     Ministry of Higher Education, Malaysia 

   Soft skills are identifi ed to be the most critical skill in the current global job market espe-
cially in this fast moving era of technology. (Ministry of Education, Malaysia  2006 ) 

   The Ministry of Higher Education was established on 27 March 2004 which 
comprises of two departments : Higher Education Management Department (JPIPT) 
and the Polytechnic and Community College Management Department. The JPIPT 
is divided into two main sectors that are the IPTA (public universities) Management 
Sector and the IPTS (private universities) Management Sector. The Malaysian 
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Qualifi cations Agency (MQA) was set up on 1st November 2007 to enhance and 
accelerate the Malaysian academic quality in Higher Learning Institutions. This 
agency plays an important role in implementing the Malaysian Qualifi cation 
Framework (MQF) as the main basis for Higher Learning Institution quality assur-
ance. The MQF emphasis on the Nine (9) Learning Outcome of Malaysian Higher 
Learning Institutions namely the:

    1.    LO 1: Knowledge in Specifi c Area-Content   
   2.    LO 2: Practical Skills   
   3.    LO 3: Thinking and Scientifi c Skills   
   4.    LO 4: Communication Skills   
   5.    LO 5: Social Skills, Teamwork and Responsibilities   
   6.    LO 6: Values, Ethics, Moral and Professionalism   
   7.    LO 7: Information Management and Life Long Learning   
   8.    LO 8: Management and Entrepreneurship   
   9.    LO 9: Leadership Skills     

 In 2006, in order to support on the implementation of the above mentioned 
Learning Outcomes, the Ministry of Education (MoE) has identifi ed seven soft 
skills that should be possessed by Higher Learning Institution graduates. Year 2007, 
Malaysian Ministry of Higher Education has developed and introduced soft skill 
module to the Malaysian public universities after taking in account on complaints 
made by industry and employer on the lack of soft skills attribution and possession 
by university graduates. These module was developed through compilation of 573 
literature from past research study in other countries.  

47.1.2     Evaluating Soft Skills: Team Work 

 One of the signifi cant components in the soft skills module developed by the 
Ministry of Education (MoE) is the teamwork skills. Teamwork can be defi ned as 
the   process     of   working     collaboratively with a   group     of people in   order     to   achieve     
a   goal    . Therefore it is often necessary for   colleagues     to   work     well together, trying 
their best in any circumstance. Teamwork also   means     that people will try to coop-
erate,   using     their individual   skills     and   providing      constructive      feedback    , despite any 
personal   confl ict     between   individuals     (Business Dictionary.com). In order to eval-
uate these team work skills, a peer assessment often used to measure the perfor-
mance each of the team members. Peer assessment can be defi ne as the 
responsibility of assessing work of peers against various set of assessment crite-
ria. It’s one of a powerful tools for the students to have better understanding on 
assessment criteria and also transfer certain percentage of ownership of the assess-
ment process and marks to them that subsequently will helps increasing their self-
motivation and team work skills.  

47 Peer Evaluation System in Team Work Skills Assessment
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47.1.3     Factors Infl uencing Acceptance of Peer Assessment 

 According to William et al. ( 1998 ), there are few factors that infl uencing the accep-
tance of peer assessment as a tools in assessing marks for peers as the following:

    (i)    Performance Level: Low performance people has the tendency to dislike the 
usage of peer assessment since the group members (high performance people) 
can hold them responsible for their lack of commitment.   

   (ii)    Self-Monitoring: An individual’s ability and willingness to alter his or her 
behaviour accordingly (Snyder  1987 ). Where normally high performance peo-
ple are able to display unfelt emotions.   

   (iii)    Self Esteem: self-esteem moderates the relationship between performance 
feedback and future performance. Brockner et al. ( 1987 ) believed that low self- 
esteem individuals will respond poorly to negative feedback. Therefore, low 
self-esteem individuals should dislike peer evaluation system due to the fear of 
potential negative feedback.   

   (iv)    Individualism: Group members who are very individualistic may dislike peer 
appraisals since they allow other group members to determine their outcomes 
(ratings). Group members that are less individualistic (i.e., more collectivist) 
should be more supportive of peer appraisals, since the evaluation shifts the 
attention from an individual ratter to the group as a whole.    

Previous research by Kane and Lawler ( 1978 ) suggested three signifi cant conditions 
that should be met in order for peer evaluation to be success which are:

    (i)    Peers should be in a good and positive position to observe unique aspects of 
each other’s behaviours;   

   (ii)    Peers should be capable of accurately perceiving and interpreting the salient 
aspects of each other’s behaviours;   

   (iii)    There should be a perceived need to improve the effectiveness with which the 
characteristics of group members are assessed.    

47.1.4       Online Peer Assessment System 

 In present condition, peer assessment had been done by using the manual form that 
need to be fi lled individually by group members in assessing the performance of 
their group members towards the end of the courses. This manual peer assessment 
often does not represent the actual performance of team members because of the 
tendency to give a biased assessment as the safety measure of not hurting the feel-
ings of others when the forms were submitted by hand to the lecturer. Previous 
researcher report that students have more positive and unbiased attitudes toward 
evaluating peers’ work when the peer evaluator is kept anonymous to the student 
being evaluated as refl ected by similar fi ndings by Cheng and Warren ( 1997 ). This 
statement also supported by Brindley and Scoffi eld ( 1998 ), Falchikov ( 1986 ), and 
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Miller and Ng ( 1994 ) who believed that peer evaluator not wanting to make 
 unfavourable judgments about the person she or he evaluates when the evaluator is 
expose when making the evaluation or peer assessment. Therefore this paper wills 
discuss on the innovation approaches taken by Universiti Teknologi MARA (Perak) 
in evaluating the teamwork skills by using an online Peer Assessment Systems 
known as e-PRS. The system development and features which consist of the student 
and lecturer module of the online system that will enhance on the individualism and 
self-esteem aspects of evaluators as well as providing an anonymous and unbiased 
peer assessment environment.   

47.2     Assessing Team Work Skills Using Peer 
Assessment Form 

 Team work skills are required to be measured in the courses when involving the 
ticking of social skills, team work and responsibilities (LO5). Therefore, the stu-
dents of these courses will be evaluated based on their ability to work together with 
other people from various social and cultural backgrounds. Taken as an example for 
this research paper is course code QSD187: Construction Law, Diploma in Quantity 
Surveying which has to evaluate all the criteria of the teamwork skills listed in 
Ministry of Education Learning Outcomes such as TS1: ability to develop good 
relation, interaction and effective teamwork to achieve common goals; TS2: ability 
to understand and resume alternate roles between leader and group members; TS3: 
ability to identify and respect the behavior, attitude and belief of others; TS4: ability 
to contribute ideas in planning and coordinate group works; and TS5: ability to 
responsible with group decisions. 

 Therefore, lecturers take the approach to build up an appropriate rubric for TS1 
until TS5 that enable the students to evaluate level of cooperation provided among 
group members in the course work as in Fig.  47.1 . The rubrics were arranged in the 
table form known as the Peer Assessment Form and evaluation done by using likert 
scale of 1 until 4. The likert scale makes it possible for the students to distinguish 
the marks given for each of the group members as per Fig.  47.1 .

   However, after several semesters using the manual Peer Assessment Form as a 
tool to measure the team work skills, it gives extra work load to lecturers such as (i). 
the drifted of forms that have been fi lled by students; (ii). the students are not trans-
parent where they intend to give full marks to their peer (Fig.  47.3 ); and (iii). the 
lectures have to transfer the marks from the form into the template created before 
compiled with other marks in course work (Fig.  47.2 ).

    Figure  47.3  shows example of peer assessment that have been practiced through-
out the semester. The samples consist of fi ve (5) group members in a group. From 
fi ve (5) peer assessment marks, Student A, B and C give full marks to Student D but 
it is contrary to the score assigned by Students E. This situation can create confl ict 
between marks given by Student A, B, C with the marks given by Student E in 
evaluating the performance of Student D. 

47 Peer Evaluation System in Team Work Skills Assessment
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 The manual peer assessment form does not refl ect the true performance of the 
group members. This is due to the facts that when submitting the form to the lec-
turer, it is not private and confi dential. Therefore, the students will tend to give a 
biased assessment on the performance of their group members because they do not 
want to hurt the feelings of others by giving a low assessment score.  

47.3     Development of an Online Self-Assessment System 
(e-PRS: ‘Elektronik’, ‘Penilaian’, ‘Rakan’, ‘Sebaya’) 

 e-PRS is an innovation that has been developed to facilitate peer assessment for 
students or lecturers. This is because, there are some diffi culties experienced by the 
two parties as being discussed before. The students are intend to give full marks 

  Fig. 47.3    Sample of peer assessment for one group       

  Fig. 47.2    Practice of the existing peer assessment       
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because they did not have the confi dentiality in evaluating their group members, 
while the lecturers should take more time in the process of grading the team work 
skills for each student. 

 The system developed known as e-PRS which is the acronym for ‘Elektronik’, 
‘Penilaian’, ‘Rakan’, ‘Sebaya’. It is an online evaluation system to assess soft skills 
based on the rubric stipulated in the peer evaluation form as Fig.  47.9 . The system 
consists of two (2) module which are student module and lecturer module. 

47.3.1     Features of e-PRS (‘Elektronik’, ‘Penilaian’, ‘Rakan’, 
‘Sebaya’) 

47.3.1.1     Student Module 

 The student module consists of student registration, enroll course, enroll assign-
ment, peer assessment and also update profi le. Before using the system, the students 
must create an account by fi lling the registration form as shown in Fig.  47.4 . The 
system allow for students to update the personal profi le if there is any changes (Fig. 
 47.5 ). In order to view all assignment posted by lectures in the system, the students 
need to enroll the course fi rst (Fig.  47.6 ). After that, the assignment topic will dis-
play for students to select and invite the group members for that particular assign-
ment (Refer Figs.  47.7  and  47.8 ). The system only permitted one person to add 

  Fig. 47.4    Student registration       
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  Fig. 47.5    Update profi le       

  Fig. 47.6    Enroll course       
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  Fig. 47.7    Enroll assignment       

  Fig. 47.8    Enroll assignment: view and add member       
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group members in order to proceed with the peer assessment. The students will start 
evaluate their group members at peer assessment form (Fig.  47.9 ).

        The assessment based on the MoE of Learning Outcomes for teamwork skills 
which are TS1, TS2, TS3, TS4 and TS4. The student only choose the scale that 
represents the real value of teamwork skills for their group member without any 
undue infl uence from the friend. The marks given only can be seen by the lecturer 
so it creates more comfortable situation for the student to evaluate their group 
members.  

47.3.1.2     Lecturer Module 

 The lecture module consists of manage assignment, update profi le and also generate 
report. This system need to login by using staff identifi cation number and also pass-
word. If there any changes in the personal information, the lecturers are allow to 
update the profi le. The lecturers are required to manage assignment in the system 
for students to evaluate as shown in Fig.  47.10 . All assignments that has been sub-
mitted will be display at the bottom of the form. After students evaluating their 
group members, the lectures can generate report to gain the peer assessment marks 
for individual student and their strength in the team work skills (Fig.  47.11 ). 

 The value added to this system exists in Evaluation Report which produces the 
scoring based on the item in team work skills (TS1 until TS5). Here, the lecturer can 

  Fig. 47.9    Peer assessment form       
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  Fig. 47.10    Manage assignment       

  Fig. 47.11    Generate report       
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see the characters of all students in the class so that improvements can be made in 
the next semester in terms of teaching and learning.

47.4           Impacts of an Online Self-Assessment System (e-PRS: 
‘Elektronik’, ‘Penilaian’, ‘Rakan’, ‘Sebaya’) 

 The e-PRS is an innovation of online system which developed to overcome the 
problems of the accessibility to evaluate the peer assessment for students. The eval-
uation can be access through internet without needs to fi nd the form from their 
friends. Therefore, the students have their own space evaluating their group mem-
bers without having any doubt or not feeling guilty while doing the assessment. The 
e-PRS is a platform of non-bias peer assessment evaluation which creates more 
genuine assessment in the teamwork skills for further continuous improvement for 
the student, lecturer and also the course. 

 Besides that, this system will save time of students in evaluating the group mem-
bers when they do not have to submit the form personally to the lecturer or hand 
over to the person in charge for collecting the peer assessment form. By clicking the 
submit button in the system, the peer assessment already sent to the lecturer’s inter-
face. The system also saves the lecture’s time because the assessment is already 
generated. It saves a lot of steps in the exiting process of grading the student. The 
online peer assessments support the process of grading the students on teamwork 
skills. 

 The e-PRS is an online surveillance and monitoring on teamwork skills. This is 
because, the system kept the peer evaluation data for student from Year 1 until year 
3. Therefore, the Resource Person (RP) of the course or academic advisor can 
 monitor the performance for each student in order to meet the requirement of team-
work skills needed in the market. Besides that, the system is able to identify stu-
dent’s strength in specifi c teamwork skills throughout the semester. 

 The e-PRS supports the sustainability of the environment because introducing 
the paperless peer assessment system. The students do not have to print or make a 
copy of the peer assessment form in the process of evaluating their group members. 
Therefore, the lecturer will not receive a bundle of peer assessment form and it will 
reduce the quantity of disposed paper without exercising recycling. Indirectly, the 
system is able to maintain the sustainability of the environment if the practice is 
applied continuously.  

47.5     Conclusion 

 As conclusion, the e-PRS is an innovation from the exiting peer assessment form to 
overcome of the problems in the accessibility, non-transparent evaluation and the 
complexity of the grading process for assessing teamwork skills for each student. 

47 Peer Evaluation System in Team Work Skills Assessment
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The system is able to provide many advantages such as (i). easily accessible to stu-
dents and lecturers; (ii). provide more comfortable space for students to exercise 
judgment on their group members; (iii). facilitate the process of identifying the 
specifi c teamwork skills for each student for their future improvement; and (iv). also 
help reduce the usage of paper.     
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    Abstract     This paper presents the adoption of Project-based Learning (PjBL) into 
the development of e-Portfolio assessment for higher education institution. The pur-
pose of the study was to examine the adoption of PjBL as a learning strategy into the 
development of e-Portfolio. Initially, this paper was conducted as a preliminary 
study with a total number of 30 students who undergoing Bachelor of Art and 
Design Education and then practicing project-based in their coursework. The pilot 
study was conducted and showed the reliability coeffi cient with Cronbach’s alpha 
(α) is 0.9. The instrument was divided into fi ve components which involved (1) 
student responsibility (2) instructor support (3) instructional methodology (4) 
course and instructor and (5) student interaction and collaboration, to measured the 
learners work preferences. The fi ndings were reported that learners are positively 
accepted the learning styles as an approach in developing their metacognitive pro-
cess. This project-based learning will give learner’s an opportunity to face authentic 
and real-life situation. Therefore, project-based learning was focuses on the devel-
opmental process involving higher order thinking (HOT) to generate new ideas, 
solutions of problems, and self-actualization of individuals. At the end of the day, 
the project-based learning will not only benefi t the instructor but the learners as a 
key referral of a competency and performance.  
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48.1         Introduction 

 The adoption of a Project-based Learning (PjBL) into e-Portfolio, it seems like will 
be benefi t the learners. It will involve the actual creation of the course content, 
learning materials and assessment. These learning strategies need to be aligned with 
a specifi c learning goals and able to develop higher order thinking skills among 
learners. 

 In Malaysia context, arts and design courses has been implemented projects as a 
routine in assessing their coursework. It’s aligned with the needs of assessment 
provided by Malaysia Qualifi cation Accreditation or known as MQA as a guideline 
in assessing students in higher education institution especially for art and design 
courses. So that, the portfolio become an important assessment evidences which to 
store, refl ect and show their visual art and design projects. The e-Portfolio will 
acquired them to communicate with the ideas by doing collecting, displaying, artic-
ulating and evaluating the projects or tasks. 

 Although, e-Portfolio has been developed in many countries and fi elds, there is 
little research focused on e-Portfolio assessment such project-based, experiential 
education or active learning (Thomas et al.  2001 ; Woelfel et al.  2014 ; Mahmood and 
Hafeez  2013 ). Amin Embi et al. ( 2011 ) has been stated on his report only 30.9 %, 
which is 11–20 % of student coursework are conducted as an e-learning assessment 
in Malaysian HEI’s. So, there is a potential and need to embrace this study due to 
DeFabio ( 1993 ), Jamentz ( 1994 ), and Tillema ( 1998 ) statement that the proponents 
of portfolio are better predictors of students’ performance in ‘authentic’ situation 
and that they can also improve students’ higher order thinking (HOT) skills specifi -
cally in higher education institution (Gikandi et al.  2011 ; Chin-Hung et al.  2013 ). 

 Considering the needs of e-Portfolio and the lack of strategy and measurement 
tools, PjBL has been proposed to ensure the successful of e-Portfolio to increase 
their engagement and intention to fulfi ll the task. So, the PjBL is able to offer 
instructor and learner’s a set of strategy and measurement tools in evaluating their 
higher order thinking for respective courses or tasks. Despite, the potential of ICT 
in bringing major changes in the education system cannot be questioned. The 
increase in numeral, sophistication, and the role of ICTs in providing rich and effec-
tive tools to transform teaching and learning are more autonomous and 
entertaining.  

48.2     Literature Review 

 PjBL projects are central, not peripheral to the curriculum (Barrows  1986 ; Thomas 
 2000 ). Savin-Baden ( 2003 ) defi nes project-based learning as being something dif-
ferent from problem based learning, whereas Boud ( 1985 ) claims they can be the 
same. However to justify based on the purpose of the study, in perspectives of 
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defi nition and conceptualization, both are the same. The difference lies in which 
project based learning acquires a production model while problem based learning 
develops an inquiry model. 

 The learning process in PjBL starts with the authentic (Albion  1998 ) problems as 
a context (Barrows and Tamblyn  1980 ). Project-based involve learners in a con-
structive investigation in which transferring of knowledge takes place in a real con-
text (Brown et al.  1989 ; Perkins and Salomon  1989 ; Spiro et al.  1988 ). Projects are 
student-driven which activities is design into a different level and degrees to pro-
mote learners higher order thinking (Dunlap and Grabinger  1996 ). 

 Thomas ( 2000 ) defi nes PjBL is as a model that organizes learning around 
projects (Thomas  2000 ) which is presented in a student-centered environment 
and teacher acting as a facilitator (de Graaff and Kolmos  2002 ). PjBL learning 
environment was emphasizes on learners’ application of knowledge, higher-
order thinking, and self-directed learning skills (Barrows  1996 ; Dolmans and 
Schmidt  1994 ; Kamin et al.  2001 ) according to the goals and setting of learning 
(Nuutila et al.  2005 ). 

 The interconnection between PjBL and theoretical ideas has been proven, such 
as experiential learning (Kolb  1984 ), the refl ective practitioner (Schon  1987 ) and 
constructivism and social learning (Lave  1993 ; Piaget  1952 ; Vygotsky  1979 ). 
Consequently, numerous instructional models that focus on PjBL (Ryberg et al. 
 2006 ) have agreed that the PjBL strategy is entirely in accordance with the construc-
tivist paradigm and collaborative learning concept. As a result, there is a strong 
support for the notion that computer-based learning environments can be effectively 
used to support constructivism and transformative learning (Reushle  2005 ; Wilson 
 2004 ) and may offer many advantages (Reushle  2005 ). 

 In this context, the preliminary study was conducted to examine the adoption of 
PjBL into e-Portfolio. The constructs consists (1) student responsibility (2) instruc-
tor support (3) instructional methodology (4) course and instructor and (5) student 
interaction and collaboration.  

48.3     Methodology 

 The purpose of this study is to investigate the Project-based Learning (PjBL) as a 
learning strategy towards the development of an e-Portfolio in selected course-
work. At the pilot stage, Faculty of Education, Universiti Teknologi MARA 
(UiTM) has been chosen with a total number of respondents 30 students. These 
respondents who undergoing Bachelor of Art and Design Education, that who are 
practicing coursework. The questionnaire was measured learner’s readiness 
towards the use of PjBL strategy in e-Portfolio. These items were measured on 
fi ve-point Likert scale ranging from (1)  strongly disagree , (2)  disagree , (3)  neutral , 
(4)  agree  and (5)  strongly agree .  

48 A Preliminary Study of a Project-Based Learning (PjBL) into the Electronic…
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48.4     Data Findings and Analysis 

 The data fi ndings and analysis was described as below: 

48.4.1     Respondent’s Profi le 

 In this study, simple frequency and descriptive analysis was conducted on the demo-
graphic attributes. The frequencies result of the respondent’s profi les. As reported, 
16.7 (n = 5) were male and 8.3.3 % (n = 25) of the respondents were female. In terms 
of ages grouping, almost half 46.7 % average 24–25 years, 26.7 % (20–21 years), 
16.7 % (22–23 years) and 10 (25 years above) (Table  48.1 ).

48.4.2        The Student Responsibility 

 Based on this construct, the learners belief that is a major responsibility for them to 
comply the set of skills and fulfi ll the task (M = 4.57). The approach will encourage 
them to reach a variety of resources (M = 4.47) and play an important role (M = 4.40) 
by having support and assistant from peer and facilitator (M = 4.40). Project involve 
learners to accept the challenges and specifi c requirement (M = 4.37) pursue them to 
refl ect and connected by using a peer or forum discussion. PjBL approach allowed 
learners to be evaluated (M = 4.30) and transferring the knowledge to ensure the 
authenticity and context would benefi t to them (Table  48.2 ).

48.4.3        Instructor Support 

  Based on this fi ndings, the learners will perform if the instructor is able to encour-
age and guide them to express the ideas clearly (M = 4.67). This phenomenon, might 
result the learners effort towards to explore a variety of information (M = 4.53) by 

  Table 48.1    Frequency of 
demographic respondents  

 Demographic attributes  Frequency  % (percentage) 

 Gender 
  Male  5  16.7 
  Female  25  83.3 
 Age 
  20–21 years  8  26.7 
  22–23 years  5  16.7 
  24–25 years  14  46.7 
  25 years above  3  10.0 
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providing a positive feedback (M = 4.50). The prompt and feedback will directed the 
learners to arrive at the solution with a step and process (M = 4.23). This strategies, 
to avoid learners received a tacit knowledge, which could prevent them for the artic-
ulation their own reasoning processes. However, some of the learners believe that 
negative feedback (M = 3.03) will give an implication whether its good or differ 
(Table  48.3 ).

48.4.4        Instructional Methodology 

 Based on this fi ndings, the learners much prefer to have a discussion forum with 
peer members (M = 4.57) and expecting to achieve more in gaining knowledge 
(M = 4.47). The learners show a positive acceptance to working on a project 
(M = 4.40) and wiling to follow the project requirement (M = 4.40) but in condition 
the instructional methodology must suit to them (M = 4.37). The instructional should 
able to provide and portray their skills (M = 4.33) and the resources allowing them 
satisfy the need of requirements (M = 4.30) (Table  48.4 ).

   Table 48.2    The student responsibility towards the use of PjBL   

 No  Items   m  

 1  I wish to fulfi ll the task given  4.57 
 2  I will make enough effort to reach various information sources  4.47 
 3  I will consult with fellow student or teacher when I didn’t understand  4.40 
 4  I must play an important role in my own learning  4.40 
 5  I am wiling to accept any challenges in this course by follow the project 

requirements 
 4.37 

 6  I am preferred to have a discussion forum with my peer members/group member  4.33 
 7  I am wiling to be evaluated  4.30 

   m  mean  

   Table 48.3    Instructional support in teaching and learning process   

 No  Items   m  

 8  The instructor encourages me to express my ideas clearly  4.67 
 9  The instructor encourages me to use various information sources  4.53 
 10  The instructor provides me with a positive feedback  4.50 
 11  The instructor asks me how to arrive at the solution with what steps and process 

involve 
 4.23 

 12  The instructor considers my performance during the problem solving process  4.13 
 13  The instructor provides me with a negative feedback  3.03 

   m  mean  

48 A Preliminary Study of a Project-Based Learning (PjBL) into the Electronic…



622

48.4.5        Course and Instructor 

 This construct is to examine the implementation of the course and instructor using 
PjBL. The fi ndings show that, well prepared course content (M = 4.47) and assess-
ment (M = 4.43) should be linked and aligned with the instructional objectives. The 
goal should be designed clearly (M = 4.43) and conducted accordingly (M = 4.40). 
The bright and clear two-ways communication (M = 4.33) will offered many oppor-
tunities for participation in the course (M = 4.27). In PjBL, the course will be design 
relate with a real-life context, so the learners are more please and happy if the 
instructor shares any innovations about the course (M = 4.32) to supplied a resources 
and set a benchmark (M = 4.20). In learning process, the instructor have to be more 
attractive and creative to use a various support tools (M = 4.13) and techniques 
(M = 4.10) to achieve the learning outcome (Table  48.5 ).

48.4.6        Student Interaction and Collaboration 

 Based on this fi ndings, the successful of PjBL can be determine when student show 
a positive interaction and collaboration to sustain the momentum of the learning 
process. The ideal part of PjBL, the learners will learn to respect others (M = 4.53) 
and collaborate with the ideas (M = 4.43). The forum discussion is ways to helps 
others (M = 4.40) and the response and feedback is very useful (M = 4.30) to improve 
their project. Hence, this forum discussion will trained them to think, rethink and 
post a quality questions and answer (M = 4.27). This strategy will helps learners to 
focus on the central issues and achieve the goals and complete the task given 
(M = 4.27) (Table  48.6 ).

   Table 48.4    PjBL as instructional methodology   

 No  Items   m  

 14  I much prefer to have a discussion forum with my peer members/group member  4.57 
 15  I am expecting to achieve more in this course than I think  4.47 
 16  I am wiling to accept any challenges in this course by follow the project 

requirements 
 4.40 

 17  I am enjoying working on a project, if it is authentic  4.40 
 18  I am wiling the instructional methodology in this course must be able to suit the 

way I like to learn 
 4.37 

 19  The instructional methodology is able provide me with enough scope to display 
my skills 

 4.33 

 20  The resources must be allowing me to satisfy the course requirements  4.30 

   m  mean  
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48.5         Conclusion and Implication 

 Based on this fi ndings, there are several points of discussion: 

48.5.1     Appropriate Instructional Methodology 

 The true fact is younger learners lack self-directed. In refl ect, instructional method-
ology is to avoid potential detrimental effects to the learners who under-prepared. 
The facilitator should identify the learners’ current cognitive capabilities and their 
experiences with PBL to devise reasonable expectations of their development of 
self-directed learning skills. The learner’s was occupied with a self-directed skills is 

   Table 48.5    Course and instructor relationship   

 No  Items   m  

 21  The instructor is well prepared for the lessons  4.47 
 22  Assessment is prepared in parallel with the course content  4.43 
 23  The instructor adds a value to the ideas  4.43 
 24  The course goal is briefl y explain at the beginning of the task  4.43 
 25  The course must be conducted according to the explain plan  4.40 
 26  I am able to communicate with the instructor  4.33 
 27  I am being offered with individual opportunities (project, presentation, 

discussion, etc.) for participation in the course 
 4.27 

 28  The language used for delivering instruction is clear  4.27 
 29  The instructor shares any innovations about the course content with me  4.23 
 30  Suffi cient information is supplied about accommodating resources  4.20 
 31  I am able to get a feedback on the course activities  4.13 
 32  The instructor used various methods whenever necessary throughout the course  4.13 
 33  The instructor used various tools whenever necessary throughout the course  4.13 
 34  The instructor used various techniques whenever necessary throughout the course  4.10 

   m  mean  

   Table 48.6    Student interaction and collaboration in learning process   

 No  Items   m  

 35  I will respect other’s ideas in my group  4.53 
 36  I am able to collaborate with the other members of my group  4.43 
 37  I am able to discuss my idea with the other members of my group  4.40 
 38  I am able to read other posting about the course is very useful  4.30 
 39  I fi nd the ability to post questions  4.27 
 40  The setting of learning goals help me to focus on what needed to be achieved  4.27 
 41  I am being able to collaborate in my group in practical sessions is very helpful  4.20 

   m  mean  
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able to be independent and responsible to satisfy the learning needs. The reasoning 
questions and deeper understanding of the task given will make them become more 
resourceful and knowledgeable. 

 The projects will not only allowed them to work individually but also with peers 
to share, helps and support the learning environment. Despite, PjBL ecosiste, was 
emphasized the ability to solve and comprehend the problem, its allowed the learn-
er’s become more realistic and matured with the unstructured and authentic prob-
lem. The set of skills infused in PjBL also stated in Project-based Learning Blueprint 
by Ministry of Education ( 2006 ) emphasizing higher order thinking attributes as a 
key to facilitate meaningful and real-life learning.  

48.5.2     Course and Instructor 

 The instructor should start identify the real life problems within the context and then 
select one problem that best affords the results. The selected PjBL problem needs to 
be appealing to the learners to keep them motivated. Learning goals and objectives 
guide instructor to outline the depth of content and, consequently, provide a body 
and structure for aligning the scope of the problem with the curriculum standards 
(Trafton and Midgett  2001 ). 

 In considering and specifying learning goals and objectives, the facilitator or 
instructor should focus on domain knowledge. Domain knowledge afforded by the 
problem, the instructor should analyze the concepts, principles, procedures (Sugrue 
 1995 ), and factual information that evolve around the most accepted interpretation 
of the problem/case, hypothesis, and solution to the problem. Notably, with PjBL, 
learners have equal opportunities of learning by doing which enable them to enhance 
critical skills, engage with the problem and shape the learning process (Doppelt 
 2003 ). So, it can be safely said that learners who undergo PjBL is absorbed into a 
system of assessment that focus on learners performance (Corcoran et al.  2004 ).  

48.5.3     Interaction and Collaboration 

 The PjBL actually test learners metacognitive skills to evaluation of difference 
sources, resolution of confl icting viewpoints, and extension of the learning experi-
ence to be possibly adapted in a daily life. Refl ection of PjBL is a major idea of 
having this as a strategy. Learners might be able to demonstrate on the meaning, 
importance, and use of learned materials. The design of the refl ecting component 
should focus on; (1) acquisition of all the necessary knowledge, (2) adequate depth 
of study, (3) effective and effi cient research methods, (4) logical and effective rea-
soning processes, (5) conceptual integration of knowledge and (6) effective problem 
solving strategies.   
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48.6     Limitations and Future Research 

 The current study still has its limitation in whereas the samples not cater the whole 
population of a Social Science and Humanities cluster. This study could benefi t the 
early stage on justifying the reliability of the instrument. Therefore, there is a need 
the instrument to be tested to make sure it’s reliable and could be use in the actual 
fi eldwork. The current study still has it limitation in term of sampling techniques. 
Therefore, for future study, it is very important to determine preferable sampling 
techniques to match with the requirement and represent the population of the study.     
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    Chapter 49   
 Effectiveness of Computerized Homework 
Implementation in Thermodynamics: 
Correlation Between Doing the Homework 
and the Grade       

       Mohd     Azree     Idris     ,     T.  M.     Indra     Mahlia    ,     Nur     Irmawati     Om    ,     Ibrahim     Hussein    , 
and     Mohamad     Ruslan     Jamil   

    Abstract     The objective of the implementation is to gauge the effectiveness of com-
puterized homework in improving students’ understandings of Thermodynamics, 
and to investigate the correlation between the scores attained in computerized 
homework and the overall grade achieved by the students in Thermodynamics. 
There were two sections of MEHB213 Thermodynamics I offered during Special 
Semester 2013/2014. Section 1 with 63 students used the computerized homework 
while the other section (Section 2, 60 students) continued with the normal manual 
homework. The computerized homework did not utilize the commercial software 
available in the market, instead it was developed at College of Engineering, 
UNITEN. The computerized homework system is a MATLAB and PHP based pro-
gram and resides on Apache Web server. MATLAB generates the questions and 
randomize the variables, while PHP displays the contents on the web. The database 
used for the system is MySQL. The manual homework assigned for the subject had 
been replaced by the computerized homework in order to give a fast feedback to the 
students and to reduce the time engaged by lecturers to mark the homework. The 
answers submitted by students in computerized homework were automatically 
graded by the system, and they would be immediately notifi ed whether the answers 
given were correct or not. The students could access the computerized homework at 
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anytime throughout the semester. The questions were arranged according to  chapters 
and the time to release each question could be set in the system. The result from this 
study shows there is a direct correlation between doing the computerized homework 
and the improved grades in Thermodynamics I. 90.4 % of students from Section 1 
who used the computerized homework passed the subject while the section which 
did not use the system had 56.7 % passing grade.  

  Keywords     Computerized homework   •   Skills   •   Thermodynamics  

49.1         Introduction 

 Students pursuing degree in Mechanical Engineering and Electrical Engineering at 
UNITEN will take Thermodynamics I in the third semester of their programs. This 
course provides the basic fundamental of thermodynamics for engineering applica-
tion and problem solving. The knowledge and skills gained in the course serve as 
the foundation for later courses. Students completing Thermodynamics I will have 
the ability to analyze thermodynamics properties of pure substances and its applica-
tions to steam and refrigeration cycles and their related systems. The past records in 
the College indicated that students who failed this subject and other fundamental 
courses like Circuits Analysis I, Advanced Calculus and Differential Equations, 
often would leave the department and the university because they did not have 
strong foundations for subsequent courses. To ensure that the students are prepared 
with strong fundamentals in Thermodynamics, various teaching and learning 
approaches have been employed and one of them is through computerized home-
work. For Special Semester 2013/2014, two sections were offered for 
Thermodynamics I and 63 students enrolled in Section 1 while another 60 students 
were in Section 2. This was a short semester covering 8 weeks only unlike normal 
semester which had 14 weeks of classes. The objective of the implementation is to 
gauge the effectiveness of computerized homework in improving students’ under-
standings of Thermodynamics, and to investigate the correlation between the scores 
attained in computerized homework and the overall grade achieved by the students 
in Thermodynamics. 

 Lim and Morris ( 2009 ) observed that varying the delivery methods in teaching 
can increase students’ satisfaction from the learning experience as well as their 
learning outcomes. Mehrabian et al. ( 2014 ) presented that creative innovation in 
content delivery and instructional methods is the key success to an effective online 
learning environment. It is important that students get a faster feedback to the home-
work assigned to them. Chickering and Gamson ( 1987 ) underline the ‘Seven 
Principles for Good Practice In Undergraduate Education’ and one of them is giving 
a prompt feedback. A swift response will allow the students to quickly gauge their 
understanding of a certain topic. The manual method of assigning homework will 
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take some times for the students to get a feedback. Many materials covered in 
Thermodynamics I are new to students since they do not have or learn similar sub-
jects during high schools or foundations. Mason and Grove ( 2002 ) reported that 
about 30 % of teachers’ time in Great Britain is devoted to marking. Dziuban et al. 
( 2004 ) in a 3-year study between the face-to-face, fully online, and mixed teaching 
methods of face-to-face and fully online, found that mixed teaching always give 
better success rates than the other two methods.  

49.2     Computerized Homework 

 The paper-and-pencil problems assigned at the end of the chapter are replaced with 
an online system over the World Wide Web, administered by a web server at College 
of Engineering, UNITEN. The purpose of computerized homework is to enhance 
the knowledge gained by the students in the classrooms. This setting has a mixture 
of online learning and face-to-face communication in the classrooms, Rovai and 
Jordan ( 2004 ). The questions for Thermodynamics I computerized homework are 
from the textbook and previous years’ exams. Questions may include images and 
schematic diagrams, and they can be objective or subjective types of questions. 
Questions are divided into separate chapters to make it easier for students to do the 
homework and revision based on the materials that have been covered in the class. 
The system will generate randomize values for the variables used in each question, 
and therefore the answer to each question will be different from one student to 
another. The system is hosted at COEOnline, a student portal for College of 
Engineering at Universiti Tenaga Nasional (UNITEN.) When a student logs in into 
the system, the questions for each chapter will be generated for him/her. The student 
can access the online computerized homework from COEOnline around the clock. 

 Computerized homework is a MATLAB and PHP based program and resides on 
Apache Web server. MATLAB generates the questions and randomize the variables, 
while PHP displays the contents on the web. The database used for the system is 
MySQL. 

49.2.1     Implementation 

 There were two sections of MEHB213 Thermodynamics I offered during Special 
Semester 2013/2014. One section used the computerized homework and the other 
section continued with the normal manual homework. There were 93 questions in 
the computerized homework covering 10 chapters. Figure  49.1  shows an example of 
a question in the computerized homework.

49 Effectiveness of Computerized Homework Implementation in Thermodynamics…
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   Following is an example of MATLAB code to generate a question in computer-
ized homework:

     

    One of the most important skills in Thermodynamics that the students must pos-
sess is the ability to read the steam tables for properties like pressure, temperature, 
volume and energy for water, refrigerant and ideal gases. One part of the computer-
ized homework program is a drill on the steam tables. Figure  49.2  shows a sample 
question on steam tables. The MATLAB code to generate the question for steam 
tables drilling exercise is given in the Appendix.
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   Another feature of the computerized homework is an email notifi cation sent to 
all students in the class every time a new question is successfully answered by a 
student.   

  Fig. 49.1    An example of Thermodynamics question in computerized homework       

  Fig. 49.2    An example of Thermodynamics question in computerized homework       
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49.3     Results and Analysis 

 The objective of the study was to check whether the computerized homework would 
give an impact on students overall grades for Thermodynamics I. The average 
CGPA of students in Section 1 and Section 2 were checked at the beginning of the 
semester to confi rm that the students began almost at the same par in terms of aca-
demic standing. The average CGPA for Section 1 and Section 2 were 2.71 and 2.51 
with a standard deviation of 0.56 and 0.46 respectively. Students in Section 1 used 
the computerized homework system while for Section 2 the students continued with 
the normal manual method of doing the homework. 

 Table  49.1  shows the distribution of grades for Thermodynamics I and the cor-
responding average computerized homework marks. The table indicates that stu-
dents who score higher marks in the computerized homework gets better results in 
the subject. The data in Table  49.1  is translated into a graph in Fig.  49.3 , which 
shows the grades obtained by students for Section 1 and the number of computer-
ized homework questions that had been answered by them. The coeffi cient of deter-
mination for the linear regression is R 2  = 0.992. The graph for the computerized 
homework shows a pattern of improving grades with the number of questions 
answered by the students. 90.4 % of students from Section 1 passed the subject (D 
or better) while for Section 2 the percentage was 56.7 %.

49.4         Conclusion 

 In the past various teaching approaches had been adopted to tackle the relatively 
higher failure rates in Thermodynamics I compared to other subjects taken by engi-
neering students at UNITEN. The diffi culty faced by the students in Thermodynamics 
I because many concepts learned in the subject are new to them unlike Mathematics 
which they had many years of exposure in high schools and foundations. 
Computerized homework is introduced so that the students have the chance to work 

    Table 49.1    The grades for students and the corresponding average computerized homework 
marks   

 Grade  No. of students 
 Average computerized 
homework mark (%) 

 A  6  94.3 
 B  18  84.1 
 C  24  64.4 
 D  9  48.3 
 E  6  30.1 
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on more problems on Thermodynamics and at the same time get a prompt feedback 
on the answers that they have submitted. The result from this study shows there is a 
direct correlation between doing the computerized homework and the improved 
grades in Thermodynamics I. The study was implemented during the Special 
Semester which was much shorter than normal semester but the result was encour-
aging. The participation rate of the students in doing the computerized homework 
was high; only two students did not do the computerized homework, and more than 
56 % of the students had answered at least 80 % of the questions. 90.4 % of students 
from Section 1 who used the computerized homework passed the subject while the 
section which did not use the system had 56.7 % passing grade. Various teaching 
methods had been employed by College of Engineering, UNITEN, to tackle the 
higher failure rate in Thermodynamics I. The implementation of computerized 
homework in the subject shows a promising result since there is a direct correlation 
between doing the computerized homework and a better grade in the subject. The 
computerized homework can be extended to more Thermodynamics I sections in 
the future, and to expand the system to other subjects.      
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    Chapter 50   
 Academic Dishonesty Among Business 
Students: A Descriptive Study of Plagiarism 
Behavior       

       Norashikin     Hussein     ,     Syezreen     Dalina     Rusdi    , and     Siti     Sarah     Mohamad   

    Abstract     The advents of technology have reshaped the way people live, work and 
communicate. This high-tech development is also observed in the process of teach-
ing and learning especially in higher learning institution. Aligned with the use of 
technology in institutions of higher education, a growing concern of academic dis-
honesty issue has emerged. This paper aims to investigate the reasons students 
engaged in plagiarism and their level of awareness towards plagiarism activity. A 
total of 99 sets of questionnaires were collected from students of a degree business 
program in a public university in Malaysia. The fi ndings indicate that the level of 
awareness among students on plagiarism is high. However, that does not stop them 
from engaging with plagiarism having easy access of the internet and the fact that 
they have a habit of doing last minute work. Different perceptions between genders 
on plagiarism were also investigated and discussed.  

  Keywords     Academic dishonesty   •   Business students   •   Plagiarism  

50.1         Introduction 

 The world today is driven by technologies that become practical for its communica-
tions, its economy and ever more its daily organization (Risquez et al.  2011 ). This 
high-tech development is also observed in the process of teaching and learning 
especially in higher learning institutions. The appropriate use of information and 
communication technology in the area of education makes teaching and learning 
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more worthy, by improving the learning effectiveness as well as adding another 
perspective to learning that was not previously available (Hartley  2007 ). Aligned 
with the use of technology in institutions of higher education, a growing concern of 
academic dishonesty issue has emerged. One of the global matters related to aca-
demic dishonesty infecting many academic institutions is plagiarism. 

 Academic plagiarism become more intensifi ed today than ever as the growth of 
the Internet has opened up opportunities for students to cheat. It has made available 
a much wider number of web-based sources, facilitating the purchase or “cut-and- 
paste” of appropriate materials which encourage plagiarism (Sterngold  2004 ). In 
addition to technological advancement that changed the face of education, changing 
attitudes toward what constitutes acceptable behaviour in the business world have 
been suggested also as contributing toward a decline in student honesty, particularly 
with respect to business students (Brimble and Stevenson-Clarke  2005 ). This is in 
conjunction with Collins ( 2000 ) that most studies did fi nd that business students 
tend to be even less ethically sensitive and have more lenient attitude towards what 
contribute to cheating behaviour (Klein et al.  2007 ). Thus, it is crucial to fi nd veri-
fi cation on plagiarism activities among undergraduates especially involving busi-
ness students as these students are future business leader (Iberahim et al.  2012 ). 

 Another issue not entirely settled is the question of which student groups are 
prone to plagiarising university assignment (Walker  2010 ) and whether they are 
aware of such misconduct. This involves various demographic parameters for 
instance age, gender and levels of academic have been shown to be important vari-
ables (Bennett  2005 ; Bradinova  2006 ; Brimble and Stevenson-Clarke  2005 ; Park 
 2003 ; Nadelson  2007 ; Perry  2010 ). Much research has been carried out across the 
globe but less evidence found on plagiarism act in Asian countries especially in 
Malaysian context. Therefore, the purpose of this study is to investigate the level of 
awareness towards plagiarism activity and the reasons of engaging in the miscon-
duct. Awareness level between genders on plagiarism were also explored and 
discussed.  

50.2     Literature Review 

50.2.1     Awareness of Plagiarism 

 The subject of plagiarism, that is a wrongful appropriation and stealing of another 
author’s language, thoughts, ideas or expressions and representation of them as 
one’s own original work is not something novel to academic community (Carroll 
 2004 ). Hussin and Ismail ( 2013 ) identifi ed three types of plagiarism that include 
verbal plagiarism in which the speaker uses lines from a text without acknowledg-
ing the source (Park  2003 ), plagiarism in writing (Auer and Krupar  2001 ) and lastly, 
the internet or digital plagiarism (Scanlon and Neumann  2002 ). Among these three, 
the most common type of plagiarism is the lifting of information or ideas from a 
source text without acknowledging the source (Park  2003 ). It is easy for a student to 
paraphrase another author’s ideas without appropriately crediting the source, in the 
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pursuit of higher grades, and such activity is frequently attributable to desperation, 
often caused by procrastination or plain laziness (Smith et al.  2007 ). 

 In discussing the issue of plagiarism, the critical point to take into account is that 
the idea of the matter varies across countries and differs according to academic lev-
els (Rezanejad and Rezaei  2013 ), let alone the cause of doing it. Not even aware of 
the act of plagiarism is another issue. In a study of 2,600 third level students, McCabe 
et al. ( 2008 ) found that just over 40 % of respondents believed that cutting and past-
ing from the internet is either trivial plagiaristic behaviour or not plagiaristic at all. 
Similarly, it was found that students also engaged in ‘patch-writing’, where several 
pieces of borrowed material is patched together as a result of lack of understanding 
of the content (Howard  1995 ). Howard ( 1995 ) suggests that patch-writing may be 
perceived as an attempt to re-synthesize diffi cult material and, in terms of learning, 
may actually assist understanding ability. Thus, in this context, students view that as 
a legitimate study strategy whereas academics see patch-writing as plagiarism 
(Wilkinson  2009 ). 

 When students do not fully understand what constitutes plagiarism, or what the 
penalties for its detection are, they may not see it as a problem (Smith et al.  2007 ). 
Although most students tend to understand that academic misconduct is wrong, if 
they perceive that as tolerable is different from the faculty or university, their under-
standing of the wrongness of academic misconduct doesn’t help much (Kwong 
et al.  2010 ).  

50.2.2     Reasons of Plagiarism 

 The reasons why students resorted to plagiarism differ. First-year university stu-
dents arrive at university from diverse educational, geographic and cultural back-
grounds and perceive referencing primarily as an issue of compliance for it has 
often not been taught explicitly, or within a discipline context prior to tertiary edu-
cation (Perry  2010 ). Hayes and Introna ( 2005 ) note that the education system in 
most countries is based on learning and assessment that typically focus on the con-
tent of a text book. Thus, it does not seem to be easy for students to be critical or to 
raise their own opinions, leading to copying ideas from books and other sources 
instead especially if they are new to the English language (Handa and Power  2005 ; 
Zimmerman  2012 ). 

 Dawson ( 2004 ) analysed the relationship between the type and diffi culty of the 
task set and the likelihood of committing plagiarism. Other research found that most 
of the students plagiarize to get the right answers of their questions, ultimately to 
achieve high grades in their studies instead of getting expertise in their subjects of 
study (Ramzan et al.  2012 ). Apart from that, peer pressures also have a strong effect 
on students’ perception of the act of plagiarism (Ellahi et al.  2013 ). Deckert ( 1993 ) 
suggested one of the possible reasons for students in Hong Kong to plagiarise is that 
students had little familiarity with the Western notion of plagiarism and poor ability 
to recognize it. Similarly, students understand they should not copy words without 
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referencing, but fail to grasp the rationale as the reasons are not explicit and often 
cloaked in unfamiliar academic language (Stagg et al.  2013 ).  

50.2.3     Awareness of Plagiarism Between Genders 

 Gender awareness on plagiarism is reported vastly in the literature. In the early 
1990s, the literature in the area of academic dishonesty largely focuses on the infl u-
ence of ‘individual’ factors such as genders and age group upon such dishonesty 
where earlier studies suggested that cheating was more prevalent among males, 
more recent studies suggest female cheating is increasing, possibly due to a conver-
gence of role requirements among males and females in the academic environment 
(Brimble and Stevenson-Clarke  2005 ). 

 In contradiction, Becker and Ulstad ( 2007 ) explained that females may try to 
avoid the negative consequences of cheating and tend toward ethical action. unlike 
males, focusing more on perceived benefi ts of cheating and less on the consequences 
of being caught and therefore more prone to plagiarising in particular (Park  2003 ). 
Whitley ( 2001 ) found out that there was no signifi cant difference between genders 
whereas Bradinova ( 2006 ) explained that in examining the possible effects of gen-
der on students’ understanding of the meaning of plagiarism, the analysis of the 
sample does not show any signifi cant differences between male and female stu-
dents’ views about what constitutes plagiarism but female students express slightly 
higher opinions on plagiarism.   

50.3     Methodology 

 A quantitative survey was undertaken to serve the purpose of this study. 
Questionnaires with 23 items were distributed to a total of 99 students from a busi-
ness degree program in one of a public universities in Malaysia ranging from semes-
ter 1 to semester 5. The questionnaires were divided into three parts. The fi rst part 
of the survey required respondents to rate the importance of seven items to measure 
the level of awareness whereas the second section contained 16 potential reasons 
related to academic plagiarism. Respondent rated the given statements using 5-point 
likert scale with 1 indicating strongly disagree and 5 indicating strongly agree. The 
instruments were adapted from various literatures (Comas-Forgas and Sureda- 
Negre  2010 ; Ramzan et al.  2012 ) which have been proven to be reliable and valid. 
Given the sensitive nature of the questions, all responses provided by the respon-
dents were guaranteed of anonymity. The last part of the questionnaires involved 
collecting demographic information of the respondents. All data were analyzed 
using Statistical Package for Social Sciences (SPSS).  
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50.4     Results 

50.4.1     Demographic Profi les 

 The profi le of respondent focuses on gender, age, semester and previous education. 
Among 99 respondents, male constitutes of 23.2 % and female constitutes of 76.8 % 
involving students from semester 1 until semester 4. Since the semester 1 students 
are the fi rst batch in the course, hence there is no student for semester 2. Details of 
the demographic profi les are as per Table  50.1 .

50.4.2        Level of Awareness 

 The following fi ndings indicate the level of awareness among business students 
pertaining to plagiarism. The result shows that most students aware that plagiarism 
is wrong with the highest value of mean, μ = 4.33 (SD = 0.67). In general, students 
have a clear understanding on the meaning of plagiarism and that the act of copying 
from materials without crediting the sources constitute plagiarism since the mean 
value are both high (μ = 4.18, SD = 0.84 and μ = 4.05, SD = 0.8 respectively). 
Similarly, they realized that they will be caught (μ = 3.91, SD = 0.74) and face seri-
ous consequences if they violated the plagiarism policy (μ = 3.72, SD = 0.82). 
Nevertheless, they rated moderately on the effectiveness of the university and the 
faculty in catching those who engaged in plagiarism (Table  50.2 ).

  Table 50.1    Demographic 
profi les of respondents  

 Variables  Frequency  % 

 Gender 
 Male  23  23.2 
 Female  76  76.8 
 Age 
 <20 years  9  9.1 
 >20 years  90  90.9 
 Semester 
 Semester 1  9  9.1 
 Semester 3  30  30.3 
 Semester 4  29  29.3 
 Semester 5  31  31.3 
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   Table 50.2    Level of awareness among students   

 Awareness  Mean  Std. deviation 

 I understand plagiarism to be wrong  4.33  .670 
 I understand the meaning of plagiarism  4.18  .837 
 Copying from a book without crediting the source constitutes 
plagiarism 

 4.05  .800 

 If a student violates the plagiarism policy he/she will be caught  3.91  .744 
 If a student violates the plagiarism policy he/she face serious 
consequences 

 3.72  .821 

 University is effective at catching students who plagiarize  3.28  .869 
 Our faculty is effective at catching students who plagiarize  3.26  .910 

50.4.3        Reasons for Plagiarism 

 Concerning with the reasons of plagiarism, the fi ndings indicate that the ease of 
access offered by the Internet to fi nd information is the main reason for students 
resorted to plagiarism (μ = 4.23, SD = 0.69) followed by the habit of doing things 
last minute work (μ = 4.12, SD = 0.78) and the assignment to be done is very compli-
cated (μ = 3.90, SD = 0.78). Based on the result below, students moderately agreed 
that they plagiarize due to the feeling that they did not learn anything from the 
assignment (μ = 4.23, SD = 0.69). At the second lowest rank of reason leading to 
plagiarism is the feeling that lecturers to whom the assignment is to be submitted do 
not thoroughly read the assignments (μ = 4.23, SD = 0.69) and the least is that it 
would be hard for the lecturer to fi nd out they had copied (μ = 4.23, SD = 0.69) 
(Table  50.3 ).

50.4.4        Level of Awareness Between Genders 

 In assessing the level of awareness between genders, the analysis of the sample 
stipulated in Table  50.4  shows that both female and male understand that plagiarism 
is wrong with both values of mean are high (μ = 4.34, SD = 0.66 and μ = 4.30, 
SD = 0.70 respectively). An examination of gender infl uences on crediting sources 
showed that females were more likely to proper cite the authors (μ = 4.12, SD = 0.75), 
whereas males were more likely not to have the citation of sources (μ = 3.83, 
SD = 0.94). For other variables, it was observed that there was no signifi cant differ-
ence between male and female. However, from the result, females express slightly 
higher opinion on all variables than males indicating that the tendency for males to 
plagiarize is higher.
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   Table 50.3    Reasons for plagiarism   

 Reasons  Mean  Std. deviation 

 Ease of access offered by the Internet to fi nd information  4.23  .697 
 The habit of doing things at the last minute  4.12  .786 
 The assignment to be done is very complicated  3.90  .789 
 A lack of time  3.83  .809 
 Many assignments have to be submitted over a short period of time  3.78  .932 
 A belief that copying something from the Internet is not bad, because 
everything on the internet is public 

 3.70  .788 

 The fact that the assignment set is eminently theoretical  3.69  .649 
 It’s easier, simpler and more comfortable than doing the work 
yourself 

 3.65  .812 

 Because other classmates do it  3.64  .963 
 The fact that the assignment has a reduced weight in the fi nal grade 
of the subject 

 3.51  .787 

 Students do not know how to do academic assignments  3.44  .895 
 You get a higher grade than by doing the assignment yourself  3.37  .864 
 The knowledge or feeling that the lecturer to whom the assignment is 
to be submitted is not very skilled at using the internet 

 3.10  .920 

 A feeling that you do not learn anything from the assignments  3.09  .905 
 Due to the knowledge or feeling that the lecturer to whom the 
assignment is to be submitted does not thoroughly read the 
assignments 

 3.07  .786 

 A feeling that it would be hard for the lecturer to fi nd out they had 
copied 

 3.03  1.035 

   Table 50.4    Level of awareness between genders   

 Variables  Gender  N  Mean 
 Std. 
deviation 

 I understand the meaning of plagiarism  Male  23  3.96  1.065 
 Female  76  4.25  .751 

 I understand plagiarism to be wrong  Male  23  4.30  .703 
 Female  76  4.34  .664 

 Copying from a book without crediting the svource 
constitutes plagiarism 

 Male  23  3.83  .937 
 Female  76  4.12  .748 

 If a student violates the plagiarism policy he/she will be 
caught 

 Male  23  4.04  .825 
 Female  76  3.87  .718 

 If a student violates the plagiarism policy he/she will be 
caught and face serious consequences 

 Male  23  3.74  .964 
 Female  76  3.71  .780 

 Our faculty is effective at catching students who 
plagiarize 

 Male  23  3.22  .902 
 Female  76  3.28  .918 

 University is effective at catching students who plagiarize  Male  23  3.22  .902 
 Female  76  3.30  .864 
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50.5         Discussion and Conclusion 

 The purpose of this study was to investigate the level of awareness and reasons of 
plagiarism among business students. Findings reveal that majority of students 
understand the meaning of plagiarism and fully aware that such act is regarded as a 
serious misconduct. Moreover, they also realized that serious consequences will 
follow if they were caught for plagiarism. Despite this awareness, they engage 
themselves in such act because they thought that the university and even the faculty 
are less effective in identifying plagiarism act. Smith et al. ( 2007 ) agreed that stu-
dents felt most academics did not want the aggravation of enforcing rules against 
cheating and plagiarising, so the great majority of students believed that the risk of 
being caught cheating or plagiarising was quite low. Similarly, Ramzan et al. ( 2012 ) 
expressed that teachers are under pressure to determine whatever they are receiving 
from the students in terms of assignments and research papers are free of plagiarism 
or not. Therefore, students prone to plagiarized as the chances of being caught are 
less (Ramzan et al.  2012 ). 

 There is a large literature relating to the reasons contributing to plagiarism. The 
study suggests that the ease of access offered by the Internet to fi nd information is 
the main reason for students resorted to plagiarism followed by habit of doing 
assignment last minute and the complexity of the task. The result is supported by 
Quah et al. ( 2012 ) as they mentioned that the issue of plagiarism is increasing due 
to the developments in information and communication technology that make vari-
ous databases, information sources and term papers available for students. At the 
same line, Devlin and Gray ( 2007 ) reported that a lack of time, poor time manage-
ment, laziness and the ease of copying access provided by the Internet were fi rst 
order factors to explain this practice. 

 In the course of various studies of academic honesty, there is no consensus of the 
infl uence of gender on plagiarism. The study revealed that there is no signifi cant 
difference between genders awareness on the subject matter. It is noted that female 
students provide a slightly higher response or opinion on plagiarism compared to 
male. Thus, the likelihood for male to plagiarize is higher. This is in line with Straw 
( 2002 ) appears that males cheat in academic situations more than female students. 

 To conclude, this study would be an eye opener to the community, university, as 
well as education sector in Malaysia. The fact that this is a preliminary study, more 
studies need to be conducted on academic dishonesty specifi cally on plagiarism 
issue. In fact, the plagiarism issue should not be taken lightly by the universities as 
it would lead to negative ethical values among students and further the future man-
power of the nation. The results of this study propose further directions for exten-
sive research in future in which robust analysis could be done to explore to what 
extent the incidence of plagiarism activities in Malaysia. It is also suggested that 
other respondents’ from different program or even other universities be included in 
future research with a bigger sample size. Lastly, it is suggested that the approach of 
the study in future to be qualitative as it would also be interesting to explore the 
proposed actions taken by the universities and ministry in handling plagiarism issue 
via interview or focus group.     

N. Hussein et al.



647

   References 

    Auer, N. J., & Krupar, E. M. (2001). Mouse click plagiarism: The role of technology in plagiarism 
and the librarian’s role in combating it.  Library Trends, 49 (3), 415–432.  

    Becker, D. A., & Ulstad, I. (2007). Gender differences in student ethics: Are females really more 
ethical?  Plagiary: Cross-Disciplinary Studies in Plagiarism, Fabrication, and Falsifi cation, 2 , 
77–91.  

    Bennett, R. (2005). Factors associated with student plagiarism in a post-1992 university.  Assessment 
and Evaluation in Higher Education, 30 , 137–162.  

    Bradinova, M. (2006).  Exploring students’ and university teachers’ perceptions of plagiarism  
(151–151 p). ProQuest dissertations and theses.  

      Brimble, M., & Stevenson-Clarke, P. (2005). Perceptions of the prevalence and seriousness of 
academic dishonesty in Australian universities.  The Australia Educational Researcher, 32 (3), 
19–44.  

    Carroll, J. (2004). Handling student plagiarism: Moving to mainstream.  Brookes E-Journal of 
Learning and Teaching, 1 , 2.  

    Collins, D. (2000). The quest to improve the human condition: The fi rst 1500 articles published in 
journal of business ethics.  Journal of Business Ethics, 26 (1), 1–73.  

    Comas-forgas, R., & Sureda-negre, J. (2010). Academic plagiarism: Explanatory factors from stu-
dents’ perspective.  Journal of Academic Ethics, 8 (3), 217–232.  

   Dawson, J. (2004). Plagiarism: What’s really going on? In  TL forum (2004). Seeking educational 
excellence . Proceedings of the 13th Annual Teaching Learning Forum.  

    Deckert, G. (1993). Perspectives on plagiarism from ESL students in Hong Kong.  Journal of 
Second Language Writing, 2 (2), 131–148.  

    Devlin, M., & Gray, K. (2007). In their own words: A qualitative study of the reasons Australian 
university students plagiarize.  Higher Education Research and Development, 26 (2), 181–198.  

    Ellahi, A., Mushtaq, R., & Khan, M. B. (2013). Multi campus investigation of academic dishonesty 
in higher education of Pakistan.  International Journal of Educational Management, 27 (6), 
647–666.  

    Handa, N., & Power, C. (2005). Land and discover! A case study investigating the cultural context 
of plagiarism.  Journal of University Teaching & Learning Practice, 2 (3), 64–84.  

    Hartley, J. (2007). Teaching, learning and new technology: A review for teachers.  British Journal 
of Educational Technology, 38 (1), 42–62.  

    Hayes, N., & Introna, L. (2005). Cultural values, plagiarism, and fairness: When plagiarism gets in 
the way of learning.  Ethics & Behavior, 15 (3), 213–231.  

     Howard, R. M. (1995). Plagiarism, authorship, and the academic death penalty.  College English, 
57 (7), 788–806.  

   Hussin, H., & Ismail, M. (2013). Plagiarism: More than meets the eye.  Advances in Language and 
Literary Studies ,  4 (2), 148–151.  

   Iberahim, H., Hussein, N., Samat, N., Noordin, F., & Daud, N. (2012). Academic dishonesty: Why 
business students participate in these practices?  Procedia Sosial and Behavioral Sciences, 90 , 
152–156.  

    Klein, A. H., Lecenburg, M. N., Mckendall, M., & Mothersell, W. (2007). Cheating during the 
college years: How do business school students compare.  Journal of Business Ethics, 21 , 
197–206.  

    Kwong, T., Ng, H. M., Mark, K. P., & Wong, E. (2010). Students’ and faculty’s perception of aca-
demic integrity in Hong Kong.  Campus-Wide Information Systems, 27 (5), 341–355.  

    McCabe, D. L., Feghali, T., & Abdallah, H. (2008). Academic dishonesty in the Middle East: 
Individual and contextual factors.  Research in Higher Education, 49 , 451–467.  

    Nadelson, S. (2007). Academic misconduct by university students: Faculty perceptions and 
responses.  Plagiary: Cross-Disciplinary Studies in Plagiarism, Fabrication, and Falsifi cation, 
2 , 67–76.  

50 Academic Dishonesty Among Business Students: A Descriptive Study...



648

       Park, C. (2003). In other (people’s) words: Plagiarism by university students –literature and les-
sons.  Assessment and Evaluation in Higher Education, 28 (5), 471–488.  

     Perry, B. (2010). Exploring academic misconduct: Some insights into student behaviour.  Active 
Learning in Higher Education, 11 (2), 97–108.  

    Quah, C. H., Stewart, N., & Lee, J. W. C. (2012). Attitudes of business students’ toward plagiarism. 
 Journal of Academic Ethics, 10 , 185–199.  

       Ramzan, M., Munir, M. A., Siddique, N., & Asif, M. (2012). Awareness about plagiarism amongst 
university students in Pakistan.  Higher Education, 64 (1), 73–84.  

    Rezanejad, A., & Rezaei, S. (2013). Academic dishonesty at universities: The case of plagiarism 
among Iranian language students.  Journal of Academic Ethics, 11 (4), 275–295.  

    Risquez, A., O’Dwyer, M., & Ledwith, A. (2011). Technology enhanced learning and plagiarism 
in entrepreneurship education.  Education + Training, 53 (8/9), 750–761.  

    Scanlon, P. M., & Neumann, D. R. (2002). Internet plagiarism among college students.  Journal of 
College Student Development, 43 , 374–385.  

      Smith, M., Ghazali, N., & Noor Minhad, S. F. (2007). Attitudes towards plagiarism among under-
graduate accounting students: Malaysian evidence.  Asian Review of Accounting, 15 (2), 
122–146.  

    Stagg, A., Kimmins, L., & Pavlovski, N. (2013). Academic style with substance.  The Electronic 
Library, 31 (4), 452–464.  

    Sterngold, A. (2004). Confronting plagiarism: How conventional teaching invites cyber cheating. 
 Change, 36 (3), 16–21.  

    Straw, D. (2002). The plagiarism of generation “why not?”.  Community College Week, 14 (24), 4ñ7.  
    Walker, J. (2010). Measuring plagiarism: Researching what students do, not what they say they do. 

 Studies in Higher Education, 35 (1), 41–59.  
    Whitley, B. E. (2001). Gender differences in affective responses to having cheated: The mediating 

role of attitudes.  Ethics & Behavior, 11 , 249–259.  
    Wilkinson, J. (2009). Staff and student perceptions of plagiarism and cheating.  International 

Journal of Teaching and Learning in Higher Education, 13 (2), 98–105.  
    Zimerman, M. (2012). Plagiarism and international students in academic libraries.  New Library 

World, 113 (5/6), 290–299.    

N. Hussein et al.



649© Springer Science+Business Media Singapore 2016 
C.Y. Fook et al. (eds.), 7th International Conference on University 
Learning and Teaching (InCULT 2014) Proceedings, 
DOI 10.1007/978-981-287-664-5_51

    Chapter 51   
 Innovating ESL Listening Instructions 
Through the Learners’ Perspectives 
on Technology-Enhanced Blended Learning       

       Sofwah     Md     Nawi      and     Gurnam     Kaur     Sidhu   

    Abstract     Research has indicated that listening is often neglected in the Malaysian 
ESL classroom for various pedagogical and logistical reasons. Conveniently, these 
problems can be addressed through the introduction of an innovative technology- 
enhanced blended learning approach which allows listening skills to be nurtured in 
a combined learning mode; both in and out of class. While adopting the blended 
approach is viable to improve the current ESL listening instructions, there is also 
lack of pedagogical understanding to help instructors, especially in the Malaysian 
tertiary institutions, to effectively implement the blended model for ESL listening 
purposes. To better understand what affects listening instructions in the blended set-
ting, this paper discusses the perspectives of Diploma-level students undergoing a 
newly implemented blended learning course for ESL listening. A semi-structured 
interview was conducted to identify the learners’ preferences in the combined face-
to- face and technology-enhanced language learning environment. Data from the 
interview suggests that in order to effectively implement the blended listening 
instructions, the learners’ language profi ciency level and motivation for self- learning 
need to be considered. Findings from this study would serve as a stepping stone to 
enhance blended ESL listening instructions via the blended approach in the future.  
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51.1         Introduction 

 Being considered the second (L2) and global language in Malaysia, learners in insti-
tutions of higher learning, who are learning English as a Second language (ESL, 
hereafter), are expected to possess competent communicative abilities. However, 
the traditional, teacher-centred and exam-oriented learning gives more emphasis 
towards the development of their literacy skills (i.e. reading and writing) as opposed 
to communicative skills (i.e. listening and speaking). Though listening is vital in 
building language profi ciency (Bozorgian  2012 ), it is a ‘Cinderella’ skill that “teach-
ers take for granted and students spend less time on actively developing” (Flowerdew 
and Miller  2012 , p. 225). In the classroom, learners obtained little exposure to lis-
tening as it was found to be the least employed task, the least focussed upon, the 
least effectively developed and the least tested skill (Hassan and Selamat  2002 ). 
Learners with varying profi ciency levels also received limited individualised 
instructions that is crucial to developing L2 listening, since in many tertiary institu-
tions, learners are placed in large and heterogeneous classes (Yang et al.  2013 ). 
Conversely, outside of classroom hours, learners were found to have little motiva-
tion to practise this skill (Davis  2013 ). 

 To address the existing issues in the current approach towards teaching ESL lis-
tening, innovative ideas are indispensable in order to help learners be more engaged 
in active and meaningful listening endeavours. One concept that is increasingly 
gaining the attention in many tertiary institutions these days is the technology- 
enhanced language learning in the blended environment, or can be referred to as 
blended language learning. In its simplest term, blended language learning can be 
defi ned as a combination of two learning modes via instructional technology (e.g. 
computer-assisted language learning or CALL) and face-to-face (F2F) classroom 
learning (Grgurović  2010 ). The idea behind a blended instruction is that learning 
can be enhanced beyond formal face-to-face meetings. Even with limited classroom 
instructional hours, listening lessons or practices can still be carried out in non face-
to- face mode. Instructions too may cater to the learners’ individual needs and lan-
guage profi ciency. This is made plausible by the plethora of resources available via 
CALL or online that can supplement the learners with an endless amount and vari-
ety of practice. 

 This notion of an innovative learning environment has prompted the develop-
ment of a new integrated English language course focusing on ESL listening for 
undergraduates in a Malaysian public higher learning institution. In this course, 
learners are exposed to a mixed learning mode; 2 h of F2F mode in the classroom, 
2 h of F2F CALL instructions in the language lab and 4–6 h of CALL or online 
activities in non face-to-face (NF2F) mode outside of classroom hours, per week. A 
commercial textbook on listening (with a CD-ROM) as well as a module combining 
web-based resources were used for instructional purposes. 

 This change in approach could be seen as a paradigm shift to the current listening 
instructions in the Malaysian ESL classroom in an effort to promote learning beyond 
the classrooms and to improve the learners’ communicative ability. Nonetheless, 
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despite the increasing implementation in higher learning institutions, there is insuf-
fi cient information on what blended instructions entail, especially where ESL lis-
tening is concerned. As listening remains under-explored both in the fi eld of second 
language acquisition (Bozorgian  2012 ) and technology-enhanced language learning 
(Genc-Ersoy and Ersoy  2013 ), the lack of information on what transpires in a 
blended L2 listening instruction may pose diffi culties to the learners. Since a ‘blend’ 
may be subjected to the permutations of technologies, pedagogies and contexts of 
learning (Smythe  2012 ), knowing how blended learning instructions affect learners 
is crucial to an effective implementation (Kobayashi and Little  2011 ). Thus, the 
instructional design conditions and the kinds of learners blended learning is most 
effective with, need to be looked into (Diaz and Brown 2010 as cited in York et al. 
 2014 ) This notion is supported by Mirriahi and Alonzo ( 2015 ), that “it is important 
to consider students’ preferences to ensure a positive perception and acceptance of 
the technologies used for offering fl exible and blended learning initiatives” (p. 1). 

 This study, which is part of an ongoing thesis, will address this issue by investi-
gating the learners’ perspectives of the newly implemented blended learning course 
for ESL listening by closely examining their acceptance of the blended learning 
components for ESL listening purposes. The preliminary fi ndings of this study are 
reported based on the learners’ behavioural preferences i.e. their perceived useful-
ness and ease of use in learning with the blended listening instructions as well as the 
factors that infl uence their preferences.  

51.2     Review of Literature 

 Blended learning is said to complement the needs of the current generation of learn-
ers (Renes and Strange  2010 ) who are known as the digital natives and can help to 
promote learner autonomy by means of self-learning. In the long run, it can help 
prepare learners with the technology-related skills required of a twenty-fi rst century 
learner (Yang et al.  2013 ) in accordance to the demands of today’s job employment 
as well as the national educational goals set in the Malaysia Education Blueprint 
2013–2015 (Ministry of Education Malaysia  2012 ). 

 In the context of L2 education, previous studies have supplemented the literature 
with a considerable understanding on how blended learning has affected language 
learners. These include positive learner perceptions or satisfactions (Kobayashi and 
Little  2011 ; Lee and Lee  2012 ) and increased language performance (Kobayashi 
and Little  2011 ; Lee and Lee  2012 ; Yang et al.  2013 ). As for the potentials of 
blended learning for L2 listening skills, learners generally do have positive regards 
towards its usage. Though limited in number, fi ndings from empirical and qualita-
tive studies have provided some insights into what occurs in the blended listening 
classroom. The authors have explored the use of online CALL materials, virtual 
learning environment (VLE) or learning management system (LMS) and web-based 
platforms in several international L2 learning contexts. In these studies, listening 
was either contextualised in an integrated language course (Kobayashi and Little 
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 2011 ), combined with speaking skills (Grgurović  2010 ; Yang et al  2013 ) or was a 
standalone instruction (Lee and Lee  2012 ). Other studies practical for blended lis-
tening instructions may include fi ndings from research in second or foreign lan-
guage listening, that were specifi ed on the use of CALL applications such as 
podcasts (Hasan and Tan  2012 ) to supplement listening activities, which were found 
to have motivating effects and can increase student engagement. Through these 
studies, a number of components for blended language learning were identifi ed, 
which are comparable to the framework developed by Neumeier ( 2005 ). These 
components can serve as a guideline to help identify the learners’ preferences in 
learning with the blended instructions for L2 listening purposes. 

51.2.1     Blended Language Learning Framework 
(Neumeier  2005 ) 

 Out of the many frameworks available for evaluating a blended learning model, 
Neumeier’s ( 2005 ) can be deemed most suitable for language learning context 
(Grgurović  2010 ). The framework consists of six parameters; mode, model of inte-
gration, distribution of learning content and objectives, language teaching methods, 
involvement of learning subjects and location. 

 The fi rst parameter, mode, refers to the instructions that infl uence the learning 
process and experience i.e. the F2F and CALL modes. The second parameter, which 
is called the model of integration, are characterised by the sequencing of the indi-
vidual F2F and CALL modes and their level of integration. The level of integration 
dictates the obligatory nature of the learning activities carried out in blended learn-
ing. Neumeier ( 2005 ) suggests that activities in F2F meetings be made obligatory 
while some online activities can be made optional. However, Grgurovic ( 2010 ) sees 
giving such fl exibility as presuming that students are autonomous learners who will 
take responsibility for their own learning which may not be practical. While highly 
motivated and highly autonomous learners may be willing to participate in out-of- 
class learning activities, blended learning instructors could face problems with the 
more traditional, teacher-centred learners. 

 The third parameter deals with the distribution of learning content, objectives 
and purpose. In planning or assessing a blended language course, the distribution 
can either be parallel or isolated. ‘Parallel’ means that both the teaching and learn-
ing process can happen in F2F or NF2F modes while ‘isolated’ means they are done 
in separate modes. Parallel distribution was utilised in this study as it allows the 
language skill to be incorporated and practiced in both modes (Neumeier  2005 ). 
Language functions can be taught in two ways: online presentation and face-to-face 
practice or face-to-face introduction and online practice (p. 171). Parameter four 
concerns the teaching methods used in both F2F and NF2F modes. While there is 
fl exibility for the instructors in choosing and changing teaching methods in F2F 
meetings, the challenge is in selecting effective method of instructions for the CALL 
mode. Neumeier ( 2005 ) claims that the selection is more restricted in CALL mode 
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and Grgurovic ( 2010 ) suggests using the communicative approach to  counterbalance 
the limitation (p. 8). 

 The fi fth parameter is the involvement of learning subjects, which is described by 
the interactions between the learners, teachers and computers. Blended learning 
enables many interactional patterns to be formed to ensure that learning extends 
beyond F2F meetings. Computer-mediated communication (CMC), for instance, 
can facilitate multiple interactions e.g. between the learners themselves, the learners 
and teachers as well as the learners and the computers. However, while the options 
may vary, the instructions must be manageable for both teachers and learners. Other 
than interactional patterns, blended learning also demands more diverse roles from 
both teachers and learners. The choices of interaction and the use of technology to 
facilitate learning greatly infl uence the roles played by teachers and learners 
(Neumeier  2005 ). Ideally, what is expected in the blended environment is for teach-
ers to play a more facilitative role while the learners become more active in assum-
ing their learning responsibilities. 

 The fi nal parameter refers to the location in which learning takes place. Since 
blended learning integrates two learning environment, the location in which learn-
ers meet the instructors may take place at common venues (e.g. in the classroom, in 
the lab, at home) and virtual spaces afforded by mobile technology (e.g. mobile 
phones, tablet). The fl exibility of learning spaces should be refl ected in the blended 
learning design to enable learners to maximise their learning potentials.  

51.2.2     Blended Learning Components for L2 Listening 

 While the framework by Neumeier can serve as a guideline for evaluating a blended 
instructional model, input from the previous studies in blended L2 listening instruc-
tions is also required. After a close examination of the fi ndings reported in various 
blended L2 listening instructional settings, several components that help shape the 
learners’ view of learning in the blended mode were identifi ed. 

 First of all, it was found that the ESL learners in two studies attributed their 
improvement in listening competency with a blended model that has clear integra-
tion of the learning content between F2F and CALL learning mode (Grgurović 
 2010 ) and provides a “systematically sustained opportunity to improve their listen-
ing skills” (Lee and Lee  2012 , p. 85). These were achieved by having a clear distinc-
tion between the learning objectives in F2F and CALL modes. For instance, the 
learning content in Grgurovic’s blended model was distributed in a parallel distribu-
tion (e.g. introduction in F2F mode and practice in CALL mode and vice versa) 
(Grgurovic  2010 ) or while the model in Lee and Lee’s study was constructed by 
specifying the online and offl ine tasks for pre, while and post listening activities. 
Thus, a clear and systematic integration of learning content in the mixed learning 
mode is one of the key elements in implementing blended listening instructions. 
This is concurrent with the parameters in the blended language learning framework 
proposed by Neumeier ( 2005 ), which places a great emphasis on integration of 
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mode. Such is crucial as it may affect student retention in the blended course, as 
evident in Stracke (2007 as cited in Whittaker  2013 ). 

 Another key dimension was the role played by the instructor. In the fi ndings 
reported by Hong and Samimy ( 2010 ), the respondents were found to have a posi-
tive attitude towards the use of CALL instructions in response to the instructors’ 
active use of CALL modes. At the same time, the learners’ computer literacy skills 
(Hong and Samimy  2010 ; Kobayashi and Little  2011 ) may also have a considerable 
effect on their learning in the technology-enhanced environment. Thus, scaffolding 
from the instructors is required by facilitating the learners to transition into the 
blended learning mode (Mendieta Aguilar  2012 ; Grgurović  2010 ). In identifying the 
roles of the individuals involved in blended learning, the issue of learner autonomy 
comes to play (Grgurović  2010 ; Reinders and Hubbard  2013 ). In Neumeier’s ( 2005 ) 
framework, it was stipulated that more diverse roles are needed from both instruc-
tors and learners. Unlike in traditional teacher-centred instructions, learners need to 
assume more control over their own learning while the instructor provides assis-
tance in making it happen. 

 If the fi ndings from previous studies are of any indications, one plausible way of 
promoting learner autonomy is by maximising and manipulating the use of the tech-
nological resources in the blended mode. This is to allow learners a certain degree 
of control over their learning process and motivate them to continue doing so out-
side of formal classroom meetings. Taking example of the respondents in Hasan and 
Tan ( 2012 ), they fi nd that using podcasts his helpful in enhancing their listening 
profi ciency as they associate the tool’s effectiveness to three factors; enjoyment, 
ease of access and fl exibility in learning time and location. It can be said that these 
three elements are important to engage learners in taking responsibilities of their 
own learning, as they are given choices on how to approach listening in a variety of 
ways (Motteram and Sharma  2009 ). Similarly, the online students in Kobayashi and 
Little ( 2011 ) perceived that the online components for listening practices were use-
ful for reviewing the classes they had attended as they “could work at their own 
pace, listen an unlimited number of times, and use pause and replay” (p. 110). Thus, 
by selecting tools or resources that can allow learners to work at their own pace, can 
help promote autonomous learning among blended learners. 

 However, instructors are cautioned that developing autonomous learners is not as 
simple as merely providing them access to these resources (Reinders and Hubbard 
 2013 ). In fact, the instructors in Grgurović’s ( 2010 ) study decided to make all activi-
ties in F2F and CALL modes compulsory to ensure that learners complete all the 
learning tasks given. Thus the decisions made by the instructors i.e. the choice of 
pedagogy (Smythe  2012 ) or teaching methods (Neumeier  2005 ) are vital to moti-
vate the learners in taking charge of their own learning outside of the F2F contact 
hours. 

 In summary, the following dimensions can be identifi ed as among the key com-
ponents of a blended learning model for L2 listening: (a) integration of learning 
modes and content, (b) diverse roles of instructors and learners, (c) fl exible and 
accessible e-learning resource as well as (d) choice of teaching methods. These 
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dimensions can be used as a stepping stone to build a blended model that can assist 
learners in embarking on an innovative learning environment.   

51.3     Research Methodology 

 This case study is part of an on-going thesis that looks into the implementation of 
an innovative blended learning approach to teach listening in the ESL classroom. 
However, this paper only focuses on one part of the study which is the learners’ 
attitudinal aspects towards the adoption of the blended learning mode. The case 
study involved one intact class of 30 students who were enrolled in a fi rst semester 
Diploma-level course. Forty-fi ve percent of the course design focuses on listening 
skills. The class underwent a weekly F2F (face-to-face) and NF2F (non-face-to- 
face) instruction for 14 weeks. They spent approximately 90 min every week for 
F2F instructions in the classroom and another 90–120 min in the computer lab. The 
learners were also assigned to NF2F learning hours with CALL instructions for out-
of- class learning. A commercial course book which includes a paper textbook and 
CD-ROM (with textbook software) were used as per the requirement of the course 
design. ESL listening podcasts and websites with listening practices were also used 
by the class instructor to supplement out-of-class learning activities. These resources 
were used to take advantage of the logistical and pedagogical benefi ts they offer. 

 On the last day of the course, a semi-structured interview session was conducted 
by the researcher. The participants were asked about their preferences and satisfac-
tion towards the blended approach especially with regards to the technology- 
supported instructions used as well as their experience in undergoing the blended 
mode for learning. Questions for the interview were constructed based on Neumeier’s 
( 2005 ) blended learning framework as well as the components identifi ed as key ele-
ments of a blended L2 listening instruction. Six students were selected to participate 
in the interview. Notes from the interview was recorded and then analysed to iden-
tify the learners’ preferences in undergoing a blended course for ESL listening. The 
coding scheme used for data analysis can be found in Table  51.1  below.

51.4        Results and Discussion 

 To better understand what affects listening instruction in the blended mode, this 
paper discusses the perspectives of fi rst-year Diploma students in undergoing an 
innovative blended learning course for ESL listening. Data from the semi-structured 
interview on learner preferences in learning with the blended instructions suggests 
that their language profi ciency level and motivation for learning has a considerable 
impact towards their preferences. 
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51.4.1     Profi le of the Participants 

 To provide a better understanding of the participants, their information is recorded 
in Table  51.2 . The six respondents were randomly selected based on their responses 
in the TAM survey. Their English profi ciency level is determined by their perfor-
mance in the national public examination,  SijilPelajaran Malaysia  (SPM – the 
Malaysian equivalent to GCE Examination). They were also asked to assess them-
selves in terms of their competency in using technology since it was deemed impor-
tant (Hong and Samimy  2010 ). In terms of experience with blended learning and 
formal listening instructions, they explained that they have never participated in a 
blended course prior to this one and they did not receive proper listening instruc-
tions, especially involving technology, when they were in secondary school.

   Table 51.1    Coding scheme to analyse data from the interview   

 Category  Code  Response 

 Types of Technology-Enhanced Listening 
Activities 

 1  Web-based activities 
 2  Textbook software 
 3  Podcasts, vodcasts 
 4  Others 

 Blended learning mode  F  Face-to-face 
 N  Non face-to-face 

 Location  C  Classroom 
 L  Language lab 
 H  Home/residential college 
 O  Others 

 Instructor’s roles  T  Teacher 
 Fc  Facilitator 
 Oth  Others 

 Preferences  +  Like 
 0  Neutral 
 −  Dislike 

   Table 51.2    Profi le of the participants   

 Participant  Sex  English profi ciency level  Competency in using technology 

 R1  Male  Intermediate  Intermediate user 
 R2  Male  Advanced  Intermediate user 
 R3  Male  Low intermediate  Intermediate user 
 R4  Female  Advanced  Intermediate user 
 R5  Female  Low intermediate  Intermediate user 
 R6  Male  Advanced  Intermediate user 
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51.4.2         Learner Preferences on the Technology-Enhanced 
Activities Employed 

 The following section discusses the fi ndings obtained from the semi structured 
interviews with the six respondents. The fi rst part of the discussion takes into 
account the following dimensions: the integration of learning mode and content as 
well as the choice of CALL resources for listening in the F2F and NF2F modes. In 
general, the participants had positive regards towards the use of the technological 
resources, which they most frequently access via computers. When asked to describe 
their learning with technology, these were among the reasons given by the 
participants;

   R3: “… we can learn two things in one time  …  it will make easier  [ sic ]  to learn 
English .”  

  R4: “… it is my source in learning English. I hardly master English without using 
technology .”  

  R1: “ It give  [ sic ]  me more  ( exposure )  in learning English ”  
  R5: “ It was  ( a )  good experience learning about listening and using technology. As 

we know ,  listening is a bit hard  [ sic ]  than reading so we have to use technology 
to attract people to listen .”   

The participants’ responses are refl ective of their self-assessed competency in using 
technology. Having competency in technology use is vital (Hong and Samimy 
 2010 ) as it may infl uence the learners’ perceived ease of use of the technological 
resources introduced to them. 

 One trait that the learners highlighted when they were asked to describe the use-
fulness of the CALL resources is ‘enjoyment’. Entertainment activities that they 
performed on their own such as listening to songs and watching movies are consid-
ered useful to them in building their listening skills. While they also responded posi-
tively to more other activities like the use of podcasts (e.g. news and short stories) 
and vodcasts (e.g. talk and documentaries) for CALL tasks, they struggled with the 
accent and the pace of the native speakers, which to them was “ too fast ”. Another 
type of activity they fi nd useful and easy to use was doing exercises using the text-
book software. According to R1, he fi nds it “ easy to manage ” as it allows him fl ex-
ibility; “ Of course …  I like …  I still remember I did the activities when I was on  
‘ Raya ’ ( festive )  break at home .” One activity which the learners were not very keen 
with was online listening practices on ESL websites (e.g. Randall’s ESL Cyber 
Listening Lab, English Listening Lesson Library Online) but only because they 
often faced technical diffi culties e.g. diffi culty to get good Internet access on 
campus. 

 In discussing the types of activities preferred, the fi ndings correlate with the 
‘mode’ they perform the activities in. It was found that the learners who favour 
CALL mode and self-learning activities in NF2F mode have either higher profi -
ciency level or higher learning motivation. It comes to no surprise as previous 
research has specifi ed that learners need to assume a more autonomous role 
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(Grgurovic  2010 ) in the blended mode. The participants with higher profi ciency 
level perceived that computer-based listening activities, especially in the language 
lab, are more useful for them. Doing these activities lets them accomplish more as 
they are able to work at their own pace. R2 stated; “ I sometimes had to wait for my 
friend to fi nish or help him with the work  ( in the classroom ).  I prefer activities in the 
lab as I can choose what I want to do and like .” R1, who can be described as highly- 
motivated, said, “ For me ,  it is comfortable to do lonely  [sic].  It give  [sic]  me more  
[ exposure ].  I feel more comfortable because if I cannot hear the audio clearly ,  I can 
replay according to my preference .” 

 In contrast, the less profi cient learners were more inclined towards classroom 
activities conducted by the course instructor and do not favour doing self-learning 
activities and practices as much. One of them said; “ I prefer in the classroom 
because my English not that good  [sic](…)  When in class ,  we more  [sic]  on discus-
sion .” –  R5 . However, it is important to note that one of the respondents, who 
belongs in the higher profi cient group, does not perceive self-learning activities 
especially in NF2F mode to be highly useful. He said he won’t learn so much as he 
may end up getting distracted like chatting with his friends – R6. However, the par-
ticipants had a general consensus that the F2F and NF2F activities assigned to them 
were related. The participants explained that the instructor “ gave similar activities  
( for F2F and NF2F )” –  R3  and that there is a theme (e.g. festivities) for each weekly 
lesson. This allows them to connect between the lessons obtained in class with the 
practices assigned to them in the CALL modes. 

 Based on the feedback given by the participants, it can be construed that while 
the learners have positive attitude towards the CALL resources for ESL listening 
purposes, their behavioural intention and actual usage of the activities assigned to 
them may vary according to their language profi ciency and their motivation for self- 
learning. Nonetheless, having a theme and a parallel distribution of content through-
out the whole course was something they appreciated and felt useful. Consideration 
of these learner characteristics as well as strategies for integrating the F2F and 
CALL learning content would be useful in assisting the creation of new and effec-
tive blended models (Grgurovic  2010 ).  

51.4.3     Learners’ Preferences on Learning Roles 
and Teaching Methods 

 The second part of the discussion addresses two other dimensions which are the 
learning roles and the teaching methods utilised in the blended learning mode. In 
general, all the participants share the same opinion that, even with all the techno-
logical resources available, having a teacher is the catalyst of language learning. As 
Mendieta Aguilar ( 2012 ) states, the success of any learning approach is in the role 
played by the teacher. However, there are differences in their expectations towards 
the class instructor. Therefore, this piece of information can be useful for existing 
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and future ESL blended learning instructors. Much like the fi ndings in Sect.  51.4.2 , 
the participants’ language competence and motivation for self-improvement infl u-
ence their attitude towards learning in the blended mode. In presenting the learners’ 
feedback, the discussion begins with the instructor’s roles from the viewpoint of the 
learners and proceeds to highlighting the factors that instructors need to consider 
when dealing with blended learning. 

 First of all, when the participants were asked about their own learning roles in the 
CALL mode, the less profi cient learners displayed teacher-dependency, having 
opted for the instructor’s guide, much like in a traditional ESL classroom. They fi nd 
it more useful when the instructor provides explanations to them when they do lis-
tening activities. “ I prefer with instructor. I need guide  [ sic ].  Guide for my 
vocab ( ulary ),  for my spelling .” –  R5 . Another participant mentioned that “ It  ( is ) 
 better with lecturer. First ,  listen to  ( the )  lecturer then do activities by your own on 
computer. After that ,  have a check with friend or lecturer whether the answer  ( is ) 
 correct or wrong .” –  R3 . The more profi cient ones, on the other hand, assumed a 
more autonomous role and claimed that they prefer having the instructors as facili-
tators especially whenever they are in the lab. In their opinion, they feel more at ease 
to seek for the instructor’s help only when they face problem. When asked about 
why they choose not to depend on instructors too much, one participant explained; 
“ I like it because it depends on us to work it out on ourselves and it gives much more 
freedom in decision and way of thinking .” –  R4 . Another participant acknowledged 
the importance of self-learning and stated that “… there ’ s no point having the 
instructor if the student himself don ’ t  [ sic ]  want to make effort .” –  R1 . 

 The participants were then asked to describe the roles of the instructor in the 
blended mode. They all agreed that the instructor “turned to lecture mode” when in 
class (i.e. F2F) but was more facilitative when they are at the lab for F2F CALL 
meetings. In the NF2F CALL mode, the instructor was described as “quite active” 
in promoting the use of technology for the learning tasks. The participants cited one 
example of a listening assignment they are required to post online. However, while 
the instructor managed to respond and give feedback to the work, it took some time 
for the evaluation to be uploaded. Overall, they were satisfi ed with the approach 
used in CALL mode, though they admitted feeling “a bit disappointed” when the 
instructor was not able to give timely feedback for their online NF2F tasks. The 
feedback in this case indicates that the instructor’s attitude towards technology use, 
especially in terms of how actively they use it for teaching and learning, can infl u-
ence the learners’ acceptance of the innovative use of technology. This concurs with 
Hong and Samimy ( 2010 ) whose respondents also reacted positively to the active 
use of CALL modes by the teachers in their studies. 

 In terms of teaching approaches, the participants acknowledged the instructor’s 
effort in motivating them to learn, especially outside of formal F2F meetings. For 
instance, one participant explained that the instructor made sure to relate the instruc-
tions to real-life tasks; “… the lecturer managed to relate the teaching subject to 
students ’  everyday experience ,  thus able to attract our attention .” –  R2 . By doing 
so, the instructor managed to help the learners identify the importance of the CALL 
activities in both F2F and NF2F modes. Nonetheless, majority of the participants 
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admitted that they expected the learning tasks assigned to them to be made 
 compulsory and more importantly to be graded, be it in F2F or NF2F modes. Much 
like in traditional instructions, receiving grades, especially for out-of-class learning 
tasks is a motivational factor for them to actively engage in. However, this also 
shows their low level of autonomy having associated learning goals with achieving 
grades. 

 Other issues that emerged from the interview were on the challenges the learners 
faced. Although not explicitly asked during the interview, such feedback given by 
the participants allows the researcher more insights into the factors that may infl u-
ence their acceptance of the blended instructions. One of the problems voiced out 
by the participants was the resources used for listening (e.g. podcasts by native 
speakers). They struggled to understand the native speakers’ accent and some speak-
ers spoke too fast for their level. Instructors and curriculum developers alike should 
be selective of materials that can suit the learners’ language competency and cul-
tural background. Perhaps the use of podcasts and other materials from local 
resources would suit the Malaysian learners better. Other than that, easy access to 
the tasks assigned to them online is especially crucial for blended learning. Although 
the learners in this study express favourable attitude towards web-based activities, 
technical diffi culties such as getting good Internet access can hamper their 
enthusiasm. 

 To reiterate, the literature places a great emphasis on the integration of the learn-
ing mode and the learning content in the blended environment and these depend 
largely on the instructors’ pedagogical choices and the roles they played in the 
blended setting. The researcher therefore suggests that instructors make careful 
considerations when exercising their roles in the blended learning mode. In order to 
make the learners see the connection between F2F and online learning, the instruc-
tor needs to endorse the importance of online learning activities as part of the course. 
One way of doing so is by clearly communicating with the learners of the expecta-
tions needed from them as blended learners. Tasks integration is one aspect that 
Neumeier ( 2005 ) emphasized as it can greatly affect how the learners perceive 
blended learning to be. In the case of Stracke (2007 as cited in Whittaker  2013 ), 
learners dropped out of the blended course due to the lack of support from the teach-
ers and a perceived mismatch in the learning component. Lastly, being an active 
technology user is also another way for the instructor to infl uence how learners 
accept innovative learning instructions (Hong and Samimy  2010 ). Therefore, 
blended learning instructors need to be ready to transition to the roles specifi ed 
above.   

51.5     Conclusion 

 This study represented the learners’ views of an innovative blended language learn-
ing approach for ESL listening. The fi ndings suggest that their preferences on the 
blended learning components were infl uenced by their language profi ciency level as 
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well as motivation for self-learning. To a certain extent, their competency in using 
technology and their level of autonomy may also have infl uenced their attitude 
towards the use of the blended learning approach. Therefore, it is suggested that 
these factors be considered when designing a blended language course. Since the 
fi ndings are limited to the context of a Malaysian classroom setting with a small 
number of respondents, future studies on larger scales are needed. Addressing this 
issue from the perspectives of the blended learning instructors may also yield useful 
results, as they are the catalyst to a successful blended learning implementation 
(Mendieta Aguilar  2012 ).     
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    Chapter 52   
 Investigating the Needs for Innovative 
Online- Based Research Practices in the ESL 
Classrooms       

       Noridah     Sain     ,     Sofwah     Md     Nawi    ,     Hema     Rosheny     Mustafa     , and     Hazila     Kadir   

    Abstract     There is little doubt that the proliferation of computer-based technolo-
gies has brought about profound changes to social and educational contexts over the 
past two decades. In classroom contexts, learners today rely heavily on the Internet 
as a source of information, often turning to the Internet rather than books when 
gathering information. This study delves into the need to innovate the teaching of 
online literacy in higher learning institutions in Malaysia. Highlighting the critical-
ity to develop the necessary Internet research skills is paramount as learners will be 
left unsupported in developing the literacies they need in the new learning environ-
ment if educators fail to recognise this problem. To further investigate the issue at 
hand, a focus group interview was carried out with instructors from several public 
universities in Malaysia to investigate their current online-based research practices 
in ESL classrooms. The fi ndings indicate that majority of the participants agree that 
online literacy should be taught explicitly in the classroom. The outcome of this 
study should help in addressing the need to systematically and explicitly develop 
the skills and knowledge that are necessary for learners to engage in online-based 
research effectively. This study also puts forward recommendations on how online- 
based research activities can be innovated in the ESL classroom.  
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52.1           Introduction 

 Given the pervasiveness of Internet nowadays, learners and educators alike often 
refer to the Internet for information and ideas. However, educators “may falsely 
assume” that because learners “know how to navigate the Internet – that is they 
know how to point, click, and type – they are also able to comprehend and analyse 
the information they locate” (Kymes  2007 , p. 8). What the educators tend to over-
look is that when learners shift to online environments, many conventions found 
online vary from traditional texts. Online texts are typically multilinear and arranged 
in a hypertext format, offer means for interaction and unlimited amount of available 
information as opposed to print texts which are linear, contain a fi xed format, con-
stant, and a limited amount of information (ibid). The problem arises when learners 
are “generally not taught to recognise the expository nature of the information; they 
do not receive explicit instruction in the conventions and devices employed to direct 
attention, increase retention, or provide illustration” pertaining to online texts (ibid). 
Educators should stop treating online comprehension skills to be on the most part 
the same as traditional comprehension skills (Leu et al. 2009 as cited in Coiro  2011 ) 
or “set them aside as technology skills rather than new reading comprehension 
skills” (Karchmer 2001 as cited in Coiro  2011 ) because in doing so the learners will 
be deprived of crucial knowledge in discerning online reading texts. 

 In response to this problem, this preliminary study explored the use of online- 
based research activities in the conventional ESL classroom. The study delved into 
the instructors’ views pertaining to method(s) in teaching online-based research 
activities and web evaluation criteria. It is hoped that this study will offer deeper 
understanding of the current online-based research practices that take place in 
Malaysia which warrant an innovative approach.  

52.2     Review of Literature 

52.2.1     Internet as an Open Source of Information 

 The open nature of the online environment has made it a resource of mixed quality 
and standards. Therefore, specifi c skill-set and critical mindsets are needed when 
using the Internet, particularly for educational purposes. Compared with traditional 
information sources, information presented on the Internet is considered to be less 
reliable, given the obvious absence of editorial control in the online environment 
(Flanagin and Metzger  2007 ). The type of information available on the Internet var-
ies from publications which are regulated in much the same way as traditional print 
genres, such as online newspapers and refereed journals, to texts that have not been 
screened or edited, composed by any individual who wants to write about the topic 
(Slaouti  2002 ). It is the latter practice that receives much criticism for its lack of a 
professional editor or gatekeeper to monitor the content. As an unregulated source 
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of information, the burden of evaluating the credibility of information is placed on 
consumers of the information and it can hamper the learners’ learning if they have 
not been adequately prepared and trained to engage in online texts. 

 To critically evaluate information in online environment, learners have to operate 
on a higher state of alertness compared to operating in the conventional environ-
ment (Stapleton  2003 ). When the learners attempt to make online inquiry, by con-
trast, they have to apply new skills to search, locate, and comprehend information 
within the enormous space that is the Internet, on top of which they have to simul-
taneously make judgments about the accuracy and validity of the material. It is 
evident that to operate in online environment with its open accessibility, learners are 
faced with many additional demands. The lack of editing and vetting processes has 
not only had an impact on online content but it has also been found to present chal-
lenges to readers because of its structure. Because online texts have often undergone 
less rigorous scrutiny than conventional texts, it is not unusual for users to encounter 
a Webpage that manifests a blend of both advertising and information (Flanagin and 
Metzger  2007 ). These challenges have led educators to think about how to support 
the development of their learners’ skills and capacities and to realise the potential of 
the Internet in their classrooms.  

52.2.2     Internet as a Source of Information in the ESL 
Classroom 

 In spite of the integration of various technologies into language classrooms such as 
the popular Computer Assisted Language Learning (CALL) and Computer Mediated 
Communication (CMC), the Internet remains an important source of information 
for the development of online literacies in the twenty-fi rst century in the teaching 
and learning of languages. This area of study has been the subject of research in 
various bodies of literature. For example, Stapleton ( 2003 ) studied the use of the 
Internet as a research source in the context of L2 academic writing in Japan. 
Similarly, Slaouti ( 2002 ) examined the use of the Internet as an authentic source of 
information in an English for Academic Purposes teaching and learning context in 
the UK. A study was also done where 30 ESL learners from a suburban school in 
Malaysia, showed improvement in their vocabulary acquisition with the help of the 
Internet (Mustafa et al.  2012 ). These studies confi rm that the Web has the potential 
to enhance both teaching and learning in the twenty-fi rst century, which is espe-
cially important for language learners in countries such as Malaysia where English 
is dubbed as the second language. 

 One of the presumed reasons why research in educational technology has shifted 
to focus on the use of the Internet as an information repository is that the conceptu-
alisation of ‘classrooms’ has been broadened by the Internet (Greenhow et al.  2009 ). 
The learning space is no longer confi ned to the classroom, thanks to the prolifera-
tion of technology. The Internet has enabled the development of hybrid learning 
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spaces that combine the physical, traditional classroom and the online virtual learn-
ing environment (ibid). Despite being useful as an educational tool, the use of the 
Web as a source of information places additional demands on students. Kuiper and 
Volman ( 2008 , p. 242) argued that “The Web as an information source is a tool that 
can only play an adequate role in students’ learning processes under certain condi-
tions” which they are not accustomed to in traditional forms of education. These 
demands are largely a consequence of the distinct characteristics of the Internet. 
Studies show that despite many affordances to assist Internet users, there are still 
many hindrances that may prevent them from using the Internet successfully due to 
the nature of online texts.  

52.2.3     Literacy in the Digital Age 

 From the perspectives of New Literacies, Leu et al. ( 2004 ) considered literacy to be 
a deictic concept because of the changes in the society over time. This requires the 
defi nition of literacy to be updated constantly which has a direct impact on the 
‘many capabilities’ required in becoming a literate member. With the emergence of 
technologies that establish new channels for information on the Internet such as 
search engines and Webpages, new literacies are also required to effectively exploit 
their potential. These may be challenging for learners who started their school 
career with the literacies of paper and pencil but who will encounter the literacies 
demanded by a much wider variety of information and communication technologies 
(ICTs). Because of the demands of globalisation, there is an obvious need for 
Malaysian learners to be competitive within an educated workforce. The body of 
work that is loosely identifi ed as the New Literacies movement provides an appro-
priate framework with which to closely investigate this issue and form judgements 
about the skills and capacities required to be considered a ‘literate’ person in the 
second decade of the twenty-fi rst century. The “new literacies perspective” will 
refer to the defi nition by Leu et al. ( 2004 ) which follows:

  The new literacies of the Internet and other ICTs include the skills, strategies, and disposi-
tions necessary to successfully use and adapt to the rapidly changing information and com-
munication technologies and contexts that continuously emerge in our world and infl uence 
all areas of our personal and professional lives. These new literacies allow us to use the 
Internet and other ICTs to identify important questions, locate information, critically 
 evaluate the usefulness of that information, synthesize information to answer those ques-
tions, and then communicate the answers to others (p. 1572). 

   Identifying questions, locating information, evaluating, synthesising, and com-
municating information with online information necessitates new skills and strate-
gies as compared to the strategies required for traditional text (Coiro and Dobler 
 2007 ). Coiro also ( 2008 , p. 14) established four characteristics of an emerging new 
literacies perspective and these four characteristics below help inform a new, richer 
understanding of what constitutes technological literacy in today’s society. 
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 First, new technologies for information and communication and new visions for 
their use require us to bring new potentials to literacy tasks that take place within 
these technologies. Emerging ICTs necessitate a need for a change in practice to 
develop profi ciencies. Educators must embrace these technologies as a means to 
enhance motivation and deepen content learning. 

 Second, new literacies are central to full civic, economic, and personal participa-
tion in a world community. ICTs are becoming critical for literacy in our global 
society and indicate the need for new literacy skills for all students across all nations. 
Schools are failing to support students in their development of new literacies and 
online reading comprehension (Leu et al.  2007 ). Initiatives at the national, federal, 
and state level must join together to create a shared vision and develop technology 
competencies among all students. 

 Third, new literacies are deictic; they rapidly change as defi ning technologies 
change. The deictic nature of technology causes individuals to re-examine the term 
“new.” What is new today is likely to soon be outdated tomorrow making the notion 
of “fully literate” in every technology unrealistic and unobtainable (Coiro et al. 
 2008 , p. 5). Indeed, most teachers, technologically speaking, will be less literate 
than their students. This shift in teacher to student relationships requires teachers to 
revaluate their roles in online learning environments (Coiro  2009 ). The deictic 
nature of technology is diffi cult for literacy instruction to match; however, we must 
adapt to the changes to prepare students for tomorrow’s demands (Leu et al.  2004 ). 
Last, new literacies are multiple, multimodal, and multifaceted. An examination of 
collective models of both historical and contemporary reading comprehension is 
needed to fully understand the complexity of the new literacies perspective. No one 
single viewpoint can adequately address this expanding framework. The defi nition 
of literacy must be expanded to include a variety of perspectives from a variety of 
research domains. Literacy is no longer solely based on print but rather new forms 
of communication including a multitude of constructs.   

52.3     Methodology 

 This exploratory research aimed to gather a group of experienced English language 
instructors to openly and frankly discuss common practices with regard to online- 
based research activities in Malaysian public institutions of higher learning. Ten 
ESL instructors participated in a focus group interview that was held during a single 
one and a half hour session. The researchers served as mediators during the discus-
sion. Questions for the interview were constructed from the review of literature 
focusing on two main themes; the instructors’ experience and the needs of the stu-
dents with regards to online reading skills. The recorded responses were transcribed 
and analysed before they were coded thematically.  
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52.4     Findings 

 The following sections report on the discussion that took place with the participants 
on issues related to online-based research activities in the ESL classroom. 
Conclusion and recommendation for innovative practices are also made based on 
what was discussed. 

52.4.1     Profi le of the Participants 

 Below in Table  52.1  is the profi le of the ten instructors involved in the interview. 
They were all acquaintances and colleagues of the researchers and represented a 
diverse group in terms of their teaching experience, academic qualifi cations, and 
personal teaching philosophy. Convenient-sampling method was used to select the 
participants. The most experienced one was a lecturer with over 30 years of teach-
ing experience while the least experienced was a language instructor who had 4 
years of teaching experience. In terms of qualifi cations, they ranged from Bachelor’s 
Degree holders to those with post graduate degrees.

52.4.2        Online Reading Strategies 

 The discussion began with our request for the participants to refl ect on their teach-
ing experiences at schools and university. One of the fi rst things that was quickly 
admitted was how poorly equipped they were for teaching online reading compre-
hension strategies. Looking back at the training they received to become ESL 
instructors at teacher training colleges and university, the participants recalled les-
sons on reading methodology but none on online reading. The only thing that came 
to the minds of the participants was the traditional reading skills that involved the 

   Table 52.1    Profi le of the participants   

 Participant  Sex  Qualifi cations  Teaching experience 

 R1  Female  PhD candidate  14 years 
 R2  Female  Master’s degree  35 years 
 R3  Female  PhD candidate  13 years 
 R4  Female  Master’s degree  5 years 
 R5  Female  Master’s degree  5 years 
 R6  Male  Master’s degree  7 years 
 R7  Female  Bachelor degree  5 years 
 R8  Male  Bachelor degree  4 years 
 R9  Female  Bachelor degree  4 years 
 R10  Female  Bachelor degree  4 years 
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use of skimming, scanning, predicting, analysing and evaluating reading materials. 
The discussion then turned to what Kymes ( 2007 ) describes as “false assumptions” 
often cited by educators for not teaching online reading strategies. The participants 
agree that they often assume that the students know how to navigate the Internet 
simply because they know how to point, click, and type. It is generally regarded that 
the students are also able to comprehend and analyse the information they locate 
online. Three participants cited how their students sometimes displayed better mas-
tery in computer and online navigation skills compared to them, enabling them to 
perceive that these students are able to comprehend and evaluate the information 
found online, correctly. This assumption can be dangerous because even though our 
ESL learners may be computer literate they will still have problems coping with 
digital literacy due to lack of necessary strategies in order to cope with online 
English texts. If policy makers, practitioners and educators continue to disregard the 
increasing evidence that new strategies and skills may be required to locate, iden-
tify, and analyse information from the Internet, our learners will not be equipped for 
the future OECD Program for International Student Assessment 2003 as cited in 
Coiro  2011 ). 

 The rest of the participants confessed that they simply treated online reading 
skills the same as traditional reading skills and since the students have been exposed 
to reading activities for at least 11 years; they did not bother to teach the reading 
skills again or expose the students to online reading skills. Furthermore, teaching 
the students how to read in online environment is not required in the syllabus. As a 
result, whenever the students need to do online-based activities, the participants 
would only give their comments when necessary and assisted the students whenever 
they asked for clarifi cation. 

 One solution to address the problem of poor reading comprehension among the 
learners is the learning of metacognitive reading strategy skills. Metacognitive read-
ing strategy ability needs to be focused in language learning and teaching (Ahmadi 
et al.  2013 ). The study done by Ahmadi et al. corroborates the view that explicit 
instruction of metacognitive reading strategies is a feasible tool to enhance learners’ 
reading comprehension and benefi ted most from explicit reading instruction supple-
mented by practice in metacognitive reading strategy activities. After exchanging 
views, the researchers and the participants agreed that teaching these strategies and 
adapting them into online-based activities will defi nitely benefi t the students.  

52.4.3     Web Evaluation Criteria 

 The previous discussion explored the current scenario when incorporating online- 
based activities in the ESL classroom and how the skills and knowledge relevant to 
the search skills that are essential for students to effectively use the Internet as a 
source of information were not taught explicitly by the lecturers. This part of the 
fi ndings will address the second important skill in using the Internet as a research 
source: the ability to evaluate information retrieved online. The availability and 
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accessibility of the Web has turned the Internet into an important source of informa-
tion, and has made it a great research source due to its large repository of informa-
tion. The fact that the Internet is accessible to anyone who wants to publish online 
makes it the biggest publishing enterprise in the world, yet editors are nowhere to be 
found. Allowing access to information which has not been assessed by others is a 
double-edged sword. On the one hand, students can fi nd information on almost any 
topic; on the other, they are at risk of encountering incorrect or unreliable informa-
tion. When asked whether their students had problems identifying and selecting 
relevant information required in the online-based activities, four out of six partici-
pants voiced their concern over students’ reliance on Wikipedia. These students 
believe that Wikipedia is very reliable and can be their main source of information. 
Surprisingly, the participants also revealed how quite a number of students were not 
able to distinguish the value and signifi cance of websites ending with “.edu,” and 
“.gov” as compared to the usual website ending with “.com.” Most of the times, the 
participants noticed that their students would choose the fi rst three to fi ve results 
that appeared on their search engines display page as their reference for online- 
based research activities. 

 Lecturers should pay more attention to this situation considering this open access 
nature of the Internet requires users to evaluate and fi lter the information they 
encounter, which has clear pedagogical consequences. Generally, the absence of 
editors for the information published on the Internet signifi es that each user needs 
to assume the role of an editor to assess the information they retrieved. Kuiper and 
Volman ( 2008 ) pointed out that even though readers need to adopt a critical stance 
towards information presented in any medium, the use of the Internet requires much 
higher-level skills. The lack of regulation on the Internet is clearly the main factor 
to the demand of critical thinking skills. Stapleton ( 2005 ) indicated that because 
information on the Internet has not undergone the same editing process as conven-
tional sources, it must be treated with tremendous caution. Moreover, it has been 
shown that users barely evaluate the reliability or authority of the information. In the 
studies in which students were found to evaluate the information retrieved from the 
Internet, it was also found that the criteria used for this evaluation were often inap-
propriate. Some of the criteria used to evaluate the Web include equating quantity 
with quality (Agosto  2002 ), regarding all the results of a search engine as being of 
good quality which suggest that it is diffi cult for learners to assess and evaluate 
Webpages. For learners operating in a second language, this task is particularly 
 diffi cult (Stapleton  2005 ). Therefore, an innovative approach in dealing with this 
matter is imperative.   

52.5     Conclusion and Recommendation 

 It has been consistently shown in this study that students of today’s technology 
require an innovative learning environment that supports the development of twenty- 
fi rst century skills in order to be considered as a literate member of a global 
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community (Coiro  2009 ). It was also evident from the review of empirical studies 
that the traditional approaches to literacy learning are not adequate to equip today’s 
students with the necessary skills (Coiro  2003 ). Even though some of these skills 
can be transferred from traditional comprehension skills and built on, many of them 
are exclusive to the online environment. It has been established by the studies from 
the New Literacies perspective that this shift in literacy requires new ways of 
instruction to meet the needs of the students (Kingsley  2011 ). 

 In view of this, the researchers believe that direct and explicit instruction during 
online-based activities is crucial in the students’ learning process. Dwyer ( 2010 ) 
found that explicit instruction increased the students’ success in implementing the 
new skills and strategies of ICTs and confi rmed that such is important to help stu-
dents make the connection between their prior knowledge and the online search 
tasks. It also showed that their online literacies ability, especially self-regulated 
strategies, had improved as a result of strategy instruction. As the evaluation of 
Webpages has become recognised as a critical component of online literacy, there-
fore it is of paramount importance that the educators expose their learners to web 
evaluation criteria. To evaluate the accuracy of the information, learners’ corrobora-
tion skills of checking facts from one source against other independent sources need 
to be developed. Because of the openly shared content nature of the Internet, cor-
roboration is considered an important skill for twenty-fi rst century research because 
it enables learners to verify the accuracy of information before relying on it too 
heavily (Britt and Gabrys  2001 ). This skill also helps learners to identify agreed- 
upon facts, events and interpretations and to weigh them appropriately. The process 
of corroboration involves searching for documents on the same topic for compari-
son. This can be done by the use of sources mentioned on the current Webpage or 
by collecting bibliographies on the topic area. 

 Britt and Gabrys ( 2001 ) suggested that learners should also develop ‘sourcing’ 
skills. Sourcing involves fi rstly the act of ‘noticing’ – foregrounding salient infor-
mation within an online document and then applying evaluative skills to assess the 
credibility of the information in the document. Two important components of sourc-
ing are identifi cation of the source, such as the author’s name, affi liation and creden-
tials, and the evaluation of its trustworthiness, which includes the author’s motives 
and purpose for writing the document. Identifying the source of Webpages can be 
diffi cult for online readers. Unlike printed documents with standard information 
about the author, a number of online documents do not explicitly provide author 
information, or this information can only accessed through an extended link. Even 
though this study drew on a different perspective to conceptualise the skills which 
are necessary to evaluate an information source, it did provide for an expanded 
understanding of the importance of the evaluation of both the accuracy of online 
information and the trustworthiness of its source. The fi ndings of this study high-
lighted the need for further investigation into the skills and knowledge required to 
evaluate the Internet as a source of information through empirical studies.     
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    Abstract     POGIL has been initiated primarily in chemistry education for over the 
last 15 years ago. In this structure, students built understanding based on their prior 
knowledge, experiences, skills and attitude which consequently follow a learning 
cycle of exploration, concept formation and invention. Based on multiple previous 
studies, it has been examined and proofs the effectiveness of POGIL in improving 
students’ study performance. This paper cater about general background of POGIL 
and activity in project scheduling that has been conducted. In conclusion, educators 
can increase the strength of student learning in their classes by implementing 
POGIL.  

  Keywords     Learning cycle   •   POGIL   •   Project scheduling   •   Students learning  

53.1         Introduction 

 Different students identify their own learning styles. According to Abdullatif et al. 
( 2010 ) the teachers who are of their students’ learning styles and design their own 
teaching materials and teaching techniques can help students develop positive 
 attitudes or otherwise, they can cause negative attitudes. However, how can we 
adapt only one learning styles for the entire student during the lessons. Although 
there are characteristics of learning style that are quite stable in an individual across 
different learning tasks and contexts, there can still be variation in the same learner 
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in Smith and Dalton ( 2005 ). Generally, learning style can be defi ned as an 
 individual’s habits of receiving and processing knowledge in leaning situations. 
Keefe ( 1979 ) defi nes learning styles as the “composite of characteristic cognitive, 
affective, and physiological factors that serve as relatively stable indicators of how 
a learner perceives, interacts with, and responds to the learning environment.” Thus, 
learning styles are actually concerned about how learners prefer to learn rather than 
what they really want to learn. This paper contain a briefl y introduction about 
POGIL in Sect.  53.2  followed by a review on the sample POGIL module which is 
Project Scheduling. Analysis of the survey from students was discussed in Sect. 
 53.3 . As a closure, we include a conclusion that we achieve from the study.  

53.2      Process Oriented Guided Inquiry Learning (POGIL) 

 As stated before, POGIL stands for Process Oriented Guided Inquiry Learning. 
Before we explore any further, we will discuss some general background of 
POGIL. The process of participating students in a project that lead them to produce 
a product is known as Process Oriented learning. However, the main target is not the 
product itself but the learning effect throughout the development of product. Other 
that capable of creating students interest, Process Oriented learning also supply 
motivation and let students identify the relations of the learning with prior 
 knowledge. This is one type of enhanced learning because it make use of learners 
understanding to ensure them to create a new design based on their interpretation 
and explicit prior knowledge. 

 Guided Inquiry Based Learning is chosen from four other types of learning 
inquiry which is confi rmation, open and structured inquiry. Generally, POGIL is a 
student-centered strategy where students get to work in a small groups which each 
of the members has its own roles so that all students can involve and get along 
 during the learning process. Inquiry that is guided by an instructional team to enable 
students to gain a depth of understanding and a personal perspective through a wide 
range of sources of information is called Guided Inquiry (Kuhlthau et al.  2007 ). In 
addition, Guided Inquiry involve three phase of learning cycle which is exploration, 
concept invention or formation and application. Refer to Fig.  53.1 .

   Although, producing a POGIL materials usually consume a lot of time, but 
 nowadays many resources are available that will help an author to develop it without 
any boundaries. Basically, an author needs to understand POGIL clearly before they 
starts making the materials. Firstly, an author needs to know the objectives of the 
design materials which the aim of the study and what did they want students to 
achieve at the end of the lesson. Hence, depends on the objectives just now, an 
author can creates a questions that will lead students into achieving their objectives. 
These questions should include three key question types which is directed, conver-
gent and also divergent question. For directed question type, it can be directly 
answered by student based on the given information and these types of question 
usually use to help the students embrace the content of the model. Convergent 
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question helps student to learn and use the model after they have come to an agree-
ment about the topic. Finally, divergent question is a more delicate questions type 
where it may all be neither correct nor false which is it actually are the other way 
round to make students understand the content in more complex form than before. 

 Generally, in a POGIL class the instructor does not lecture (Douglas & Chiu 
 2013 ). Students will be divide into smaller group consists of fi ve or less students. 
The importance of working in small group is to ensure all of the group member 
could involve with the group task which is a guided inquiry materials. Then, each of 
them has their own individual roles which they actually demand to learn and per-
form their individual task at the same time. For example, a leader of a group. They 
needs to learn and discuss the materials and at the same time required to lead their 
group to fi nish the task. This, as a result will also improve their essential skills. In a 
meantime, instructor which acts as a facilitator will walk around the classroom, 
guide the students if necessary and ask them question to identify their understand-
ing. POGIL fi rstly were implemented to a chemistry student’s curriculum in 1994 
and now it has been extended for Engineering and Science. It is almost already 15 
years when the POGIL has start to be use but not to the entire course. Based on the 
observation and survey for students which learn using POGIL approach, there has 
been a lot of improvement on their results. This is because some of them enjoying 
the lesson and can understand the connection of POGIL activities with real life 
problem. “Very good Effort. I want to know whether we can use POGIL based 
mathematics to know the variation in Mathematical thinking and learning of different 
ethnic groups. If yes, can i use your developed lessons for my data collection?” 
(Mahmood  2012 ). 

Exploration
•In this stage, student will have the

opportunity to make observations,
understanding the given table or data
and students need to recostruct the
question and design it in a new ways of
their own understanding

Concept Formation/Invention
•Next, as a result of exploration stage

concepts are formed and invented. In
this stage, some question involve critical
thinking or key-question will be given
that guide the learner to the appropriate
connections and conclusions

Application
•Applications involves using the new

knowledge to the unfamiliar context and
use it in new ways to solve real-world
problem

  Fig. 53.1    Learning cycle       
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 In this paper, it describes the implementation of POGIL in Mathematics and 
focused on Discrete Mathematics. This is because, Discrete Mathematics is a 
 subject which we played around with logic and proving. But, can student’s really 
related Discrete Mathematics subjects in their real life if educator still use tradi-
tional ways of teaching and learning. “There is no question about what arithmetic is 
for or why it is supported. Society cannot proceed without it.” (Dudley  2010 ). In 
other word, mathematics is all around us including Discrete Mathematics. Besides, 
National Research Council ( 2007 ) also state that “The meaning of ‘knowing’ has 
shifted from being able to remember and repeat information to being able to fi nd 
and use it.” 

53.2.1     Sample Activity: Project Scheduling (PS) 

 In this section, it will shows how exactly POGIL’s activity been done and what will 
students and instructor do throughout the activity. Other than that, this section also 
describes the part of the activity which could lift up the motivation of students and 
also various variations that happen during the activity. The full module for this 
activity can be found online. 

 To begin with, the activity start with facilitator or instructor giving some infor-
mation needed to the students such as background of activity, how the activity will 
be carry out, forming a group of fi ve and then distributes the guided inquiry activity 
module to the group leader. Instructor will only be given around 5 min. Teams can 
be formed in many ways but random choices of group members are more suggested. 
On the next section, it will discuss and elaborated the activity refers to the module 
which will be written in Italics. We adapted the work done by Clifton L. Kussmaul 
( 2012 ) for this activity.

   Instruction  

   Form a group of 5. Assign each of the group member as a Leader ,  2 Writers  ( section 
A and section B ),  Timer and Presenter .    

 As mention before, each of the group member needs to commit their own 
individual task and also group task. So, the following role will be given to the 
students:

•    Leader: Make sure all the group member involves during the activity and lead the 
group task so that it must completely done when submit to facilitator;  

•   Writer: To write the discussed activity in the answer space given;  
•   Timer: Needs to control the time during the activity;  
•   Presenter: Ready to answer any question given by the Facilitator;    

 From all the roles, it can be shown that they needs each other during the activity. 
Besides, with variety of roles it provides different perspective which in other ways 
would motivate them to contribute.
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   Cookie Recipe  

   Assume that all needed equipment and ingredients are available .   

    Cream the  “ wet ”  ingredients :

•     2 cups butter or margarine  ( 1 pound )  
•    2 cups white sugar   
•    2 tsp. vanilla   
•    2 cups brown sugar   
•    Mix in one by one :  4 eggs      

   In a bowl ,  mix the  “ dry ”  ingredients :

•     4 cups fl our   
•    2 tsp. baking soda   
•    1 tsp. salt   
•    2 tsp. baking powder       

    Add the  “ dry ”  ingredients to the  “ wet ”  ingredients .   

    Flavour Ingredient :

    Mix in :  5 cups  “ blended oatmeal ”      

    Add :

•     12 - oz. bags semi - sweet chocolate chips  ( differently - sized chips are good )  
•    12 oz. of milk chocolate ,  grated   
•    4 cups chopped pecans or walnuts ,  12 oz. of coconut  ( both optional )      

    Bake preparation :

•     Chill the cookie dough for 15 minutes .  
•    Roll into golf - ball - sized balls  ( or bigger ),  and bake for 11 minutes at 375 .  
•   ( Remember to preheat the oven in 5 minutes )  The cookies will be browned but 

soft inside .      

    Clean up     

 Above are the list of cookies ingredients and students need to review the list of 
cookies ingredient before proceed to the next stage which is critical path questions. 
These are the real life activities that are chosen for this project. Besides, the list of 
ingredients needs to be act as an introduction to ensure students understand the topic 
before they can start analyse it.

   Critical Path Question  

   I.     Intuitive Estimates   (  6 min  ) 

•     Estimate as a team how long it would take for 1 cook to make a batch of cookies . 

 This question is an intuitive questions type. This is a warm up activities which 
students could discuss briefl y and simply with their teammates. Besides, since it is 

53 Process Oriented Guided Inquiry Learning (POGIL) in Discrete Mathematics



680

work as team concepts, all of the team members ought to give opinions on their 
estimate time to make a batch of cookies. After giving their opinion, they should 
discuss who opinion is the more reasonable and accurate and decide only on one 
answer. Proceed to question II.      

   II.     Steps   (  10 min  ) 

•     Write each step in the recipe on a separate piece of paper. At least 8 step   
•    Assign each step to one of the following groups  –  add groups and steps if 

necessary. Dry Ingredients ,  Wet Ingredients ,  Flavor Ingredients ,  Baking 
Preparation ,  Cleanup     

 For this question, students need to write each step which is Dry 
Ingredients, Wet Ingredients, Flavour Ingredients, Baking Preparation and 
Cleanup in a separate piece assign the steps to the teammates. This requires 
the role of the group leader to assign the steps. The aim of this question is to 
guide students in solving the activities in group which each of the group 
member needs to work on the activities.   

   III.     Times   (  10 min  ) 

•     Estimate the time to complete each step .  
•    Add all of the step times. Is this how long the recipe would take for 1 cook ?  
•    Which steps are diffi cult to estimate ?  Why ?  How could these estimates be 

improved ?  Summarize the discussion .    

 The fi rst question is to do an estimation time for each of the given step to 
be completed. Then, gather all the estimate time for each step to identify 
time taken to complete a batch of cookies. The accumulation of estimated 
time in each steps may be differ from the fi rst estimation time to make a 
batch of cookies. From this difference, student’s needs to identify which 
steps are the most diffi cult steps to be estimated and how this estimation can 
be improved. From all of the questions, basically students are encouraging 
to work in group. At fi rst, the tasks were dividing individually, and then 
students needs to compile the answer and presents the answer by their opin-
ions. The discussion will be running continuously since the question given 
were questioning about the relevance of their evaluation.   

   IV.     Dependencies   (  12 min  ) 

•     Assume there is just 1 cook ,  and organize the steps in order in a row from left 
to right. Try to minimize the total time the recipe will take .  

•    Looking at groups is useful when there are too many steps to see at one time. 
Discuss and make a Gantt chart .  

•    How could each step ’ s status be shown on the Gantt chart ?  How useful 
would this be to review the status of the entire project ?    

 Continue from the previous question, now student’s needs to organize 
their cooking steps by minimizing the time taken and design a Gantt chart. 
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In this question, students were introducing to a systematic approach on 
preparing cookies. This is because, Mathematics has their own systematic 
ways to defi ne and analyze any methods. Besides, they were also being 
familiarized with Gantt chart. Students should also understand the use of 
Gantt chart in organizing any procedure.   

   V.     Resources   (  10 min  )  
  Assume that 5 cooks are working together to make the recipe. Each cook can do 
just one step at a time ,  but different cooks can do different steps at the same time .

•     Organize the steps by in order from left to right ,  with a row for each cook. Try 
to minimize the total time the recipe will take .  

•    Copy the new schedule onto a blank worksheet ,  with a bar for each step and 
group. This is a resource Gantt chart .  

•    Assume that one food processor is required to blend oatmeal ,  grate choco-
late ,  and chop nuts. How could you include this in the schedule and Gantt 
chart     

 This question is the convergent type of questions. This type of question 
was given to students so that they can relate the study although there is a new 
additional instruction.   

   VI.     Critical Path Method   (  10 min  ) 

•     Which steps cannot be shifted without changing the total time to make the 
recipe ?  On the schedule sheet ,  outline or highlight these critical steps .  

•    Which steps can be shifted without changing the total time to make the rec-
ipe ?  For each steps ,  use the schedule worksheet to indicate the earliest and 
latest start time that would not change the total time .    

 The fi nal question is basically a divergent question which is a bit tricky 
question. Students need to identify the steps that can be shifted or cannot be 
shifted without changing the total time to make the recipe.       

53.3      Result and Discussion 

 In order to examine student’s response and progress after the implementation of 
POGIL, a survey had been conducted at the end of POGIL session. Questions 1, 2 
and 3, were to analyze how student’s interaction during the activities. There were 
three types of interaction that ought to be happen which is with itself to the learning, 
to the instructor and to their fellow learning team. 

 From Fig.  53.2 , almost all of the students agreed that during the activities they can 
easily interact with each other compare to normal classes where there is only interac-
tion between students and lecturer. This is because, POGIL follow the cycle of explo-
ration, invention and application which believe interacting and communicating with 
each other throughout the learning will enhances students understanding.
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   Student’s response during the activities were concluded in Fig.  53.3 . Based on 
Fig.  53.3 , in general almost 50 % of the students agreed that they get an opportunity 
to ask and clarify their understanding during the activities. One student describe his 
group experience, “It makes learning discrete mathematics fun and interesting and 
as a results, we learn and understand better”.

   “Therefore, several common and main outcome are observed based on student’s 
feedback on POGIL;

    (a)    Students prefer POGIL approach over traditional approaches   
   (b)    Students generally had built an interest about the courses and the class 

environment.”     

 According to both the result and fi nalize outcome of the study, it can be verify that 
the future design endeavors for students should be construct based on students learn-
ing style. Therefore, it is appropriate to take POGIL as one of the learning styles that 
which has more interaction, consider more on visual and active learning.  

53.4     Conclusions 

 POGIL can be the best of learning style for students. This is because POGIL focus 
on students-centered activity which generally students will conduct the activity 
themselves and teaches act as a guide to help them if needed. Other than helping 
students in learning, POGIL also had been proved that could help students improve 
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or increase their essential skills without they even realized it. In addition, by imple-
menting POGIL in university it could be a very big help to the students after they 
ended their students’ life and continue with their work life because POGIL is also 
how students applied the studies in real life. They know how the subjects or topic 
really useful for them in life. Hence, POGIL could give many advantages than dis-
advantages where educator are really suggested to apply this learning style for their 
students.     
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    Chapter 54   
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    Abstract     This paper addresses an emerging issue on the new and latest addition to 
the cohorts of adults learners studying in higher education institutes; the millenni-
als. There are various terms used to describe this generation such as Generation Y, 
Nexters, Echo Boomers, Net Generation and Generation Me. Born between the 
years 1980 and 1994, the millennials are claimed to be innovative and prone to 
changes. Much research conducted on adult learners studying in higher education 
institutes have focused on the adult learners’ characteristics. This study on the other 
hand aimed at investigating the characteristics of the millennials studying in a pub-
lic university in Malaysia and determining how their characteristics could suggest 
relevant innovation in teaching. The samples for the present study involved 122 
students who were all doing the same pre-degree programme in one of the public 
universities. Their age range is between 18 and 20 years old. A survey method was 
employed resulting in the administration of 122 questionnaires which were all com-
pleted and returned. Data was analyzed using descriptive statistics software. 
Findings include the confi rmation of some millennials’ characteristics as reported in 
the literature. The salient fi ndings include the millennials’ strong relationship with 
their parents, their need to depend on their parents for decision-making and their 
need for constant feedback. The fi ndings suggest several aspects of teaching innova-
tion deem necessary in order for the educators to stay relevant to the millennials. 
Practical suggestions on relevant teaching innovation are offered based on these 
fi ndings. The top management of higher education institutes could also reconsider 
the curriculum they provide for the millennials based on the new fi ndings.  
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54.1         Introduction 

 The higher education landscape has seen enormous transformation in recent years. 
Issues on globalization and democracy in education for instance have brought sig-
nifi cant changes in higher education services and access. While globalization has 
led to latest technology in the provision and delivery of education, democracy in 
education has brought up limitless opportunities to enter higher education. To a 
developing country like Malaysia, these issues have come with positive strides. 
Bigger numbers of students are enrolled in higher education institutes in the coun-
try. More programmes with greater emphasis on futuristic ones are being offered to 
cater to the needs of the future industry players. The advancement in educational 
technology has also driven new teaching strategies which include online learning 
tools among the educators. 

 An interesting point to note is the groups of students currently enrolled in the 
higher education institutes. According to a report on the top issues facing higher 
education in 2014 (  www.forbes.com/sites/…/top-issues-facing-higher-education-
 in-2014    , retrieved on 13 Oct 2014), higher education institutes across the globe face 
a challenge in addressing issues relating the “new majority in student bodies” 
(ibid.). As specifi ed in the report, “policies and programs still make assumptions 
based on the needs of a shrinking minority” (ibid.). 

 At this juncture, there is a rising need to address factors concerning the adult 
learners studying in higher education institutes. Studies on generations are vital in 
the education fi eld as the fi ndings provide information about each generation’s par-
ticular characteristics, needs and preferences. Information on the characteristics, 
needs and preferences “help drive decisions about program content and format, 
features to emphasize…” (Sandeen  2008 , p. 12). As suggested by the report by 
Forbes, demographic profi les such as their characteristics and preferred learning 
methods may need re-consideration. Acknowledging the fact that current student 
population comprises a new cohort of learners such as the millennials, this paper 
proposes an investigation on the millennials’ characteristics and their preferred 
learning methods. This in turn, may suggest necessary innovation in how they could 
be taught. 

 The following are the two main research questions that guide the present study.

    (a)    What are the characteristics of the selected millennials?   
   (b)    What teaching innovation could be suggested based on their characteristics?      
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54.2     Literature Review 

54.2.1     Millennials 

 There are various terms used to describe this generation, such as Generation Y, 
Nexters, Echo Boomers, Net Generation and Generation Me (Agati  2011 ; Twenge 
 2013 ). Born between the years 1981 and 1996 (Twenge et al.  2012 ), the millennials 
are claimed to be innovative and prone to changes (Sandeen  2008 ; Deal  2007 ; Agati 
 2011 ). Nonetheless, previous studies done by Howe and Strauss ( 2000 ), McCrindle 
( 2003 ), and Twenge ( 2013 ) found several distinct traits present specifi cally among 
the millennials which could be used as the basis for this research. 

 Millennials are said to be more attached to technology in comparison to previous 
generations (Nicholas  2008 ; Klein and Liff-Grief  2009 ; Jones and Shao  2011 ). 
Nicholas ( 2008 ) further claims that the most frequently used electronic source of 
information is Google. Besides their strong use of technology, the millennials are 
also said to have utmost priority on family with special regards to the relationship 
with their parents. Price ( 2009 ) confi rms this notion as claiming that the millennials 
grew up closely with their parents and that they are ready to accept their parents’ 
sense of purpose. Additionally, the millennials grew up being provided for by their 
parents more than the other generations. McCrindle ( 2003 ) claims that the millenni-
als are the most entertained and materially endowed generation. 

 The millennials are also said to be community-oriented (McCrindle  2003 ; Klein 
and Liff-Grief  2009 ; Jones and Shao  2011 ). Their core values are based on their 
civic duty and intention to bring changes to the world. A research done by McCrindle 
( 2003 ) discovered that in making decisions, the millennials prefer to base their deci-
sions on the experiences of their peers than on themselves. McCrindle (ibid.) further 
claims that the millennials are team-oriented and sociable. However, there are also 
contradicting opinions regarding this characteristic of the millennials. Based on 
their research, Twenge et al. ( 2012 ) found that the millennials are more inclined 
towards extrinsic values than intrinsic ones. Additionally, Twenge ( 2013 ) claims 
that the millennials in her research reported higher narcissism among them. These 
two fi ndings contradict with earlier fi ndings which claim that the millennials are 
sociable and team-oriented.  

54.2.2     Millennials and Learning 

 In the learning context, the millennials live in the world of technology. Klein and 
Liff-Grief ( 2009 ) stated that the millennials are immersed in the world of technol-
ogy that it is part of their life and learning process. In addition, according to Price 
( 2009 ), the millennials expect their lecturers to be as techno-savvy as they are. 

 Twenge ( 2013 ) discovered that the millennials in her research did not read text-
books. Instead, they preferred interactive learning through demonstrations, 
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 discussions and hands-on activities. Klein and Liff-Grieff ( 2009 ) further commented 
that the millennials in their research looked for rational and reason for every action 
their educators asked of them. Twenge ( 2013 ) related this with the fact that the mil-
lennials require purpose and meaning of the activities explained to them. 

 In a nation-wide survey involving 1171 college students, it was discovered that 
97 % of the millennials owned cell phones and over two-thirds had sent text- 
messages. According to McCasland ( 2005 ), instant messaging was the millennials’ 
top choice of communication. He further stated that the millennials download pod-
casts and music, take photos with their phones besides text messaging one another 
in their created messaging language. In this instance, the millennials are claimed to 
be experiential, engaging and interactive (Skiba  2008 ). Alch ( 2000 ) commented that 
the millennials are creative and investigate or conduct their research using the elec-
tronic media. 

 Technology enables students to accomplish more than they could without the use 
of technology. Technology allows students opportunities to access information and 
resources to create products far beyond their perceived capabilities. Research iden-
tifi es the benefi ts of technology integration as the technical aspects to enhance the 
quality of work, promote access to resources, positively impact student learning, 
and promote student metacognitive skills (Heafner and McCoy  2001 ; Scheidet 
 2003 ). It was observed in a study among the fi rst year students in a private univer-
sity in Chiba, Japan following the incorporation of the Facebook activity, many of 
the more introverted students became more motivated in class and were actually 
talking more with their classmates. It was also noticed that students began to express 
more opinions and gave extended reasoning in not only their face-to-face interac-
tions but also in their written classwork (Promnitz-Hayashi  2011 ). 

 Nicholas ( 2008 ) in her study discovered that the millennials relied heavily on 
technology particularly searching online. Her respondents claimed to frequently use 
Google (97 %) and Wikipedia (57 %) for assignments. The respondents also 
favoured multi-media in classes. Additionally, there was an indication that the mil-
lennials in her study valued group work, problem solving and case analysis. The 
millennials also search for relevant information from interactive web pages more 
than the printed materials. The millennials are also more communicative virtually. 

 Frand ( 2000 ) stated that the millennials are accustomed to multi-tasking such as 
watching TV, talking on the phone, doing homework, eating and interacting with 
their parents all at the same time. Hence, in relating the millennials and learning, 
Murray ( 1997 ) claims that the routine multi-tasking may have shortened their atten-
tion span. This in turn, could lead to a lack of critical thinking skills and introspec-
tion among the millennials.  

54.2.3     Studies on Malaysian Millennials 

 Though there have been some research done on the millennials across the globe, not 
as many research have been done on Malaysian millennials especially one that 
looks into the characteristics of the millennials and their learning methods. Some of 
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the relevant research includes the investigation of cultural values and career goals 
of the Malaysian millennials (Maimunah and Hoo  2014 ), employer rewards and 
Malaysian millennials (Maznah et al.  2014 ); millennials’ work values as academi-
cians (Raman et al.  2011 ) and factors infl uencing generation Y’s behaviour at work 
place (Aminul et al.  2011 ). 

 Findings from the past studies in Malaysia have generally reported on the millen-
nials and their workplace. It is interesting to note that the fi ndings confi rm that the 
millennials are web technology savvy and the use of web technologies is a common 
part of their daily routine.   

54.3     Methodology 

 A quantitative research design was adopted in the present study which is an early 
stage of a bigger research project. In investigating the characteristics of a selected 
group of millennials in one of the country’s public universities, a set of question-
naire was self-developed and administered. The development of the questionnaire 
was based on existing literature review and past research fi ndings. Content valida-
tion involving four content experts and a pilot test were conducted to confi rm the 
survey form’s validity and reliability. Comments from the content experts were con-
sidered in the revision of several items in the survey form. The overall Cronbach 
alpha value from the pilot test was determined at .937, suggesting a strong reliabil-
ity which enables the researchers to proceed with the data analysis. 

 The survey form consisted of four parts; Part A: demographic, Part B: millenni-
als characteristics (seven constructs taken from Howe and Strauss  2003 ) and Part C: 
Learning process (four constructs). A total of 122 respondents took part in the pres-
ent study. They were required to respond on a four point Likert scale in Part B and 
C, with 1 being ‘not true of me’ and 4 being ‘true of me’. For the purpose of this 
paper, only fi ndings from Part B will be analyzed and discussed. There are 7 con-
struct and 76 items altogether in Part B. The components of Part B are as follows; 

 The population comprises the millennials studying in social sciences pro-
grammes in a faculty in one of Malaysia’s public universities. The samples for the 
present study involved 122 students who were all doing the same pre-degree pro-
gramme. Their age range is between 18 and 20 years old. There were 27 male and 
95 female respondents who participated in the study.  

54.4     Findings 

 The discussions on fi ndings are guided by the two research questions. In order to 
answer the fi rst research question, data analysis from Part B of the survey form will 
be elaborated. 
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 In determining the characteristics of the millennials in the present study, seven 
characteristics identifi ed by Howe and Strauss ( 2003 ) are referred. The characteris-
tics are; feeling special, sheltered, confi dent, team-oriented, achieving, pressured 
and conventional (Table  54.2 ).

    There are ten items under the characteristic of ‘feeling special’ which were 
answered by all the respondents (n = 122) in the present study. As shown in 
Table  54.1 , the mean scores range from 2.50 to 3.43. In describing how the selected 
millennials in the present study felt special, it is noted that claimed that they had to 
fulfi ll their parents’ expectations (mean = 3.54) besides wanting privacy (mean = 3.43) 
and expecting positive feedback (mean = 3.27). Additionally, they seemed not to 
crave for attention (m = 2.50) nor thought that they had been treated special 
(m = 2.55). The fact that the respondents felt connected to their parents is supported 
by Noveck and Tompson ( 2007 ) who claim that the millennials who participated in 
their poll stated that spending time with their family was the top answer. 

 The mean scores for the eight items under the characteristic of ‘sheltered’ range 
from 2.44 to 3.51 as indicated in Table  54.3 . In describing themselves as being shel-
tered, the respondents claimed that they were highly protected when they were a 
child (mean = 3.51) and that their parents protected them from unpleasant experi-
ences (mean = 3.48). This is followed by the claim that they grew up in a time of 
increasing safety measure (mean = 3.02). These fi ndings concur with past research 
fi ndings (Strauss and Howe  2000 ; Wilson and Gerber  2008 ). However, despite all 

   Table 54.2    Feeling special   

 Item  N  Mean 
 Std 
dev. 

 I crave attention  122  2.50  1.009 
 I have always been treated 
special 

 122  2.55  .763 

 I have to fulfi ll my parents’ 
expectation 

 122  3.54  .742 

 I want privacy  122  3.43  .717 
 I expect positive feedback  122  3.27  .707 

   Table 54.1    Components of Part B in the student questionnaire   

 Construct and sample items  No. of item 
 Cronbach alpha value 
obtained from pilot test 

 1. Feeling special  10  .722 
 2. Sheltered  8  .756 
 3. Confi dent  11  .833 
 4. Team-oriented  10  .589 
 5. Achieving  11  .754 
 6. Pressured  16  .761 
 7. Conventional  10  .788 

F.A. Majid et al.



691

these when they were a child, the millennials in the present study did not expect the 
faculty and staff to resolve their confl icts (mean = 2.44) (Table  54.4 ).

    Under the characteristic of ‘confi dent’, the respondents answered 11 items and 
the mean scores range from 2.59 to 3.42. When it relates to their confi dence, it is 
interesting to note that the respondents indicated that they felt connected to their 
parents (mean = 3.42). This fi nding concurs with what they claimed earlier on being 
sheltered. Additionally, although the respondents did not expect the faculty and staff 
to resolve their confl icts, the millennials in the present study expected the university 
to help them achieve greater heights (mean = 3.3). The respondents also claimed that 
they are not assertive (mean = 2.59) nor thought highly of themselves (mean = 2.61) 
and were confi dent of their future (mean = 2.88). It could be concluded that although 
the literature suggests that the millennials are motivated, goal-oriented and confi -
dent in themselves and the future (Howe and Strauss  2003 ) and Wilson and Gerber 
 2008 ), the millennials in the present study seem to suggest a different degree of 
confi dence. There may still be a certain degree of dependency on their parents and 
the university when it comes to preparing for their future achievements (Table  54.5 ).

   There are ten items under the characteristic of ‘team-oriented’ and the mean 
scores range from 1.74 to 3.63. Interestingly, the fi ndings on team-orientedness 
have indicated similar fi ndings from past research. The respondents disagreed that 
they excluded other generations (mean = 1.74). In fact, they dislike selfi shness 
(mean = 3.63) and wanted to be seen as part of a group (mean = 3.39). Twenge 
( 2006 ), Strauss and Howe ( 2000 ), and Wilson and Gerber ( 2008 ) reported similar 
fi ndings about the millennials and team-orientedness. According to Wilson and 
Gerber ( 2008 ), “…the millennials have long worked in task groups and are skilled 
in collaborative effort” (pp. 31) (Table  54.6 ).

   Table 54.3    Sheltered   

 Item  N  Mean  Std. dev. 

 I expect the faculty and staff 
to resolve my confl icts 

 122  2.44  .980 

 I grew up in a time of 
increasing safety measures 

 122  3.02  .818 

 When I was a child, I was 
highly protected 

 122  3.51  .752 

 My parents protect me from 
unpleasant experiences 

 122  3.48  .695 

   Table 54.4    Confi dent   

 Item  N  Mean  Std dev. 

 I am assertive  122  2.59  1.030 
 I think highly of myself  122  2.61  .729 
 I am confi dent of the future  122  2.88  .875 
 I feel connected to my parents  122  3.42  .814 
 I expect the university to help 
me achieve greater heights 

 122  3.31  .729 
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   The respondents answered 11 items under the characteristic of ‘achieving’ and 
the mean scores range from 1.68 to 3.58. As confi rmed in past research (Howe and 
Strauss  2003 ; Wilson and Gerber  2008 ), the respondents in the present study saw 
great importance in academic achievements (mean = 3.58) and they focused on get-
ting good academic grades (mean = 3.38) (Table  54.7 ).

   All the respondents answered 16 items under the characteristic of ‘pressured’ and 
the mean scores range from 1.60 to 3.34. The fact that the respondents claimed that 
they were reminded to take advantage of opportunities (mean = 3.34) and were 
always required to excel (mean = 3.05) concur with past fi ndings (Wilson and Gerber 
 2008 ; Howe and Strauss  2003 ). However, unlike past research fi ndings the millen-
nials in the present study did not feel as pressured since they disagreed that they did 
not have time for spontaneous play (mean = 1.60) nor were they used to structured 
and tight schedule (mean = 1.93 and 1.97 respectively) (Table  54.8 ).

   Finally, the respondent also responded to ten items under the characteristic of 
‘conventional’. The mean scores range from 2.07 to 3.56. The fi ndings from the 
present study are similar with those from past research. As concurred by Howe and 
Strauss ( 2003 ), Twenge ( 2006 ), and Wilson and Gerber ( 2008 ), the millennials 
value their parents’ opinions (mean = 3.61). They are also obedient and follow com-
mon social rules and agree with some traditional values (mean = 3.56 and 3.42 
respectively). As Howe and Strauss ( 2003 ) put it, the millennials fear being 
non-conformist.  

   Table 54.5    Team-oriented   

 Item  N  Mean  Std dev. 

 I exclude other generations  122  1.74  .887 
 In order to belong to my 
group, I am willing to change 
my identity 

 122  2.12  1.030 

 I dislike selfi shness  122  3.63  .624 
 I want to be seen as part of the 
group 

 122  3.39  .714 

   Table 54.6    Achieving   

 Item  N  Mean  Std. dev. 

 I do not like studying 
humanities and arts 

 122  1.68  .855 

 I prefer studying maths and 
science 

 122  2.00  1.029 

 Academic grades are 
important to me 

 122  3.58  .614 

 I focus on getting good 
academic grades 

 122  3.38  .696 
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54.5     Implications on Teaching Innovation 

 To this end, it is worthy to note that the present study has confi rmed some of the 
fi ndings from past research. Nonetheless, there are also some fi ndings which contra-
dict the past research fi ndings. Basically, in determining the characteristics of the 
selected millennials in the present study, it was discovered that they;

    (a)    felt special as they were connected to their parents and expected privacy and 
positive feedback   

   (b)    knew they were sheltered as they were protected by their parents from harm and 
unpleasant experiences.   

   (c)    were not highly confi dent as they still depended on their parents and the univer-
sity for important decisions regarding their future and academic activities.   

   (d)    were team-oriented and value group work.   
   (e)    valued extrinsic rewards such as academic achievements and getting good 

grades.   
   (f)    did not feel pressured despite the fact that they needed to take every opportuni-

ties and excel.   
   (g)    were conformists as they value their parents’ opinions and common social rules.     

 The second research question which is on the relevant teaching innovation could 
be answered by considering the implications the characteristics of the selected mil-
lennials could have on teaching. The data which reveal the obvious characteristics 

   Table 54.7    Pressured   

 Item  N  mean  Std. dev. 

 I do not have time for spontaneous play  122  1.60  .815 
 I used to have every hour of my day 
fi lled with structured activity 

 122  1.93  .903 

 As a child, I had a tight schedule  122  1.97  .887 
 I am reminded to take advantage of 
opportunities 

 122  3.34  .818 

 I am always required to excel  122  3.05  .899 

   Table 54.8    Conventional   

 Item  N  Mean 
 Std 
dev. 

 My choices of clothing, 
music, and cultural markings 
will be similar with my peers 

 122  2.07  .989 

 I do not question the authority  122  2.49  .893 
 I value my parents’ opinions  122  3.61  .609 
 I follow the common social 
rules 

 122  3.56  .656 

 I agree with traditional values  122  3.42  .666 
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of the respondents is relevant in answering the second research question. The seven 
listed characteristics as listed above provides the data that led to the identifying of 
relevant teaching innovation. However, it is important to note that the samples in the 
present study comprised between 18 and 20 years old young adult learners who 
were taking up their pre-degree programme. Hence, some identifi ed characteristics 
could be due to the fact that they were still literally new in higher education. Besides 
the identifi ed characteristics, answers to the second research question were also 
guided by relevant literature review on teaching best practices. 

 Firstly, one of the obvious teaching innovations that any educator could consider 
in teaching the millennials is to put their parents and the values of families in the 
perspective of their teaching content and classroom activities. Assignments such as 
projects and case studies for example could include the need to relate to family 
values. It could also be suggested that the parents are involved in monitoring the 
progress of the millennials’ assignments. Positive feedback from the parents during 
the completion of the assignments could be an alternative in making the millennials 
more committed to fi nishing and giving their best in the assignments. 

 The other teaching innovation could include the type of classroom activities and 
assessment. It is noted that the millennials value group work and collaborative 
efforts. The present study has discovered the reasons behind this preference that is 
the millennials prefer to be seen as part of a group and that peer support is important 
to them. Therefore, an innovation that could be considered is the need to encourage 
more collaborative efforts through group work and peer assessment during the com-
pletion of the assignments or activities. Educators could design peer assessment 
form which highlights. 

 At this juncture, perhaps another aspect of teaching innovation necessary is the 
application of information and communication technology to encourage collabora-
tive efforts among the millennials. Literature has confi rmed that the millennials are 
group-work driven and the fi ndings of the present study confi rm it. In an effort to 
minimize challenges in producing collaborative work, educators need to shift 
towards the inclusion of online and smart learning tools and gadget respectively. 
Smart gadgets such as their hand phones and tablet need to be allowed in the class-
room as the millennials mostly search for information from search engines such as 
Google and Wikipedia. The advent of technological applications and sites changes 
the landscape of the future education (Matney  2006 ). 

 Nonetheless, it is not only their characteristics that make it a challenge, but the 
dynamics the characteristics and experiences of the previous generations create 
when interacting with them. One of the main causes is the vertiginous pace of tech-
nological development and change that creates a divide embodied in the millennial 
generation. This is further supported by Prensky ( 2001 ) who claims that our stu-
dents’ brains are wired differently from ours as a result of how they grew up. Their 
thinking patterns have changed over intense and consistent exposure to the techno-
logical stimulus. In order to support this new learning demands, Dede ( 2005 ) sug-
gests institutions could use these emerging technology to deliver instruction matched 
to neomillennials learning styles. 
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 The millennials also search for relevant information from interactive web pages 
more than the printed materials. The millennials are also more communicative vir-
tually. It can be said that technology and the internet possibly played a role and 
these types of activities do show promise as they appear to give students choices 
and opportunities to have control over their own learning. These kinds of opportuni-
ties and environments may create conditions for facilitating the development of 
learner autonomy. 

 Hence, based on the fi ndings that the millennials work collaboratively and the 
literature further confi rm that they are techno-savvy g, internet communication plat-
forms such as facebook, group wiki, and blogs need to be incorporated as part of 
classroom activities or assignments. The varieties of instant message applications 
offered via technology such as whatsapp, and telegram need not to be seen as a 
distraction to the millennials’ learning. Yet, these applications could complement 
group work tasks and encourage active interaction among the group members. In 
the new classroom landscape, the role of the educator could shift from being the 
traditional ‘mobile-police’ to coaching the students on how best can they use the 
mobile applications to their learning advantage. 

 Since the millennials appreciate extrinsic recognition, one other teaching inno-
vation could include the mechanism of continuous positive appraisal of their work. 
Educators need to realize that constant positive feedback is a tool to motivate the 
millennials. Additionally, the millennials require constant reminder of how well 
they are progressing. Diagnostic chart of each millennial which records their perfor-
mance development could be a relevant and practical documentation. Since the 
record is made available, the evidence of their performance is indirectly also made 
available. The presence of such documentation serves as their constant reminder 
and positive feedback throughout their studies.  

54.6     Conclusion 

 In conclusion, the present study has brought to light relevant information regarding 
the millennials’ characteristics. The seven characteristics presented by Howe and 
Strauss (2003) have become the reference to many researchers including the present 
study. The fi ndings have provided data which supports some of the characteristics 
identifi ed by Howe and Strauss (2003). Additionally, the fi ndings have also sug-
gested different degrees of characteristics among the millennials in the present 
study compared to those in past research namely ‘confi dent’ and ‘pressured’. The 
fact that the samples of the present study comprised young adult learners who were 
between 18 and 20 years old and that they were beginning life as a college student 
might have infl uenced the fi ndings. 

 Several suggestions for teaching innovation are made based on the identifi ed 
characteristics. Relevant literature review was also referred in confi rming the inno-
vation suggested. The innovation suggested include the use of materials, types of 
assessment, monitoring and appraisal procedures as well as the inclusion of smart 
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gadgets in the classrooms. The teaching innovations are suggested with the idea that 
they could be adopted by any educators regardless of subject or level of programmes 
taught. This in turn may suggest that the top management of the university may 
need to re-consider how education is provided and delivered to the new majority of 
student population in the higher education institutes. Issues on teaching materials, 
types of assessment and its mechanism, parents’ participation and the use of tech-
nology and smart gadgets in the classroom need to be incorporated in a newly 
designed curriculum.     
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    Chapter 55   
 A Romanised Mandarin Web-Based 
Instruction: Its Economic Potentials 
and Acceptance Levels of Non-native 
Mandarin Learners       

       Lim     Soo Giap    

    Abstract     The Guru Hanyu Pinyin web-based instruction (Romanised Mandarin 
Web-based) is specially designed to tackle the specifi c needs of UiTM students. The 
main objective of this paper is to examine the acceptance levels of UiTM students 
towards the design of the instruction. It deals with suitability of content, structure of 
the content, the appropriateness of the language used and user-friendliness of icons. 
At the same time, this paper describes the economic potentials of romanised 
Mandarin web-based instruction in South-East Asia countries especially for non- 
native Mandarin learners. This research focuses on fi rst year elementary level 
Mandarin students at UiTM Penang campus. A total of 28 students have been 
selected from two Mandarin classes to attend a 4-h self-learning session. After the 
lesson, a questionnaire on the design of the instruction is given to each student. The 
fi nding shows that majority of the students feel that the content of the web-based 
Hanyu Pinyin instruction suits their level of profi ciency and well structured, most of 
the students also feel that the language used is appropriate and easy to understand, 
and they also agree that the icons of Guru Hanyu Pinyin web-based instruction is 
user-friendly. Learners have no diffi culty in using this Guru Hanyu Pinyin web- 
based instruction.  
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55.1         Introduction 

 The Internet and the World Wide Web (WWW) continue to exert tremendous infl u-
ence on our everyday lives. The use of the WWW as an instructional tool is gaining 
momentum as more teachers, instructors, and trainers incorporate it into their reper-
toire. This trend will certainly bring a change in teaching. The web-based instruc-
tion (WBI) is the instructional materials that are used in the learning system that 
involves the network operation center (NOC), the WWW resources, the learners, 
instructors and the regularly conducted lectures of fulltime teaching staff. Web- 
based instruction, which is also called as Web-based training, is defi ned as an “indi-
vidualized instruction that is delivered over public or private computer networks 
and displayed via a Web browser”. WBI is not a downloaded Computer Based 
Training but an on-demand training stored in a server and accessed across a net-
work. Web-based training can be updated very rapidly and its accessibility as a 
training tool is fully controlled by the training provider. 

55.1.1     Problem Statement 

 Hanyu Pinyin (Romanised Mandarin) is used in the teaching and learning of 
Mandarin as a third language in UiTM (University of Technology of MARA) after 
Malay and English language. Generally, the fi rst 2–4 h of lecture are allocated to the 
teaching of the sound system in Hanyu Pinyin. The time allocated is defi nitely 
insuffi cient for learners, many of whom are exposed to Mandarin for the fi rst time, 
to satisfactorily comprehend the intricacies of its sound system. In order to achieve 
better learning effi ciency, there is a strong need for lecturer to spend extra hours 
with the learners on additional practice and consultations. Hence, it is necessary to 
devise some self-learning materials for learners to enable them to control and moni-
tor their learning process in the absence of facilitator. In order to create an environ-
ment conducive for self-learning Hanyu Pinyin, a web-based instruction is suggested 
to be incorporated into the curriculum.  

55.1.2     The Advantages of Using WBI 

 A web-based instruction can be delivered on demand to any computer connected to 
the Internet anywhere in the world. This advantage cannot be matched by any other 
methodology known today. ‘A picture tells a thousand words’, thus it is assumed 
that the web-based instruction that includes multimedia elements will increase the 
fl exibility for learners, thus benefi ting them. In short, the players in education will 
gain the benefi ts of web-based instruction as listed below.
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    The Education Institution 

   (a)    Reduces and/or eliminates overhead expenses such as instructional rooms, 
training computer and equipment.   

  (b)    Flexibility in updating and adding course content. Instruction is installed on a 
few fi le server.    

     The Facilitator 

   (a)    Reduces time to guide the learners. Thus the facilitator can utilize the time to 
enhance the course contents.   

  (b)    Makes updating or introducing new syllabus easier and quicker.   
  (c)    Could be used as teaching aids in class. Each learner can get certain amount of 

individual feedback from the instruction rather than depending fully on the 
facilitator, hence it lightens the teaching burden of facilitators especially when 
the number of trainees is big.    

     The Learners 

   (a)    WBI provides quick and convenient navigation of learning aids for learners.   
  (b)    Self assessment learning tools. Learners can get individualized practice and 

feedback at own pace. It can also be used to reinforce learning after class.   
  (c)    Flexibility (any time, place or level). The learning materials are available 24 h 

a day, 7 days a week. Information can be easily accessed whenever needed. It 
also allows learners to start at their appropriate level.    

55.1.3          Economic Potentials 

 Due to the emergence of China as a world’s economy super power, learning 
Mandarin becomes more crucial and important for effective communication as well 
as in developing a better competitive edge in the international market. Therefore, 
the economic returns of teaching Mandarin for non-native speakers become very 
attractive. The total population of Southeast Asia in 2010 was 593 million (Gavin 
 2013 ). If the targeted population is only 10 %, it will be 59.3 million. The return of 
investment will be very attractive. 

 The Mandarin web-based instruction (WBI) is specially designed by the writers 
for Malay-speaking learners. Presently, most of the Mandarin web-based instruc-
tions in the market focus on Mandarin or English-speaking learners. In a survey, Xu 
Zhijuan ( 2005 ), has selected 12 popular Hanyu Pinyin WBIs and ranked them 
according to ten criteria. The result shows that the Hanyu Pinyin WBI of the Chinese 
University of Hong Kong is far more superior to the others.... However, the instruc-
tion language is in Mandarin, and therefore not suitable for those who are not profi -
cient in the language. In short, teaching Malay-speaking learners targeted on their 
common mistake in learning Mandarin is a niche market. Furthermore, lack of 
Mandarin learning materials for non-native speakers makes this project more attrac-
tive and interesting. 
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55.1.3.1     The Guru Hanyu Pinyin Instruction Design 

 The Guru Hanyu Pinyin web-based instruction (WBI) is specially designed by the 
writers to overcome the common mistakes in learning Mandarin pronunciation 
based on the specifi c needs of Malay learners (Lim et al.  2010 ). 

 The Guru Hanyu Pinyin instruction’s design is based on the modular concept where 
information is chunked into several modules for instructional purposes. By chunking 
information, it is easier for instruction designer to develop the course content. For learn-
ers, it is easier for them to absorb and remember the information. The Hanyu Pinyin 
instruction is made up of small, functional and independent unit. It contains ten main 
modules that are structured in a way that progresses from lower to higher level skills 
incorporating initials (Fonem Awal), fi nals (Fonem Akhir), tones (Nada), Pinyin spelling 
rules (Peraturan Ejaan Pinyin), syllable that ended with Retrofl ex phoneme (Fonem 
Gelungan pada akhir suku kata), modifi cation of tones (modifi kasi nada), neutral tones 
(Nada neutral), Chinese phonetics table (Jadual fonetik bahasa Cina), Exercises 
(Latihan) and additional exercises (latihan tambahan). These modules are further divided 
into smaller units. Figure  55.1  depicts the main features of Hanyu Pinyin instruction.

55.1.4         Objective of the Study 

 The main objective of this research is to examine the acceptance levels of UiTM 
students towards the design of Guru Hanyu Pinyin web-based instruction (Romanised 
Mandarin Web-based). This paper report is the second part of the whole research 

Guru Hanyu Pinyin
Instruction

Homepage and main menu

Initials Finals Tones Pinyin
Spelling

rules

Retroflex
phoneme at the
end of syllable

Modification
of tones

Neutral
tones

Phonetic
table

Exercises

Additional
exercises

  Fig. 55.1    Main features of Guru Hanyu Pinyin instruction       
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and it deals with the suitability of content of the instruction, the structure of the 
content of the Instruction, the appropriateness of the language used in the instruc-
tion and user friendliness of icon only.  

55.1.5     Research Questions 

     (a)    How was the acceptance level of UiTM students towards the suitability of con-
tent of the web-based Hanyu Pinyin instruction?   

   (b)    How was the acceptance level of UiTM students towards the structure of the 
content of the web-based Hanyu Pinyin instruction?   

   (c)    How was the acceptance levels of UiTM students towards the appropriateness 
of the language used in the web-based Hanyu Pinyin instruction?   

   (d)    How was the acceptance level of UiTM students towards user friendliness of 
icon of the web-based Hanyu Pinyin instruction?       

55.2     Literature Review 

 The key elements used in this paper are UiTM, Hanyu Pinyin, WBI (Web-based 
instruction), Mandarin facilitator, non native Mandarin learners, Chinese language 
learning on the Internet, the Hanyu Pinyin WBI on the Internet and user friendly 
WBI. 

55.2.1     UiTM 

 UiTM is University of Technology of MARA. The university is selected for this 
research in view of its large population of Bumiputra students from various disci-
plines. In order to equip their students with language skills, UiTM also offer several 
foreign language courses including Mandarin to the students.  

55.2.2     Hanyu Pinyin 

 Hanyu Pinyin is a form of Romanized Mandarin. It was devised by the government 
of the Peoples’ Republic of China in 1958 to help non-native speakers to study 
Chinese. It is the most widely used Mandarin transliteration method which has been 
adopted in many countries including Singapore. Most contemporary dictionaries 
use Pinyin to spell out Chinese characters, and the vast majority of Chinese text-
books published overseas use Pinyin (Zhang  2006 ). By mastering Pinyin, learners 
can easily read Chinese books printed in characters which are at the same time 
transliterated into Pinyin.  
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55.2.3     Web-Based Instruction (WBI) 

 Khan ( 1997 ) defi nes Web-Based Instruction (WBI) as “…a hypermedia-based 
instructional program which utilizes the attributes and resources of the World Wide 
Web to create a meaningful learning environment where learning is fostered and 
supported.” According to Relan and Gillami ( 1997 ) WBI is “…the application of a 
repertoire of cognitively oriented instructional strategies within a constructivist and 
collaborative learning environment, utilizing the attributes and resources of the 
World Wide Web.” Web-Based Instruction, also called Web-Based Training, is 
defi ned by Clark ( 1996 ) as an “Individualized instruction delivered over public or 
private computer networks and displayed by a Web browser. WBT is not down-
loaded CBT, but rather on-demand training stored in a server and accessed across a 
network. Web-based training can be updated very rapidly, and its accessibility as a 
training tool is controlled by the training provider.” Clearly, as the name suggests, 
one common feature for all forms of WBI is that the instructional materials are 
delivered over the Internet.  

55.2.4     Non-Native Mandarin Learner 

 Learner is someone who learns to speak Mandarin. Non native refers to the people 
whose mother tongue is not Mandarin. Non-native Mandarin learners are learners 
that speak Malay or Indonesia language as mother tongue and learn to speak 
Mandarin.  

55.2.5     UiTM Mandarin Lecturer/Facilitator 

 Lecturer/Facilitator is someone who helps a group of people discuss things with 
each other or do something effectively. In UiTM, the Mandarin lecturer plays the 
role as a facilitator who helps the non native learners to study Mandarin 
effectively.  

55.2.6     User Friendly WBI 

 The user refers to the UiTM students that use the Hanyu Pinyin WBI in learning 
Mandarin pronunciations. The product refers to the Hanyu Pinyin WBI constructed 
by the facilitator that entitled Hanyu Pinyin Guru. Friendly means not diffi cult for 
particular people to use. Therefore, user friendly WBI refers to a WBI that is easier 
to use and accepted by the UiTM students.  
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55.2.7     Chinese Language Learning on the Internet 

 According to Bourgerie ( 2003 ), the Internet sources for learning Chinese can be as 
simple as supplements for established texts or comprehensive courses such as 
Beijing Language and Culture University’s on-line degree program for Chinese. 
Other on-line sources consist of independent modules to address a particular aspect 
of learning such as pronunciation and Romanization Hanyu Pinyin WBI on the 
Internet. Among the well-designed and established Hanyu Pinyin WBI according to 
Shao ( 2005 ), are the Chinese Pronunciation Guide of Harvard University and the 
Pinyin Pronunciation for Mandarin of Oxford. The contents of these two websites 
are not designed and arranged in accordance with any existing teaching materials 
and as a result, they can be modifi ed easily. Similarly, they can be accessed by not 
only students from the two universities but the public as well. Since the two sites are 
not based on existing teaching materials, they focus mostly on vowels, consonants, 
word-level and phrase-level tones. For learners, they benefi t from these two sites 
more on the learning of word-level rather than sentence-level tones. In terms of 
feedback for learners, there is no such provision on both sites. 

 From the review of the existing Hanyu Pinyin WBI, it can be concluded that 
there isn’t any Hanyu Pinyin WBI that incorporates a mechanism capable of inform-
ing learners the accuracy of their pronunciations. To give feedback to learners, an 
ideal WBI has to be attached with speech recognition function. Unfortunately, the 
technology of speech recognition in Mandarin has not yet been developed into the 
maturity level to be used for instructional purpose (Chao  2003 ). The best that can be 
accomplished is to provide learners with three types of structured activities: (a) 
presentations, (b) drill and practice, and (c) simulations or game situations (Ariew 
 1999 ). Although WBI has limitations yet those learning Hanyu Pinyin assisted by 
WBI still gain more as these time-consuming tasks turn out to be what the computer 
is best suited for. Not only can these tasks take advantage of the consistency and 
patience of the computer, they can also capitalize on its data-handling and multime-
dia capabilities.   

55.3     Research Design and Methodology 

55.3.1     Sample and Sampling Techniques 

 This research focuses on fi rst year elementary level Mandarin students at UiTM 
Penang campus. The research sample has been selected through stratifi ed random 
sampling. Twenty eight students in UiTM Penang campus have been stratifi ed 
according to different courses. They represent the Bumiputra Mandarin learners and 
the majority of Bumiputra learners have similar education background, culture, and 
language ability. Furthermore, the focus on UiTM Penang students is to make ease 
for research accessing and monitoring.  
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55.3.2     Data Collection 

 A total of 28 students in UiTM Penang campus were selected to attend a 4-h self- 
learning session using Hanyu Pinyin instruction in the language computer labora-
tory. A set of research questionnaire is given to each of them to fi nd out their 
opinions about the instruction. As for feedback, respondents are given the following 
scale to indicate the level of agreement for each of the question

   5 – Strongly Agree  
  4 – Agree,  
  3 – Neither Agree Nor Disagree  
  2 – Disagree  
  1 – Strongly Disagree.     

55.3.3     Techniques for Analysis 

 To conduct the study, descriptive statistical tool was used. Results are tabulated and 
coded in the data fi le for the use of SPSS statistical analysis.  

55.3.4     Survey Form 

 An evaluation form of WBI Hanyu Pinyin instruction was used to answer the 
research question in term of the suitability of content of the instruction, the structure 
of the content of the instruction, the appropriateness of the language used in the 
instruction and user friendliness of icon only.   

55.4     Results 

 As shown in Table  55.1 , 28.6 % of respondents strongly agree that the content is 
suitable. 53.6 % of the learners agree that the content is suitable. 10.7 % of the 
respondents neither agree nor disagree with the statement. Only 1 of the respon-
dents (3.6 %) feels that the content is not suitable. None of the respondents strongly 
disagree that the contents is not suitable. There is one respondents did not submit 
the questionnaire.

   As shown in Table  55.2 , 17.9 % of respondents strongly agree that the content is 
well structured. 71.4 % of the learners agree that the content is well structured. 
7.1 % of the respondents neither agree nor disagree with the statement. None of the 
respondents feel that the content is not well structured. There is one respondents did 
not submit the questionnaire.
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   As shown in Table  55.3 , 14.3 % of respondents strongly agree that the language 
used is appropriate. 71.4 % of the learners agree that the language used is appropri-
ate. 10.7 % of the respondents neither agree nor disagree with the statement. None 
of the respondents feel that the language used is not appropriate. There is one 
respondents did not submit the questionnaire.

   Table  55.4  shows the learners’ acceptance toward the user friendliness of icon of 
the Instruction. 14.3 % of the respondents strongly agree that the icons are user 
friendliness, while 64.3 % of the learners agree that the icons are appropriate. 
However, 17.9 % of the respondents are neither agree nor disagree with the state-
ment. There is no respondents disagree or strongly disagree with the icons of the 
instruction. There is one respondents did not submit the questionnaire.

    Table 55.1    Learners’ acceptance toward the suitability of content of the instruction   

 Frequency  Percent  Valid percent  Cumulative percent 

 Valid  2.00  1  3.6  3.7  3.7 
 3.00  3  10.7  11.1  14.8 
 4.00  15  53.6  55.6  70.4 
 5.00  8  28.6  29.6  100.0 
 Total  27  96.4  100.0 

 Missing  System  1  3.6 
 Total  28  100.0 

    Table 55.2    Learners’ acceptance toward the structure of the content of the instruction   

 Frequency  Percent  Valid percent  Cumulative percent 

 Valid  3.00  2  7.1  7.4  7.4 
 4.00  20  71.4  74.1  81.5 
 5.00  5  17.9  18.5  100.0 
 Total  27  96.4  100.0 

 Missing  System  1  3.6 
 Total  28  100.0 

   Table 55.3    Learners’ acceptance toward the appropriateness of the language used in the instruction   

 Frequency  Percent  Valid percent  Cumulative percent 

 Valid  3.00  3  10.7  11.1  11.1 
 4.00  20  71.4  74.1  85.2 
 5.00  4  14.3  14.8  100.0 
 Total  27  96.4  100.0 

 Missing  System  1  3.6 
 Total  28  100.0 
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55.5        Conclusion 

 This research is to examine the acceptance levels of UiTM students towards the 
design of Guru Hanyu Pinyin web-based instruction (Romanised Mandarin Web- 
based). It deals with the suitability of content of the instruction, the structure of the 
content of the Instruction, the appropriateness of the language used in the instruc-
tion and user friendliness of icon only. 

 From the data Table  55.1 , we can conclude that 82.2 % of the students feel that 
the content of the web-based Hanyu Pinyin instruction suits their level of profi -
ciency. 10.7 % of the respondents neither agree nor disagree with the statement. 
Only 1 of the respondents (3.6 %) feels that the content is not suitable. There is a 
clear correlation between the online materials with the target learning objectives. 
Users undoubtedly benefi t from this instruction and from the data in Table  55.2 , we 
can conclude that 89.3 % of the students agree that the content is well structured. 
The sequence of information is logical and intuitive. Menus and paths to all infor-
mation are clear and straightforward. 

 From the aspect of the language used in the web-based Hanyu Pinyin instruction, 
we can conclude that majority of the students feel that the language used is appro-
priate and easy to understand. None of the respondents feel that the language used 
is not appropriate. Regarding the user friendliness of icon, we can conclude that 
majority of respondents agree that the web-based Hanyu Pinyin instruction is user- 
friendly. The acceptance levels of the students towards the Hanyu Pinyin WBI are 
positive. Learners have no diffi culty in using this Guru Hanyu Pinyin web-based 
instruction. 

 This research shows that the Hanyu Pinyin WBI has successfully provided an 
alternative to conventional teaching method. But there are some limitations need to 
pay attention. In terms of pedagogy, web-based learning does not have the advan-
tage of promoting spontaneous interaction as in face to face communication. 
Traditional approach using on-campus learning focuses students’ learning attention 
through easy communication with lecturer whereby lecturer could offer help to 
explain in more detail and provide interactive feedback. The WBI used is lack of a 
suitable infrastructure and database for accommodating test item and multimedia 
elements. Therefore it is recommended that the database should be attached to the 
instruction in order to allow adding, deleting and modifi cations of exercises and 

   Table 55.4    Learners’ acceptance toward the user friendliness of icon of the instruction   

 Frequency  Percent  Valid percent  Cumulative percent 

 Valid  3.00  5  17.9  18.5  18.5 
 4.00  18  64.3  66.7  85.2 
 5.00  4  14.3  14.8  100.0 
 Total  27  96.4  100.0 

 Missing  System  1  3.6 
 Total  28  100.0 
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quiz items being carried out with more fl exibility by the user. The existing WBI 
design requires further improvements to encompass a well structured and interest-
ing interface design with course syllabus and content. This will enable the web- 
based learning technology being easily accepted by new learners in view of its 
convenience and user-friendliness. 

 A well structured course syllabus, content and interesting interface design are 
important factors for learners to accept and use the web technology in learning the 
language. It is recommended that the contents of the syllabus should be revised 
because currently most syllabi are designed for conventional classroom learning 
environment. Therefore, the syllabi should be revised to suit web-based presenta-
tion. Thus more research should be conducted in the area of web-based course mod-
ule development. 

 In view of the large Mandarin market potentials of Southeast Asia market, adopt-
ing web-based instruction in teaching Mandarin for non-native speakers generates 
great economic benefi ts. Some of the common benefi ts include reducing overhead 
expenses which makes the learning become very affordable for users, resolving the 
problems of insuffi cient qualifi ed Mandarin instructors and lack of teaching materi-
als for non-native speakers.     
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    Chapter 56   
 MITRANS Postgraduate Research Programs 
in Transport and Logistics: Program 
Outcomes Survey       

       Sariwati     Mohd     Shariff     ,     Siti     Haslinda     Abd     Halim    , and     Saadiah     Yahya   

    Abstract     All tertiary academic and postgraduate programs had successfully 
adopted the outcome-based education (OBE) curriculum design in Universiti 
Teknologi MARA Malaysia. Program outcomes survey needs to be carried out 
when the programs have completed one full cycle; however not much attention is 
given to OBE evaluation for postgraduate programs by research mode; and more so 
when these programs are delivered in a research center. The Malaysia Institute of 
Transport (MITRANS) offers two postgraduate (hereafter PG) programs: Master 
of Science and Doctor of Philosophy in Transport and Logistics. Henceforth, the 
objective of this study was to assess the programs learning outcomes at the end of 
3 years. Nineteen respondents took part in a survey carried out in 2013. SPSS 
V18.0 analysis revealed that the PG program outcomes were achieved satisfacto-
rily. Evidences of demonstrated knowledge, critical thinking analysis skills were 
evident. However, in pursuit of academic quest, fi ndings showed that the PG 
research students were facing lots of challenges in the course of their studies. 
Findings of the study recommended that the research-learning environment, fi nan-
cial and family support, and communication need to be improved to ensure gradu-
ation on time. In conclusion, postgraduate students by research have to be mentally 
and emotionally prepared, possess perseverance and readiness not only to pursue 
the programs per se but also need to develop oneself in maturity and accountability. 
MITRANS hopes that the research postgraduates would become credible scientists 
with excellent research capabilities to further develop the transport and logistics 
industry for the country.  
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56.1         Introduction 

 For the past 20 years (1995–2015) the Ministry of Education and the higher education 
sector have been emphasizing towards knowledge-driven economy, knowledgeable 
workers, learning organizations, lifelong learning and human capital development. 
Likewise, these concerns have also been extensively discussed by employers, 
 stakeholders in the job market and policy makers in Malaysia to ensure Malaysia is on 
track towards realization of high income economy and becoming a developed nation 
(MOE  2013 ; PMO  2014 ). Thus not only business and service organizations are 
focused with their organizational strategies in their businesses to remain competitive 
in global market; higher education also needs strategies to be competitive at the inter-
national level (Shariff and Ahmad  2013 ). People need to compete to become leaders 
and specialists in their own expertise and fi elds. As leaders and specialists, one has to 
be more knowledgeable and enhance skills and competencies through lifelong learn-
ing; thus the needs to upgrade one educational qualifi cations and achievements. This 
will directly or indirectly assist the nation towards realization of producing 60,000 
PhDs (doctorates) in the country (MOE  2013 ). Nowadays, working people and uni-
versity students need to equip oneself with new knowledge and technology, to acquire 
new competencies and skills on the jobs so as to be able to meet higher working stan-
dards and organizational expectations as well as career advancement (Shariff  2011 ). 
The trends of working people and young adults pursuing continuing education have 
been increasing. Likewise, more and more degree graduates are keen towards  pursuing 
master and doctoral or professional programs. 

 Additionally, the numbers of institutions of higher learning (IHLs) providing 
continuing education, academic tertiary and postgraduate programs have been 
growing due to this increasing demand for lifelong learning in Malaysia (Shariff 
and Saad  2010 ). There are 28 public universities and more than 500 private univer-
sities and colleges in Malaysia that offer degree and postgraduate programs to cater 
to the demand for continuing education (MoE  2013 ). Prospective candidates nowa-
days have plenty of options to select IHLs depending on their choice(s) of academic 
programs, locations, fees, duration of study and the modes that suit their learning 
and educational needs; and not forgetting the team of academic expertise and 
 professors available in that IHLs. Thus, there are now many avenues and options for 
these working people and degree graduates to pursue continuing postgraduate 
 education either through formal education on full-time day classes, or part time 
basis offered in evening classes, during weekends, or through e-learning (distance 
learning), or professional programs, or specially designed executive programs with 
collaborations with institutions of higher learning (IHLs) for postgraduate  programs. 
Academic and education programs are now available in many modes: the conven-
tional mode (programs with full dissertation); mixed mode (courses with partial 
dissertation); normal versus fast-track mode; coursework versus by research; 
 face-to- face versus blended mode, and recently fl exi mode, to mention a few.  
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56.2     Literature Review 

56.2.1     Global Knowledge Advancement 

 In the globalization era of knowledge and technology in the twenty-fi rst century, 
education is part and parcel of life (MoHE  2006 ). Education has now become a 
lifelong process for almost many individuals from various backgrounds in seeking 
new knowledge and skills beyond the basic compulsory education and the current 
work experience. The advancing global market, technological advancements and 
innovations, generation of new knowledge, formulation of radical business strate-
gies and state-of-the art operational techniques, new fl exible product and service 
designs, latest system applications in industry are the main factors that infl uence 
working people and graduates to pursue further continuing education to equip 
oneself for these challenges (Mohd Shariff 2010). There is a growing demand for 
competent and knowledgeable workforce in the job market. Employers nowadays 
have high hopes that the prospective employee will be able to contribute the 
knowledge, skills and values in them with certain level of fi tness for the particular 
job (Ministry of Human Resource Press release; New Straits Times, May 26th 
2003;   www.mohr.gov.my    ). This scenario was in 2003; but now in 2014, Malaysia 
needs a generation of critical thinkers who are able to face the challenges of 
tomorrow, especially in this digital age and computerization (Wan Norliza  2014 ). 
“Malaysia has to strategize and devise a plan fi t in the global economy after 2020 
and to face the medium term challenges. To ensure sustainable growth beyond 
2020, Malaysia has to stop relying on its natural resources due to the volatile 
prices and limited supply; but to focus more on knowledge intensive sectors where 
opportunities are self-generated, of which the more you know, the more opportu-
nities are” quoted (Comin  2014 ). This Dean from Harvard Business School also 
reemphasized that there is a need to create a knowledge-friendly ecosystem where 
knowledge is produced and assimilated, universities and research institutes must 
distribute it to companies. 

 Based on this global knowledge advancement there is a steady and positive trend 
where working people are now competing to enhance their knowledge and aca-
demic qualifi cation by enrolling themselves in part-time and full-time postgraduate 
education. There is high demand for continuing education, particularly postgradu-
ate education as one needs to keep abreast with: (1) the fast changing information 
technology, (2) the changing nature and eruption of new knowledge, (3) the increas-
ing organizational complexity, (4) the drive to maintain excellence, (5) the demand 
for professional accountability, (6) the needs for higher academic qualifi cations and 
status and (7) the shifts in governmental regulations with higher job standards 
requirements (Comin  2014 ; MoE  2013 ). Heading towards a borderless world as 
perceived by globalization, therefore education is now a big business (Angle and 
Lawson  2012 ).  
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56.2.2     National Higher Education Strategic Directions 

 The primary goals of Malaysian education system in the National Philosophy of 
Education (NPE) are towards realizing the social and economic objectives of the 
nation (MOHE Report  2006 ). Thus, education is an ongoing effort towards develop-
ing the potentials of individuals in a holistic and integrated manner so as to produce 
Malaysian citizens who are knowledgeable and competent, possess high moral stan-
dards, and are responsible and capable of achieving a high level of personal well- 
being for the betterment of the society and the nation at large (MOHE  2006 ). 
Recapulating, the Malaysian educational visions (in 1991) towards the 2020 goal 
were based on eight thrusts namely: unity, management and leadership; caring ser-
vice; empowerment, knowledge culture; caring schools; culture of excellence; and 
monitoring system. The Malaysian educational vision remains focused on enlight-
ening every citizen to see human and national development as intertwined: society, 
environment, culture, economy, scientifi c and technological advances (Ahmad 
Bajunid  2014 ). 

 The last decade (2005–2014) saw rapid development of Malaysia towards a 
knowledge-based society, human capital development and competing of new 
emerging economies over the world that necessitate the needs towards lifelong 
learning and higher continuing education in the country (MoE  2013 ). The catalysts 
were integrated via national government transformation plans (GTPs), the eco-
nomic transformation plans (ETPs), the National Key Economic Areas (NKEAs) 
coupled with the Tenth Malaysian Plan (10MP) towards a high income economy 
nation (PMO 2013). “There is a realization that our students who are going to be 
future generation are prepared to function in a society that is technologically rich 
and ready to face the challenges of the next millennium” quoted Wan Norliza 
( 2014 ). In-line with these future directions, private and public IHLs are competing 
aggressively to adapt to these rapid changes and development in the educational 
sector in the country (Komoo and Omar  2014 ). Therefore, the top management in 
all these institutions are urged to reexamine and reevaluate their roles and gover-
nance and status on achievement of the National Higher Education Strategic Plans 
(NHESP 2007–2020) in each institution and to leverage further on their leadership 
and governance of the university, leadership in research and innovations, holistic 
students development, sustainability and autonomy, general policies of public uni-
versities, integrity and the roles of universities towards realization of the Malaysian 
Vision 2020 (Komoo and Mohd Idris  2014 ; Nordin 2013).  

56.2.3     New Roles of Institutions of Higher Learning (IHLs) 

 The Malaysia Education Blueprint (2013–2025) was launched by Ministry of 
Education (MoE) in 2013 which outlines the long term policy directions to trans-
form the national education system and improvements. “The blueprint establishes a 
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clear sequence of priorities to ensure that the return on investments is optimized in 
terms of the results that matter most: student outcomes. The fi ve aspired outcomes 
of the Malaysian education system as a whole are: access, quality, equity, unity, and 
effi ciency” (MoE  2013 ). 

 To ensure the roles of IHLs are relevant, academic curriculums must be updated 
to meet the needs of the people and the job industry. The move towards applying 
outcome-based education (OBE) in teaching and learning; and instructional deliv-
ery at tertiary education has been one of the most widely considered topics in edu-
cational sector in recent years (Mohayidin et al.  2008 ). Thus, outcome-based 
curriculum design programs were implemented in this local public university in 
2010. In conjunction with that, the Certifi cate in Education (CiED) was also 
launched in the same university to upscale the quality of teaching and instructional 
delivery of the academicians (CiED  2012 ,  2013 ).   

56.3     Continuing Education: Postgraduate Program 

56.3.1     Continuing Education and Lifelong Learning 

 In Malaysia, the access and opportunities for life-long learning and continuing edu-
cation has now become one of the national key result area (NKRA) and strategy: 
every citizen is given ample opportunity and support to upgrade one’s knowledge 
and skills and life-long learning (MoHE  2006 ; MoE  2013 ;   www.moe.gov.my    ). In 
fact, there are many nations throughout the world with major national initiatives 
towards lifelong learning culture; one of which is United Kingdom through their 
National Committee of Inquiry into Higher Education (NCIHE) Report (1997). 
According to this report “the aim of higher education should be to sustain a learning 
society; with four main purposes: to inspire and enable individuals throughout life, 
so that they grow intellectually, are well prepared for work and can contribute effec-
tively to society and achieve personal fulfi llment; to increase knowledge and under-
standing for their own sake and to foster application to the benefi t of economy and 
society; to serve the needs of an adaptable, sustainable, knowledge-based economy 
at local, regional and national level”. 

 Life-long learning is the process of acquiring and expanding knowledge, 
skills and dispositions throughout life to foster well-being (Suyurno  2005 ). 
Living in a globalization world makes life-long learning a must (Amer al-Rou-
baie 2003) quoted by Suyurno ( 2005 ). The Islamic perspectives and Pillars of 
Islamic Code of Education, learning goals are towards developing human 
resources for the betterment of mankind; building a balanced personality pos-
sessing within its domain material, spiritual and conceptual elements on harmo-
nious basis; guiding people to scientifi c methods of thinking, learning and 
knowledge acquisition, expertise and specialization in various fi elds; creating a 
systematic Islamic thinking which leads people to conform in every thought and 
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deed according to Islamic code; making people discover their innate talents; and 
making people conscious of the Creator and to induce in them towards correct 
vision of life and the Hereafter (Suyurno  2005 ).  

56.3.2     Reasons for Pursuing Postgraduate Programs 

 According to the Critical Agenda Project (CAP) MYBRAIN 15 report, there was 
only 16,718 Malaysians PhD (Doctor of Philosophy) reported in end 2013 (Berita 
Harian  2014 ). In 2014, this CAP project has now imposed strictly on graduation on 
time (GOT) where full-time postgraduate students in this scheme are entrusted to 
complete their studies within 48 months and 72 months for part-time study so as to 
achieve the target of 60,000 PhD holders by end 2023. Thus, working people and 
young adults or graduates whom had completed their tertiary degree programs but 
are not working or still looking for potential jobs are encouraged to pursue post-
graduate programs. Continuing education or post graduate programs means to pur-
sue further formal learning at higher levels in the quest for more knowledge, skills 
and competencies via academic or educational programs that are available at formal 
IHLs or colleges (Shariff  2011 ). The context of this paper in continuing education 
refers to pursuit of postgraduate programs, namely master and doctoral programs. 
Postgraduate programs are aplenty offered in Malaysia with the growing numbers 
of IHLs offering many choices of postgraduate programs across all fi elds from sci-
ence and technology, art, social science and humanities, business and management, 
medical and pharmacy. 

 According to Mohamad and Mohd Jaffar ( 2013 ), the most common cited reasons 
for working people and young adults engaging in continuing postgraduate educa-
tion are job-related motives, personal development, personal interest, professional 
or career upgrading, diffi culties to secure a job and given opportunity of scholarship 
or grants. With the increasing number of jobless graduates and some working tem-
porarily in jobs that they do not like, the natural tendency is to enroll into postgradu-
ate program while waiting for the right opportunities. Working adults pursue 
education for future changes in their lives, due to life transitions, and learning for its 
own sake (Merriam and Caffarela 2008). Merriam and Caffarela (2008) quoted 
Morstain and Smart (1974) research revealed that adults engage in continual educa-
tion because of social relationship factor that is, to make new friends; external 
expectations factor that is, complying with the wishes or directives of an authority; 
social welfare factor namely, the learners want to serve others or their community; 
professional advancement factor which is associated with job enhancement or pro-
fessional advancement; escape or stimulation factor – where learners who want to 
alleviate boredom or escape from home or routines; cognitive interest factor that is 
for the sake of learning itself. Contrarily, Houles ( 1961 ) described that adults have 
different sets of learning orientations: some adults are goal-oriented learners who 
use education as a means for achieving some other goals; activity-oriented learners 
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who participate for the sake of the activity itself; and the learning-oriented adults 
who seek knowledge for its own sake.  

56.3.3     Characteristics of Adult Learners 

 Postgraduate students are generally young adults (age less than 30 years old) and 
grown up adults who are working people with work experiences. The age differ-
ences determine the level of intelligence (cognitive), level of maturity, rational and 
emotion stability (affective) and the character of the individual (Knowles  1973 ). 
These student’s characteristics do affect their learning effectiveness. These charac-
teristics consist of motivation-related constructs (motivation to learn and transfer 
learning) and ability constructs (knowledge acquisition, situation identifi cation and 
personal capacity to transfer) also known as self-effi cacy (Knowles et al.  1998 ). 

 However, the adult learning processes may vary and highly dependable on situ-
ations. Merriam and Caffarela (2008) quoted “adult learning are based on fi ve 
assumptions on the adult learner: (1) as a person matures, his/her concept moves 
from that of a dependent personality towards one of a self-directing human being; 
(2) an adult accumulates a growing reservoir of experience, which is a rich resource 
for learning; (3) the readiness of an adult to learn is closely related to the develop-
mental tasks and social roles; (4) an adult is more problem-centred than subject- 
centred in learning; (5) adults are motivated to learn by internal factors rather that 
external factors.” Henceforth, both pedagogy-andragogy principles are applicable 
within a continuum range from teacher-directed to student-directed learning, and 
that both approaches are appropriate with children and for both young adults and 
adults. Understanding this principle is crucial particularly in understanding the 
young adults’ characters and motives in pursuing master and doctoral programs. At 
the early stage an adult learner may be dependent on the facilitator and requires 
close supervision and coaching, but when he/she has adapted into the learning cul-
ture and involved in the learning system, the facilitator may only need to monitor, 
and subsequently the rest lies on the learner to be in control of his learning (Knowles 
et al.  1998 ). 

 Knowles et al. ( 1998 ) further elaborated that adults are ready to learn when they 
need to know and be able to do in order to cope effectively with their real-life situ-
ations. Adult learning is life-centered or task/problem-centred, and they learn new 
knowledge, understandings, skills, values and attitudes. Adults are more responsive 
to pursue learning due to external motivators such as better job prospects, promo-
tions and higher salaries with higher educational qualifi cations; and strong internal 
motivators through increased self-esteem, quality of life and job satisfaction. Based 
on the above literature, it can be outlined that successful adult learners who engaged 
in postgraduate programs must possess these characteristics:

    (a)     motivation to learn  :  the believe that they can learn new things, and learning 
helps to solve a problem that is important in their jobs or tasks. Adults are 
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 motivated to participate in learning activities by developmental issues and 
changes in their lives.   

   (b)     readiness to learn  :  ready to learn things that needs to know and be able to do in 
order to cope effectively with real life situations. The implication of this 
assumption is the importance of timing and learning experiences to coincide 
with their developmental tasks and social roles; and being responsible for their 
own decisions, for their own lives.   

   (c)     self directed learner : adults are self directed learners who take primary initia-
tives for planning, carrying out and evaluating their own learning experiences. 
Self directed learning is a combination of factors such as learning opportunities 
people fi nd in their environment, the personality characteristics of learners, 
cognitive processes and the context of learning which collectively interact to 
form episodes of self directed learning.    

56.4        Postgraduate Research Program in MITRANS 

 Malaysia Institute of Transport (hereafter MITRANS) is a research centre with its 
core functions to carry out research, consultancies and training focusing on trans-
port, logistics and supply chain management (MITRANS  2013 ). It started as a small 
unit of transport studies in the School of Business in 1982 in one of the local public 
university. Over the 33 years, this research centre has crafted as one of the leading 
research institute in transport and logistics in Malaysia with proven track records on 
research done for the national government, agencies and authorities, and 
government- linked companies in policies and regulations related to transport and 
logistics matters and supply chain management in Malaysia. This research centre 
offers two postgraduate programs by research, namely Master of Science (LT780) 
and Doctor of Philosophy in Transport and Logistics (LT990) starting 2010. 
Presently as on October 2014, MITRANS has 50 postgraduate research students 
undertaking master and doctoral program full-time and part-time. These programs 
by research are run in MITRANS which is located at the Old Engineering Block in 
Universiti Teknologi MARA, Shah Alam main campus (MITRANS  2013 ). 

 In 2010, OBE curriculum design was imposed on all degree and postgraduate 
programs. OBE abbreviates for outcome-based education that adopts “organizing 
for results based on the outcomes that to be achieved” (Spady  1988 ). OBE had been 
successfully implemented in the Faculties of Engineering way back in early 2000 
(Naim et al.  2010 ). OBE curriculum design refers to: defi ning, focusing and orga-
nizing an educational program that focus clearly on the essentials for all students to 
be able to do successfully at the end of their learning experience (Spady  1994 ; 
Jantan  2012a ,  b ). Thus, MITRANS postgraduate programs were in tandem with the 
OBE curriculum deployment in the university and established its complete set of 
their postgraduate programs educational objectives, program and learning outcomes 
for the two postgraduate research programs as shown in Table  56.1 :
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   Table  56.2  presents the description of the program outcomes (POs) for the post-
graduate programs by research in MITRANS. The master program (LT780) had 
attained the MQA accreditation in 2012; while the doctoral program (LT990) is 
expected to attain the MQA accreditation by December 2014 when the fi rst doctoral 
postgraduate completes the viva-voce. As of to date, MITRANS has produced six 
successful graduates as on October 2014.

   As of October 2014, MITRANS has a total of 50 postgraduate (PG) students 
with 27 Master and 23 PhD students with the breakdown shown in Table  56.3 .

   Majority of the PG students are sponsored under the University Young Scientist 
Scheme (7); seven (7) are sponsored under the Ministry of Education (MyBRAIN15) 
scheme; fi ve (5) with staff scholarship and the others are provided with grants as 
Graduate Research Assistant (GRAs). The research conducted by these PG students 
are focused on seven areas, namely: (1) transport and logistics in the country; (2) 
urban and public transportation; (3) cross borders and trade facilitation in the 
ASEAN region; (4) safety, legal and regulatory; (5) maritime; (6) supply chain man-

   Table 56.1    Program educational objectives   

 PEO  Program educational objectives 

 1  Professionals who lead in the quest for knowledge and skills in the dynamic 
environment of transport and logistics 

 2  Professionals in transport and logistics with exemplary communication and social skills 
 3  Professionals with positive traits, high critical thinking and ethical values 
 4  Professionals who promote continual knowledge advancement to create opportunities 

in the transport and logistics industry 
 5  Professionals with leadership qualities and capabilities to promote the transport and 

logistics profession at the institutional, national or international level 

   Table 56.2    Program outcomes (LT780)   

 PO  Program outcomes 

 1  Conduct and report scientifi c investigations in the area of transport and logistics 
 2  Write and justify the problem, concepts, theories, models, methodology, fi ndings and 

discussion in the area of transport and logistics 
 3  Develop critical thinking, synthesis and evaluation of new and complex issues in written 

and verbal communication 
 4  Contribute signifi cantly to the body of knowledge in transport and logistics through 

original research and meeting the international standards 
 5  Make an independent assessment through written and verbal communication in the fi eld 

of transport and logistics to the scholarly community and society at large 

   Table 56.3    MITRANS PG students as on October 2014   

 Program  Master LT780  PhD LT990  Total 

 Full time  24  19  43 
 Part time  3  4  7 
 Total  27  23  50 
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agement and operations; and currently embarking on (7)  halalan - toyyiban  supply 
chain management matters. Table  56.4  presents the outline of the postgraduate pro-
grams in Transport and Logistics in MTRANS with duration of study of 2 years 
(four semesters) for full-time master; and 4 years (eight semesters) maximum for 
full-time doctoral program. PG master students are also required to undergo (1) IGS 
Research Skills course in part/semester one of the program which is conducted by 
the Institute of Graduates Studies; and (2) Defense of Research Proposal (termed 
DRP) in semester/part two in the program which is an oral examination on the 
research proposal (IGS  2013 ).

56.5        Data Analysis and Results 

 A survey was carried out in 2013 as the master program by research (LT780) had 
completed its fi rst full OBE cycle since its introduction in 2010; while the doctoral 
program is due to complete its cycle in 2014. The survey was done during the 
MITRANS postgraduate students’ briefi ng session in the new semester March 2013. 
A self-developed questionnaire consisting of four sections namely: (1) respondents’ 

   Table 56.4    Typical postgraduate program by research outline (full time mode)   

 Outline  Master program (LT780)  Doctoral program (LT990) 

 Year one  Attend Research Methodology 
Modules 

 Attend Research Methodology Modules 

 Do Literature Reviews  Do Literature Reviews 
 Decide Topic of Research  Decide Topic of Research 
 Develop Research Design  Do Complete Research Proposal 
 Complete Research Proposal  Proposal Defence 
 Defense Research Proposal (DRP) 
 Organize Access for Data Collection 
 Develop Research Instruments 
 Conduct Pilot Study 

 Year two  Carry Out Data Collection and 
Analysis 

 Develop Research Design 

 Do Data Analysis  Oganinize Access for Data Collection 
 Analyse Findings  Develop Research Instruments 
 Prepare Thesis  Conduct Pilot Study 
 Intention to Submit Thesis  Carry Data Collection and Analysis 
 Submission of Thesis 
 Viva Voce 

 Year three  Continue (if needed)  Complete Data Analysis 
 Analyse of Findings 
 Intention to Submit Thesis 
 Submission of Thesis 
 Viva Voce 
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profi le; (2) OBE; (3) open-ended questions; and (4) customer satisfaction survey 
was used; using a 5-point Likert scale. The actual survey was done for all PG 
students (both master and PhD); however data analysis for master program, LT780 
was reported for this paper as this program had completed one OBE cycle (2010–
2013). Fourteen respondents (35 %) responded to this survey from the total of 40 
registered students in the system; 10 female (71 %) and 4 males (29 %). Female PG 
students outnumbered the males in this master program by research in this centre. 
Detailed profi les of respondents were shown in Table  56.5 .

   Analysis was done separately for master (LT780) and PhD (LT990) as these 
two programs differed in duration and extent of study. All items in the question-
naire were tested for alpha-cronbach reliability with 0.763 (minimum) and 0.947 
(highest) indicating all tested items were reliable. A 5-point Likert scale was used 
in the survey. Analysis on LT780 program educational objectives, program struc-
ture and its outcomes revealed consistent mean scores of 4.125 (satisfactory); this 
concurred with the program entrance-exit (E-E) survey (mean score 4.036) car-
ried out on fi ve MITRANS graduates. Figure  56.1  below revealed the results on 
the learning  outcomes as perceived by the master students with mean scores of 
3.911–4.286 (good). Table  56.6  outlined the description of the intended program 
learning outcomes.

   Table 56.5    Respondents profi le on LT780 (master)   

 Program  Master LT780  PhD LT990  Total 

 Gender: 
 Male  4  2  6 
 Female  10  3  13 
 Age: 
 <25 years  5  0  5 
 26–30  7  1  8 
 >36 years  2  4  6 
 Mode 
 Part time  2  2  4 
 Full time  12  3  15 
 Parts 
 1–2  6  0  6 
 3–4  4  2  6 
 5–6  3  2  5 
 >7  1  1  2 
 Sponsorship 
 MoHE  6  1  7 
 UiTM  2  2  4 
 None  6  1  7 
 Others  0  1  1 
 Main supervisor 
 MITRANS  13  5  18 
 Faculties  1  0  1 
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    Table  56.6  presents the program learning outcomes for the LT780 program. 
Analysis revealed a majority of the program learning outcomes were achieved 
except for LO4 (communications). 

 Assessment on IGS Research Skills Workshop which was conducted by 
Institute of Graduate Studies of the university was also surveyed. IGS research 
skills workshop is a mandatory course before a postgraduate student proceeds 
for Defense of Research Proposal (DRP). Analysis showed the PG students 
were satisfi ed with the conduct of this workshop as this was the introductory 
stage in doing a research for them to acquire scientifi c research skills. Figure  56.2  
presents the IGS Research Satisfaction Survey with mean scores of 3.917–4.333 
(good).

   Figure  56.3  shows the students’ satisfaction survey towards MITRANS on its 
infrastructure in terms of provision of basic facilities, the learning/research environ-
ment and the management staff in MITRANS. Overall, the PG students were satis-
fi ed as shown with mean scores of above 4.00.

  Fig. 56.1    LT780 learning outcomes       

   Table 56.6    Learning 
outcomes LT780 (master)  

 Learning outcomes (LOs)  Description 

 LO1  Knowledge 
 LO2  Practical skills 
 LO3  Critical thinking and problem 

solving skills 
 LO4  Communication skills 
 LO5  Team work and social skills 
 LO6  Ethics and values 
 LO7  ICT and lifelong learning 
 LO8  Entrepreneurial skills 
 LO9  Leadership skills 

  Source: MITRANS (2010) and UHEK-OBE (2010)  
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56.6        Discussions 

 Based on the analysis, this study inferred that the program educational objectives, 
research program structure, the master program outcomes and its learning outcomes 
were adequate and satisfactory (all mean scores stood at 4.00) and met the program 
OBE requirements and expectations. Even though the OBE program outcomes were 
achieved and demonstrated with the research outputs (thesis and publications) and 
six graduates, the PG students undertaking program by research had their problems 
in the course of their study. From the initial intake of 50 PG students (inclusive 
master and PhD) in 2010, ten PG students had withdrawn from the programs (8 
masters; 2 PhD) with an average attrition rate of 2 PG students per semester for the 
past 3 years (2010–2013). Based on the PG students’ records and interviews with 
the PG students themselves, the following reasons were cited as the main factors 

I need to attend more Research Methodology workshops 4.333

4.167

3.917

4.083

4.167

3.700 3.800 3.900 4.000 4.100 4.200 4.300 4.400

I have benefited much from the IGS Research Skills
workshop

The time schedule of the IGS Research skills workshop is
satisfactory

The duration of the IGS research Skills workshop is
adequate

I am satisfied with IGS Research Skills workshop
conducted by IPSIS

  Fig. 56.2    IGS research skills survey       

I am satisfied with MITRANS website information 4.000

4.308

4.385

4.308

4.308

4.308

4.308

4.231

4.154

4.308

4.231

4.231

3.800 3.900 4.000 4.100 4.200 4.300 4.400 4.500

I am satisfied with MITRANS management staff

I am satisfied with the student development..

I am satisfied with the training workshops provided..

I am satisfied with the staff support in MITRANS

I am satisfied with the administrative staff services..

I am satisfied with the learning environment in..

I am satisfied with the basic facilites provided by ..

I am satisfied with my research works

I am satisfied with my supervisors

I am satisfied with my program in MITRANS

I am satisfied with my study in MITRANS

  Fig. 56.3    PG satisfaction survey       
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causing the attrition rate and also the inability to complete within the duration of the 
study: (1) starting a family (married) and transfer (follow spouse); (2) having new 
family members (giving births); (3) going back to hometown; (4) doing part-time 
works due to fi nancial constraints; (5) too much RA (research assistant) works; (6) 
could not focus in the study; (7) supervisor(s) are far away. Only relatively few PG 
students (three students) quitted offi cially via the proper exit/withdrawal procedures 
but the majority (seven) went missing in action. 

 Further analysis also revealed that most of the postgraduate students were not 
able to complete their program within the stipulated time duration for full-time and 
part-time too. Analysis showed that a majority of the master students were research 
assistants (RAs) and they were engaged with major research together with their 
supervisors; secondly lack of time management and focus in their study. The stu-
dents’ priorities were focused on the completion of the research and research reports; 
and completing their thesis was secondary. Thirdly, the delay in completion of their 
study was caused by lack of mastery of English language; and this caused con-
straints delaying the process of thesis writing. Fourthly, the lack of frequency of 
meetings and communications with the supervisors affected the progress of the 
study. The postgraduate students claimed that the supervisor (s) were busy; con-
trarily the supervisors rebutted stating PG students were not proactive in meeting 
them. There were three cases where the students were far from the main campus in 
Shah Alam: one in Kelantan, Johor Bahru and another had relocated job in Sarawak. 
Henceforth, even though the OBE program objectives and outcomes were met and 
produced six successful master graduates, there were other intangible outcomes that 
resulted from postgraduate programs despite the challenges faced by these students 
being young adults who were also starting a new family; facing fi nancial constraints 
and family commitments; distance and most importantly too long in the program 
causing the motivation and personal resilience to erode. Based on the fi ndings of 
this study, several measures were taken and following were the recommendations:

    1.    To conduct a welcome and briefi ng session for every semester with all PG stu-
dents together with MITRANS management and Head of Postgraduate Studies. 
This session serves as important platform for PG students to seek assistance, 
coaching and advice from the management or colleagues; and to discuss with 
each other on the research progress; and to enhance good communication. This 
meeting is to demonstrate the management commitment and concern on the 
well-being and academic progress of the PG students; to share their problems 
(fi nancial and family); as well as updates, status and new issues or changes are 
disseminated to the students,   

   2.    To conduct a colloquium session every semester for all PG students to share their 
research progress; to enhance their writing and communications (presentation 
skills); and to foster the research-learning environment. Colloq session is to be 
conducted on the second last week before the semester ends. This serves as part 
of the assessment system to appraise PG students’ progress. Increasing the fre-
quency of presentations and writing of papers will enhance the abilities to 
express their thoughts, ideas and fi ndings into oral and written communication.   
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   3.    PG students are required to submit the PG Research Logbook to their supervisors 
after each consultation; and all logbooks are to be submitted to the Head of 
Program for endorsement during the submission of Student Progress Report. 
This requires cooperation from all supervisors for the PG students.   

   4.    Formation of PG society and execution of PG social activities are recom-
mended as these provide means to release work-study stresses and exposures 
to realities of life. Visits and community services are recommended to be orga-
nized by the PG students themselves; and the research centre is also recom-
mended to assist students in fi nancial support as and when appropriate such as 
having regular potlucks and free meals; and extra monetary support for adhoc 
research activities.   

   5.    Supervisors are recommended to remind the PG students on their time manage-
ment, commitments and priority to the postgraduate research and thesis writing; 
and in lieu of diffi culties supervisors are to advise them to see the Academic 
Offi cer, Head of PG Studies and the Director/Deputy Director of MITRANS 
respectively. Young adult postgraduate students have more preferences commu-
nicating with the younger executives due to the same age, easily accessible 
through the use of latest social media such as WHATAPPS or TWITTER, etc.   

   6.    To formulate a systematic assessment and evaluation of PG students progress 
and performance with some form of standard reference and consistent through-
out the course of the program. The present evaluation of the students’ progress is 
based on In-progress ( Sedang Maju ), First  Warning  ( Amaran 1 ) and based on the 
number of meetings with the supervisor through the use of one form; this does 
not truly refl ect the actual progress of the PG students in the course of their study. 
The failure to ascertain/measure the real progress is one of the factors that caused 
the delay and extension of their study. It is recommended a learning contract 
system to be initiated by the PG student himself for each and every semester and 
that this is to be used for evaluation beside the Gant Chart that was presented 
during the part/semester 1 in the program.      

56.7     Conclusion 

 Closing the loop in outcome-based education is necessary to assess and evaluate the 
outcomes of the academic program by research; and at the same time to identify 
other outcomes that are not stipulated in OBE. OBE outcomes are actually more 
than just meeting the OBE and MQA documents requirements but the intangible 
outcomes that transpired from the program be it positive and negative outcomes 
from the programs. OBE outcomes for academic programs by research are easily 
monitored; but not the academic performance as students’ academic progress evalu-
ation are subjective. Furthermore, the student academic progress is closely knitted 
to the research performance undertaken by the PG students. The next OBE closing 
the loop awaits for the PhD program (LT990) with three PhD postgraduate students 
submitting their thesis in 2014; as well as pending the MQA accreditation. In 
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conclusion, candidates intending to pursue postgraduate programs by research have 
to be mentally ready and emotionally prepared, possess perseverance, motivation 
and readiness not only just to pursue the masters and doctoral programs but also 
towards personal development and quality of life; and to be able to demonstrate the 
attainment of program educational outcomes and MITRANS are able to produce 
graduates on time. With OBE, and the transformation of education curriculum that 
focuses on higher order thinking skills (HOTS) hopes to produce knowledgeable 
graduates with critical, creative, scientifi c and analutical skills that can serve the job 
market and compete at the international level (Lim 2014). Last but not least, this 
research centre aims to produce quality postgraduates as young scientists in the 
transport and logistics industry for the country.     

  Acknowledgment   Many thanks go to MITRANS management staff and most importantly, the 
postgraduate students and their supervisors whom have directly and indirectly supported 
MITRANS postgraduate programs and the survey.  
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    Chapter 57   
 Plagiarism in Academic Writing Among TESL 
Postgraduate Students: A Case Study       

       Aisyah     Hani     Mohd Habali      and     Lee     Lai     Fong    

    Abstract     This case study aimed to gain insights into plagiarism among postgradu-
ate students. It examined the extent of plagiarism, sources of plagiarism, types of 
plagiarism and causes of plagiarism among four students from the Master in 
Education in Teaching English as a Second Language (M.Ed TESL) programme in 
a public university in Malaysia. The instruments were written assignments, inter-
view and self-refl ection reports. The extent of plagiarism and the sources of plagia-
rism were facilitated through the use of Turnitin software. Analysis of participants’ 
writing and original sources was done to determine the types of plagiarism in the 
students’ writing. The fi ndings showed that plagiarism existed in the students’ writ-
ing. They plagiarized mainly from Internet, publications and students’ paper and the 
types of plagiarism found were sham, verbatim, illicit and patchwriting. Data from 
interviews and self-refl ection reports which were qualitatively analysed indicated 
that personal voice, time management, language profi ciency and academic writing 
skills caused plagiarism. The fi ndings imply that awareness of plagiarism should be 
instilled at postgraduate level. Postgraduate students should also be guided by the 
faculty in enhancing their academic writing skills. This can increase self-effi cacy to 
deter plagiarism in line with Bandura’s self-effi cacy theory highlighted in this study.  

  Keywords     Plagiarism   •   Postgraduate students   •   Self-effi cacy theory  

57.1         Introduction 

 Academic writing skill has become a key measurement in succeeding in tertiary 
education (Arkoudis and Tran  2010 ; Pecorari  2006 ). The ability to summarize, 
paraphrase and synthesize information in producing written work which refl ects the 
identity and originality of a student is an important characteristic of a successful 
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academic writer. Moreover, producing quality academic writing also makes stu-
dents to be more critical in thinking (Lee and Tajino  2008 ). Nevertheless,  academic 
writing is not an easy task for many second language students including postgradu-
ate students. There is an increasing number of students who struggle to meet the 
requirements for academic writing (McKnight 2006 cited in Abdullah and 
Muhammad  2008 ) and this has given rise to concerns over plagiarism. McCullough 
and Holmberg ( 2005 ) found that 27 % of the master’s theses they examined in their 
research indicated plagiarism of Internet sources. Aziz et al. ( 2012 ) also reported 
plagiarism among postgraduate students in local universities. According to Prof. Dr. 
Ramasamy, a political science lecturer, “plagiarism is the biggest offence in 
Malaysian universities” and it tarnishes the image of Malaysian universities ( 2009 , 
n. p.). Plagiarism happens in Malaysian universities even though it is an academic 
dishonesty that is taken seriously and there are legal stipulations on it. This refl ects 
that despite policies on plagiarism set by universities, there is still lack of exposure 
to rules and regulations on plagiarism. 

57.1.1     Causes of Plagiarism 

 Plagiarism happens when students are unfamiliar with what plagiarism is. Maxwell 
et al. ( 2008 ) found an increase in plagiarism when there is a low level of understand-
ing of plagiarism in both Australian and Asian students. In a local study by Yusuf 
and Masrom  ( 2011 ), Malaysian students were also found to have “shallow under-
standing on plagiarism” (p. 5) as they indicated paraphrasing material from a source 
without citing it was acceptable. Similarly, Aziz et al. ( 2012 ) found plagiarism 
among postgraduate students who lacked awareness that it was wrong to use infor-
mation from unpublished thesis without citing it. However, students cannot be 
blamed entirely for their misunderstanding of plagiarism as not much guidelines 
and information regarding plagiarism are provided by universities (Angelil-Carter 
 2000 ) and there is no agreement on how plagiarism is detected and addressed by the 
faculty (Ryan  2000 ). 

 Besides, there are several types of plagiarism which students might not be aware 
of and thus, they do not realize that they are plagiarizing in their academic writing. 
Walker ( 2010 ) outlines three categories of plagiarism: sham plagiarism, verbatim 
plagiarism and purloining. Sham refers to the act of taking sentences directly from 
sources and incorporating it in one own’s writing with clear citations but leaving out 
quotation marks. Verbatim on the other hand is the act of incorporating direct copy 
of sentences but leaving out citations. Last, purloining is the act of using the whole 
writing of other students and submitting it as one’s own. Other categories are patch-
writing and illicit paraphrasing (Zafarghandi et al.  2012 ). Patchwriting refers to 
closely paraphrased work or making minor changes to source material and citation 
is either presented or not. Illicit plagiarism refers to taking material from a source 
and paraphrasing it but citation is omitted. Walker ( 2010 ) and Aziz et al. ( 2011 ) 
found sham plagiarism prevalent in their students’ writing. Meanwhile, Vieyra et al. 
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( 2013 ) detected mainly verbatim plagiarism among their respondents. Zafarghandi 
et al. ( 2012 ) found that illicit plagiarism followed by sham plagiarism was prevalent 
among their students. 

 Plagiarism also highlights that a major problem ESL postgraduate students face 
in doing their written assignment is the target language. Writing is a struggle for 
postgraduate students who have low profi ciency, limited vocabulary and inadequate 
knowledge of grammar in the target language (Al-Zubaidi and Richards  2010 ; 
Mousavi and Kashefi an-Naeeini  2011 ). Riasati and Rahimi ( 2013 ) found that post-
graduate students with low English profi ciency also had diffi culties in understand-
ing journals after repeated reading and plagiarised as an easy way out in completing 
their assignments. Meanwhile, Abasi and Akbari ( 2008 ) found that students who 
had anxieties in writing due to their low profi ciency in English language resorted to 
patchwriting. 

 ESL postgraduate students who lack academic writing skills also commit plagia-
rism either intentionally or unintentionally. These skills which are quoting, para-
phrasing, and summarizing (Bailey and Pieterick  2008 ) and avoidance of sentence 
redundancy are a challenge for students as many of them have existing problems in 
the target language. They also have problem in referencing sources as they either do 
not know how to do citations or are simply ignorant about it (Ting  2013 ; Ting et al. 
 2014 ). Breen and Maassen (2005, in Vieyra et al.  2013 ) found that although students 
were aware of plagiarism, their problems with paraphrasing and citing information 
led to plagiarism. 

 Another challenge faced by postgraduate students in academic writing is differ-
ences in educational practices. Differences in writing requirements and pedagogical 
practices cause diffi culties for students to adapt to their current learning environ-
ment (Abasi and Akbari  2008 ). Carroll ( 2002 ) highlighted that change in assessment 
from examination for undergraduates to coursework or project-based assessments 
for postgraduates caused them constant pressure to maintain their good results. 
Assessments for postgraduates are often more critical and require more time for 
reading related journals and books to utilize the information in their work. Diffi cult 
and challenging individual tasks at postgraduate level (Riasati and Rahimi  2013 ), 
similar dates of submission for different assessments and poor time management 
(Williams  2005 ; Kakh and Wan Mansor  2012 ) also result in a tendency to plagiarize 
among postgraduate students because it is the quickest way to fi nish their work.   

57.2     Bandura’s Self-Effi cacy Theory 

 Bandura’s self-effi cacy theory ( 1986 ) postulates the connection between human 
behavior and motivation in a person’s self-belief. There are four primary sources: 
mastery experience, vicarious experience, verbal persuasion and psychological state 
of self-effi cacy. Mastery experience refers to one’s interpretation of the outcomes of 
past performances. Vicarious experience refers to observation of other’s perfor-
mance, verbal persuasion refers to how one anticipates positive and negative 

57 Plagiarism in Academic Writing Among TESL Postgraduate Students…



732

appraisals and psychological state relates to psychological and affective arousal. 
Bandura ( 1995 ) highlights that “self-effi cacy is the belief in one’s capabilities to 
organize and execute the course of actions required to manage prospective situa-
tion” (p. 2). He believes that self-effi cacy infl uences how people make use of their 
knowledge and skills and their motivation which affect the completion of certain 
tasks. The results of these tasks depend on the level of one’s self-effi cacy. If one 
holds a high level of self-effi cacy, one will believe in one’s capabilities to overcome 
challenges in achieving one’s goals. This theory also views that self-effi cacy is a 
“critical determinant of the self-regulatory practices in which individuals engage as 
they go about the important task of self-correcting their actions and cognitions” 
(Pajares  2009 , n. p.). Past research have indicated that students performed poorly in 
their academic writing when they were insecure of their writing ability (Pajares and 
Valente  1997 ; Pajares  2003 ). Such low academic self-effi cacy belief is a signifi cant 
causality of misconduct among university students (Marsden et al. 2005 cited in 
Ogilvie and Stewart  2010 ).  

57.3     Focus of the Study 

 This study aimed to contribute to research in plagiarism in academic writing in 
higher education in view of the following factors. First, more studies are needed to 
address the gap in empirical data in investigating the level of plagiarism in academic 
writing in higher learning institutions (Walker  2010 ). This is because literature on 
plagiarism indicates that research in this area leaned more to perceptions and not on 
what has been done by students themselves. Second, the limited studies on plagia-
rism in Malaysia involved international students in Malaysia instead of local stu-
dents as respondents (Aziz et al.  2011 ; Kakh and Wan Mansor  2012 ). Thus, this 
study which used local TESL postgraduate students is hoped to address this gap and 
add to the existing knowledge of plagiarism among postgraduates in Malaysia. 
Hence, it aimed to look into the degree of plagiarism and to identify the types of 
plagiarism in TESL postgraduate students’ academic writing. In addition, this study 
aimed to recognize the types of sources which were plagiarized and factors contrib-
uting to plagiarism in TESL postgraduate students’ academic writing.  

57.4     Methodology 

 The four participants (Students A, B, C and D) involved in this study were Master 
in Education in Teaching English as a Second Language (M.Ed TESL) postgraduate 
students from a public university in Selangor. The instruments were Chaps.   1     and   2     
of the participants’ research proposal assignment, self-refl ection reports and 
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interviews. The individual interview was conducted online. The written assign-
ments were analyzed quantitatively. The analysis was facilitated by the plagiarism 
detection tool, Turnitin which gave a similarity index in percentage. Next, the simi-
larities between the matched documents, i.e. the participants’ writing and online 
text in Turnitin database were checked (links provided by Turnitin were used to 
locate the original source material) (Vieyra et al.  2013 ). After evaluating the docu-
ments, any similarity that was not indicated as plagiarism (i.e. legitimate quotations, 
references, etc.) was discarded (Walker  2010 ). The evaluation of plagiarism was 
done at sentence level in line with Vieyra et al.’s ( 2013 ) arguments that when a same 
source is used in a paragraph, certain sentences are copied while others are para-
phrased, certain sentences are cited while others have citations omitted and some 
sentences are combined while others are isolated with information from different 
sources. The researcher and an experienced TESL teacher evaluated these matches 
to ensure reliability. The data from self-refl ection reports and interview scripts were 
analysed qualitatively.  

57.5     Findings and Discussion 

57.5.1     Level of Plagiarism in TESL Postgraduate Students’ 
Academic Writing 

 The Turnitin similarity index showed that the highest similarity index was 16 % for 
student A writing. Student C and D both had the same percentage of 15 %. The low-
est similarity index, 11 % was found for student B writing. Next, based on the com-
parison made between the participants’ writing text and original sources, the 
percentages for discarded sentences and actual plagiarized sentences were obtained. 
The discarded sentences in Student A writing was 3.3 % and plagiarized sentences 
was 12.7 %. Student B had the highest number of discarded sentences (4.2 %) and 
the lowest level of plagiarized sentences (6.8 %). This contradicted with Student C 
who had the lowest number of discarded sentences (0.3 %) and the highest plagia-
rized sentences (14.7 %). Meanwhile for Student D, discarded sentences were 2.1 
% and 12.9 % of plagiarized sentences was detected in his writing. The fi ndings 
show that there was some plagiarism in the postgraduate students’ writing. The 
highest percentage of plagiarism was 12.9 % and the lowest was 6.8 %. The level of 
plagiarism in the participants’ writing was below the level of 30 %, the permissible 
level of similarity by the institution that the postgraduate students’ were enrolled in. 
It should be noted that such determinant of plagiarism varies for different institu-
tions. Walker ( 2010 ) in his research on plagiarism among students in New Zealand 
higher institutions describes 20 % or less plagiarism in assignments as at a moderate 
level whereas if 20 % or more of an assignment was plagiarized, it was viewed as 
extensive.  
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57.5.2     Sources of Plagiarized Text 

 The participants plagiarized mainly from Internet sources (43 %), followed by stu-
dent papers (23 %) and publications (20 %). For student A, 11 % of his writing was 
similar with Internet sources, 6 % was similar to publications and 7 % was similar 
to student papers. Next, for Student B, similarity to Internet sources was 9 %, fol-
lowed by 4 % similarity with publications and 8 % similarity with student papers. 
Meanwhile, for student C, similarities with Internet sources, student papers and 
publications were 11 %, 8 % and 4 % respectively. Last, student D had the highest 
percentage for Internet sources (12 %), followed by student papers (10 %) and pub-
lications (6 %). The high rate of plagiarism from Internet sources occurred due to 
the easy accessibility of Internet to the participants. Walker ( 2010 ) believes that “the 
temptation to plagiarize is too hard to resist” (p. 18) due to the wider network and 
availability provided by a university and students’ engagement with IT. Studies on 
digital era (McCarthy and Rogerson  2009 ; Shafi e and Nayan  2012 ) have concurred 
that plagiarism is likely to occur due to the easy access to the net by students. In the 
case of the postgraduate students in this study, they get wireless Internet in their 
university, faculty and library. Going back to Walker’s ( 2010 ) view that it is hard to 
resist plagiarism, a further explanation for the postgraduates’ plagiarism is that their 
level of self-effi cacy may be negative, leading to poor self-regulatory behaviour as 
indicated by Bandura’s ( 1997 ) theory of self-effi cacy. As for student papers, which 
is next highly plagiarized, this could also be due to its availability online. The par-
ticipants may also fi nd them easier to comprehend and in referring to them could 
have plagiarized them. With regard to publications, the lowest percentage of plagia-
rized source, this may be due to policies on access upon purchase of some publica-
tions particularly journal articles.  

57.5.3     Types of Plagiarism in ESL Postgraduate Students’ 
Academic Writing 

 The main type of plagiarism found in the participants’ writing was sham plagiarism 
(17.2 %), followed by verbatim plagiarism (16.9 %), patchwriting (11.1 %) and 
illicit plagiarism (1.9 %). Examples of these types of plagiarism are as follows. 
Figure  57.1  shows an example of sham plagiarism by Student A who did not put 
quotation marks for the information copied directly from the source although the 
source was cited.

   Figure  57.2  shows an account of verbatim plagiarism. Student A copied part of a 
text directly from a report by Lewis et al. (1999) in his work and failed to cite the 
source.

   Figure  57.3  shows an example of patchwriting. Student A cut and pasted infor-
mation from the original source (Hudson and Hudson 2006, p. 15) in his work. He 
partially paraphrased and partially copied from the source but quotation marks and 
reference were omitted.
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   Figure  57.4  shows an example of illicit paraphrasing. Student B paraphrased the 
material taken from El Fattah (2010, p. 587) as indicated by the italicised informa-
tion in her work but she did not cite the information.

   Going back to the fi ndings, the main type of plagiarism detected in the partici-
pants’ writing was sham plagiarism. The participants copied directly from sources 

Student A writing Source: AllaBakshMohdAyub Khan in The Star 
Online (January 15, 2010) 

AllaBakshMohdAyub Khan from UniversitiSains 
Malaysia in Star Online (2010) stated that the ability 
of young Malaysian English teachers in teaching the 
English language as effectively as senior teachers 
has long been argued and debated.

The ability of young Malaysian English teachers in 
teaching the English language as effectively as 
senior teachers has long been argued and debated.

  Fig. 57.1    Example of sham plagiarism in Student A writing       

Student A writing Source: U.S. Department of Education, National 
Center for Education Statistics by Laurie Lewis, 
BasmatParsad, Nancy Carey, Nicole Bartfai, 
Elizabeth Farris and Becky Smerdon, 1999, p. 49

Evidently, beginning teachers are rarely fully 
prepared for real teaching. They are less likely than 
more experienced teachers to report being very well 
prepared to maintain order and discipline in the 
classroom.

Teachers with 3 or fewer years of teaching 
experience were less likely than more experienced 
teachers to report being very well prepared to 
maintain order and discipline in the classroom.

  Fig. 57.2    Example of verbatim plagiarism in Student A writing       

Student A writing Source: Hudson and Hudson, 2006, p.15

The study reveals that trainee teachers feel that there 
should be more time spent at schools and with a 
more practical approach, allowing for better 
connection between theory and practice to provide a 
more meaningful learning for teachers in training.

This study supports Ferry et al.’s (2004) research; 
that is, pre-service teachers feel the need for more 
time in schools with a more practical approach, 
allowing greater links between theory and practice 
to provide a more meaningful teacher education 
course(p.15)

  Fig. 57.3    Example of patchwriting in Student A writing       

Student B writing Source: El Fattah, 2010, p. 587

It consists of two types of motivation, which are 
entering motivation and task motivation. Entering 
motivation evolves around establishing 
commitment and intention to act towards achieving 
the goals.

Motivation includes entering motivation and task 
motivation. Entering motivation establishes
commitment to a particular goal and the intent to act.

  Fig. 57.4    Example of illicit plagiarism in Student B writing       
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and failed to paraphrase although they provided citation. This fi nding concurs with 
Walker’s ( 2010 ) and Aziz et al.’s ( 2011 ) fi ndings that sham plagiarism is one of the 
highest rates of plagiarism among their respondents. The second type of plagiarism 
that was mostly detected was verbatim (16.9 %). All of the participants were found 
to do verbatim plagiarism by copying materials directly from sources and did not 
provide any citations similar to Walker’s ( 2010 ) fi ndings. The third type of plagia-
rism detected was patchwriting. Aziz et al. ( 2011 ) also found a high level of patch-
writing in their respondents’ writing who used it in adapting to the target language. 
This is parallel with conclusions made by Pecorari ( 2003 ) and Abasi and Akbari 
( 2008 ) whereby patchwriting is viewed as an approach for students to be familiar-
ized with the language used in academic discourse. Similarly, the participants in this 
study could have resorted to patchwriting as they had diffi culties with language. The 
least type of plagiarism detected was illicit plagiarism. This could be a refl ection of 
the postgraduate students’ lack of paraphrasing skill and thus, lower occurrence of 
this type of plagiarism. It could also refl ect lack of awareness of the proper conven-
tions of academic writing as they omitted sources for paraphrased information.  

57.5.4     Factors That Cause Plagiarism in TESL Postgraduate 
Students’ Academic Writing 

 Based on the triangulation of data from self-refl ection reports and interviews, the 
factors that caused plagiarism in the participants’ writings were personal voice, time 
management, language profi ciency and academic writing skills.  

57.5.5     Personal Voice 

 The fi ndings show that trying to achieve a sense of personal voice in their writing 
caused the participants to plagiarize. One of the participants, Student A worried 
about losing his “voice” in his writing. He stated, “It becomes a problem when 
deciding between using my ‘voice’ in the paper or merely collecting and paraphras-
ing others’ quotes” (Interview with Student A). He added that he had problems in 
citing sources which he used as he was confused on the issue of “voice”. Student A 
also stated that he viewed his writing as a compilation of others’ work and not his. 
He struggled with this sense of confusion and loss and could have omitted citing 
source materials due to his predicament. According to Hyland ( 2002 ), representa-
tion of identity is also important in producing academic writing aside from present-
ing disciplinary content. Although it is important to present authorial voice in 
academic writing, it is a challenge for second language learners as they also need to 
integrate others’ research in their writing. Besides, while coping with the compli-
cated process of writing, a student’s self-effi cacy might be reduced due to his nega-
tive psychological state caused by confusion and loss. Students’ past experiences on 
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writing i.e. mastery (Bandura  1977 ) can also affect their belief to integrate their own 
“voice” in their writing. Chances of plagiarism may be high in this situation as writ-
ers are coping with a complicated process.  

57.5.6     Time Management 

 The participants also claimed that they had limited time in doing their proposal as 
they were also occupied with assignments for other subjects, This caused them to 
have diffi culty in paraphrasing materials from sources. To illustrate, Student B 
noted, “… a lot of journals to be read, understood, synthesized and critically exam-
ined. At certain point, I found myself did not have time to paraphrase the important 
points, so I just directly quote from the author…” (Student B self-refl ection report). 
Some of them omitted citations when they quoted. The participants in this study 
might have faced anxiety and stress in fi nishing their work due to limited time and 
similar deadlines. In line with Bandura’s self effi cacy theory, these may have 
affected their psychological state whereby these emotions may lower their self- 
effi cacy and motivation in writing in an appropriate manner. The fi ndings here are 
supported by past research (Abasi and Akbari  2008 ; Williams  2005 ) that poor time 
management and similar date of submission or early deadlines cause students to 
plagiarize in their writing.  

57.5.7     Language Profi ciency 

 The participants had problems in analyzing journal article due to their language abil-
ity. They highlighted that some of the articles had to be read carefully and understood 
properly before they could incorporate pertinent information in their writing. Student 
A said “…most of the diffi cult-to-understand articles are written by the native speak-
ers…” (Interview with Student A). It was also was a challenge for the participants to 
write using the targeted language and this caused plagiarism. For example, Student 
B used words from her sources because “… we don’t know the appropriate words 
that we should use in writing academically” (Interview with Student B). The fi ndings 
showed that the participants found academic writing in the targeted language a chal-
lenge. This is similar with previous fi ndings on lack of language profi ciency that 
caused plagiarism among ESL students (Kakh and Wan Mansor  2012 ; Riasati and 
Rahimi  2013 ; Abasi and Akbari  2008 ; Aziz et al.  2011 ). These past research concur 
that plagiarism has become a choice for students due to their low level of language 
profi ciency. This factor can be related with mastery, a source of self-effi cacy in 
Bandura’s ( 1977 ) theory of self-effi cacy. In this study, the participants’ poor lan-
guage and writing might have lowered their level of mastery and self-effi cacy. They 
could have questioned their capabilities of producing good writing in the targeted 
language which demotivated them and caused them to plagiarise.  
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57.5.8     Academic Writing Skills 

 The participants were also found to be lacking in academic writing skills. These 
skills included writing formally, paraphrasing, summarising, synthesizing, convey-
ing ideas and referencing. Student B had problem in writing formally and academi-
cally. He stated, “I have a problem to write in objective manner and in formal way. 
But I do not mean to do it…” (Interview with Student B). Paraphrasing was also a 
diffi cult process for the participants especially when the source material contained 
“technical terms”. Besides, Student C claimed that she had problems in summaris-
ing ideas. She said, “I feel that every word in the sentence is important and I want 
to include everything. I don’t know what to leave out” (Interview with Student C). 
Another area of diffi culty in writing was in conveying ideas obtained from source 
materials. To illustrate, Student D had problems in analyzing and using the informa-
tion he sourced. He elaborated, “I have diffi culty to analyze the articles critically....
supporting my details using scholar’s fi ndings and claims…” (Interview with 
Student D). The participants also faced problems with referencing as seen with 
Student A who noted, “....it is diffi cult to differentiate information that needs to be 
cited and information that is not necessary to be cited…” (Interview with Student 
A). The fi ndings support past fi ndings on lack of writing skills such as quoting, 
paraphrasing and summarizing (Bailey and Pieterick  2008 ), and in-text referencing 
(Osman and Abu Bakar  2009 ; Giridharan and Robson  2011 ) among ESL postgradu-
ate students. This refl ects that lack of academic writing skills might be rooted since 
undergraduate years (Ting  2013 ; Ting et al.  2014 ) and persists at postgraduate level, 
leading to cases of plagiarism. This lack of mastery in writing can lead to poor self- 
effi cacy and lack of motivation to self-regulate behaviour (Pajares  2009 ).   

57.6     Conclusion 

 The fi ndings of this study indicate some level of plagiarism in postgraduates’ aca-
demic writing, Internet sources are mainly plagiarized, and sham followed by ver-
batim, patchwriting and illicit plagiarism occur. Challenges such as personal voice, 
time management, inadequate language skills and academic writing skills are found 
to cause plagiarism. These fi ndings have implications on the importance of improv-
ing students’ self-effi cacy in academic writing by giving them support. The faculty 
should help postgraduate students to be aware of the different types of plagiarism 
and to have a better understanding on what constitutes plagiarism and how to avoid 
it in their writing. Postgraduate students should also be given guidance in academic 
writing skills to motivate them to master skills in writing and become more persis-
tent in producing writing that meets the requirements needed in their academic 
community. Pajares ( 2009 ) notes that mastery leads to positive self-effi cacy and 
academic self-effi cacy which infl uences cognitive strategy use and self-regulation 
through the use of meta-cognitive strategies…” (n.p.). In line with this, with the 
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support given by the faculty, students’ sense of positive self-effi cacy can be nurtured 
to prevent misconduct, i.e. plagiarism in their writing.     
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    Chapter 58   
 “To Cheat or Not To Cheat, That is 
the Question”: Undergraduates’ Moral 
Reasoning and Academic Dishonesty       

       Parmjit     Singh      and     Roslind     Thambusamy    

    Abstract     While academic qualifi cations are important in securing jobs, it is inar-
guable that ethics and integrity are also crucial in the workplace. These concerns are 
serious and disconcerting given the reports of rampant academic dishonesty within 
higher education institutions (HEIs). For graduates who think that cheating is 
acceptable, concepts like ‘morality’, ‘virtue’, and ‘truth’ are subsumed under the 
imperative of getting the grade. Studies show that there is a signifi cant relationship 
between academic cheating and students’ potential unethical behavior in the work-
place, which is a troubling indicator in terms of overall human resource and national 
development. This study addresses the issue of undergraduates’ moral reasoning by 
focusing on their perceptions’ of academic dishonesty and what drives them to 
cheat. This study employed a descriptive research design method using a self-report 
questionnaire to collect data from 288 (72 males and 216 females) randomly 
selected undergraduate students from different programs of study in a Malaysian 
HEI. The fi ndings reveal that almost two-thirds (59.8 %) of the respondents felt that 
academic dishonesty is rampant. Interestingly though, while close to 90 % responded 
positively when asked “are you  sure  another student cheated during a quiz/exam?”, 
almost 80 % indicated they would  not  report such acts of dishonesty. Reasons for 
this phenomenon is a telling indicator of the undergraduates’ moral reasoning and it 
is one that HEIs should attempt to re-orientate by way of curricular and pedagogical 
strategies in order to advocate the culture of academic integrity and by default, pro-
fessional ethics.  
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58.1         Introduction 

 A recent study has revealed that, apart from the usual soft skills such as communica-
tion and teamwork that top the list of skills valued by employers, integrity and 
professional ethics has also found its way into the list of skills valued by employers 
(Parmjit et al.  2014 ). In fact, the fi ndings of this study revealed that for employers 
of multinational organizations, ethics topped the list of soft skills required in any 
future employee. This is a signifi cant indicator that this aspect of human capital 
development needs to be acknowledged and addressed. While HEIs emphasise aca-
demic qualifi cations, it seems that ethics (or the lack thereof) has become a value 
that employers are becoming increasingly concerned about. Hence, it is only appro-
priate that HEIs take note of this trend and undertake the necessary steps to ensure 
that they produce graduates with the right values. There is a dire need for HEIs to 
focus on the ethical development of their graduates given the increasing reports of 
academic dishonesty. Adesile and Oseni ( 2011 ) in a study of academic dishonesty 
among tertiary level students cited a host of studies done on academic dishonesty 
with disturbing fi ndings. They cite “multi-institutional studies [which] showed that 
respondents between the range of 39 to 70 % acknowledged involvement in aca-
demic dishonesty during their college years (Bowers 1964; McCabe 1992, 1993; 
Pino and Smith 2003; Aluede et al. 2005 cited in Adesile and Oseni 2011)” (p. 2). 
According to the sources cited in their study, academic dishonesty “occurs at epi-
demic proportions (Hutton 2002; McCabe 1993; Niels 1996)” (p. 2). Even more 
disconcerting is that in a “thirty years follow up study on student cheating, Wotring 
(2007) remarked that the population of student cheaters increased from 63 % to 
70 %.” (p. 2). The massive scale in which this practice occurs is astounding given 
the “survey studies [which] reported that almost one-third of the 6,000 students 
from 31 colleges and universities had indulged in cheating (McCabe 1999); more 
than 30 % plagiarized on all their papers (Bloomfi eld 2005); and 117 fresh students 
used emails to exchange answers in an examination” (Wilson 1999) (p. 3). While 
such a revelation is shocking enough in terms of the apparent lack of ethics among 
university students, even more unsettling are studies (Jones  2011 ; Etter et al.  2004 ; 
Nonis and Swift  2001 ) that show a signifi cant relationship between academic cheat-
ing and students’ potential unethical behavior in the workplace. The link between 
unethical behavior in the university and the potential workplace, however tenuous, 
should not be taken lightly as it is a potent indicator of the failure of the HE system 
to produce ethically-sound human capital, particularly in the current capitalist-
driven socio-economic system that underpins global development, where a coun-
try’s socio-economic development is measured in materialistic terms as in high or 
low income. This emphasis on purely monetary gains does not bode well for ethical 
decision making and this is confi rmed by Adesile and Oseni ( 2011 ) who mention 
that “studies have reported a signifi cant relationship between the level of college 
cheating and a country’s corruption index (Magnus et al. 2002)” (p. 9). As produc-
ers of human capital that will impact on national development, Liddell and Cooper 
( 2012 ) cite Whiteley (2002) who posited “that “one of the fundamental obligations 
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of the modern college and university is to infl uence intentionally the moral thinking 
and action of the next generation of  society’s leaders and citizens” while “Chickering 
(2010) refers to higher education as the most compelling institutional source for 
upholding our democracy, although he warns that we have fallen far short of creat-
ing college graduates “who can function at the levels of cognitive, moral, intellec-
tual, and ethical development that our complex national and global problems 
require.” (p. 5–6). This line of thinking underscores the general belief that educa-
tional institutions of all levels are directly responsible for the moral and ethical 
development of young people as they pass through these institutions. 

 In the current HE scenario, academic dishonesty comprises many different acts 
of cheating ranging from plagiarism, cheating on tests, quizzes and examinations as 
well as cheating on coursework such as collaborating with friends to complete indi-
vidual assignments, copying other students’ assignments, doing other students’ 
work for them, not contributing in a group project, and paying someone to do their 
coursework (McCabe et al.  2001 ; McCabe  2005 ). 

 While many reasons have been offered for dishonest behaviours in HEIs, both 
internal and external factors such as peer infl uence, assessment modes, personal 
beliefs, and socio-cultural mores make up the possible reasons why students engage 
in academic dishonesty. According to Adesile and Oseni ( 2011 ), “literature showed 
that individual actions could be shaped by larger forces which transcend internal, 
organizational, and institutional boundaries (Bertram 2008). Students’ behaviors, 
thoughts and actions are products of many factors (McCabe 2001; Nadelson 2007). 
Variables such as cognitive development and environmental infl uences play an 
important role (Bandura  1977  cited in Nadelson 2007)” (p. 3). Devlin and Gray 
( 2007 ), on the other hand, argued that different cultures that might affect the preva-
lence of cheating particularly plagiarism. They argued that second language learn-
ers face diffi culty in paraphrasing English text which may tacitly lead to dishonest 
behaviours. An Australian study by Lynnette and James ( 2001 ) reported a high 
number of international students who admitted engaging in academically dishonest 
behaviours as compared to Australian students. This implies that non-native speak-
ers of English are more prone to committing academically dishonest behaviours 
under particular circumstances. While there may be a myriad reasons for the occur-
rence of academic dishonesty, it is not the intention of this study to compare the 
prevalence of cheating between different regions, among different types of students 
or even the degrees of dishonesty. The question that has prompted this study is not 
so much that dishonesty occurs or in what form as the many studies cited can attest 
to these occurrences. The question here is when students are faced with the tempta-
tion to cheat, to what extent does their moral reasoning control or infl uence their 
decision to cheat or not to cheat? This is basically the question; whether to obey the 
academic rules or to succumb to the temptation to cheat. It was felt that this study 
would be able to probe the students’ perceptions regarding the question of ‘to cheat 
or not to cheat’ and why, particularly in the Malaysian context, where few studies of 
this phenomena have been conducted (Smith et al.  2007 ; Che Ku Hisam  2008 ). It is 
hoped that this study will provide signifi cant insights exclusively towards Malaysian 
undergraduates’ moral reasoning with regards to indulging in academically dishon-
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est behaviors. Additionally, the study also attempts to reveal the extent of dishonest 
behaviour among these undergraduates. This study concurs with researchers who 
have highlighted “that how students think and what affects their decisions to act 
dishonestly, are all important factors which when understood,” could curb academic 
dishonesty (McCabe et al. 2008 cited in Adesile and Oseni  2011 , p. 9). 

 According to Liddell and Cooper ( 2012 ) “ethics refers to a set of moral princi-
ples used by an individual or group that provides a framework for behavior. For 
instance, professional associations expect ethical behavior of their members and set 
the parameters for that behavior in their ethical guidelines” (p. 14). While ethics 
and morals stem from a similar paradigm, the term ethics is most widely used in the 
professional context while the term morals is more often used in the educational or 
spiritual context. Hence, we have moral education in schools but business or medi-
cal or legal ethics taught in universities. However, for the purpose of this paper, the 
term moral reasoning by Kohlberg has been adopted to signify a process of “moral 
development, which is an aspect of cognitive development [where] as a person is 
able to make sense of the world in more complex ways, the ability to weigh moral 
actions also moves to more sophisticated decision-making approaches” (Liddell 
and Cooper  2012 , p. 15). This explanation is more aligned to the learning processes 
of undergraduates at the tertiary level. Liddell and Cooper ( 2012 ) provide a suc-
cinct elaboration of the conceptual underpinnings of moral reasoning which “is 
grounded in the work of cognitive-structural theorists, such as Jean Piaget and 
William Perry. Cognitive-structural theories assume that development happens in 
stage sequencing that is invariant, hierarchical, and qualitatively unique from other 
stages (as opposed to additive). Using cognitive structures helps us to organize and 
adapt to our environments. Additionally, understanding moral growth from a cog-
nitive-structural developmental framework leads us to expect that learners (in our 
case, college students) are using cognitive structures to make meaning and reason 
through problems as they become more intellectually complex and competent 
(McEwen 2003)” (p. 9).  

58.2     Objectives 

 The purpose of the study is to investigate the perceptions towards and extent of 
academic dishonesty among undergraduates at a leading Malaysian HEI. Specifi cally, 
the study aims to achieve the following main objectives:

    (a)    To determine the extent of academic dishonesty behaviors among 
undergraduates.   

   (b)    To determine the moral reasoning that drives undergraduates to engage in aca-
demically dishonest behaviours.     

 The fi ndings of this study will contribute to previously unavailable empirical 
evidence, especially in Malaysian context, on the extent of academic dishonesty and 
the moral reasoning that infl uences undergraduates to cheat or not to cheat. This will 
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enlighten educators on the extent of academic dishonesty that exists as well as what 
prompts students to indulge in such behaviour. This will hopefully enable academ-
ics to develop effective strategies to address academic dishonesty and work out poli-
cies that can help achieve academic integrity by focusing on the reasoning that 
drives students to cheat.  

58.3     Methodology 

 The study employed a descriptive design that examines the responses of a large 
group of undergraduates towards the issue of academic dishonesty by analysing 
their perceptions of this issue. A self-administered survey questionnaire highlight-
ing the pertinent issues related to academic dishonesty was used to gather the data. 
Recognizing that the issue of academic dishonesty is a sensitive one involving 
one’s morals and behaviour, it was felt that self-administered survey questionnaires 
would be the ideal instrument to gather data as it would ensure that the respondents 
felt secure in providing their honest responses confi dent that they would remain 
anonymous (Fraenkel and Wallen  2008 ). Specifi cally, the main objectives of the 
questionnaire used in this study were to unveil the following issues: (a) The extent 
of academically dishonest behaviors among students, and (b) The reasons for 
engaging in academic dishonesty behaviors which would reveal the moral reason-
ing behind the need to cheat. 

 The sample was selected on a purposive basis in order to cover the range of pro-
grammes offered at a particular faculty in the target HEI. The sample was given the 
instrument in one sitting to ensure a 100 % return rate and allowed suffi cient time to 
respond to the items.  

58.4     Findings and Discussion 

 This section details the fi ndings and elaborates on the statistical analysis based on 
the formulated research questions. This study involved a total of 288 undergradu-
ates comprising 72 (25 %) male students and 216 (75 %) female students (refer to 
Table  58.1 ).

   In wanting to uncover the extent of academic cheating from the students’ per-
spective, the following question was asked.

  Table 58.1    Students’ 
demographic profi le (N = 288)  

 Variables  Frequency  Percent 

 Gender 
 Male  72  25.0 
 Female  216  75.0 
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    A.     How frequently do you think your friends cheated during a / an quiz / exam ? 
 When respondents (refer to Table  58.2 ) were asked, “Have you  suspected  
another student of cheating during a quiz/exam?” and “Were you  sure  another 
student cheated during a quiz/exam?”, a staggering 93.4 % and 86.4 % respec-
tively indicated that cheating in quizzes and exams occurred. While suspecting 
or even being certain that others cheated in quizzes/exams may be considered a 
fairly straightforward response, in order to probe deeper into the students’ moral 
reasoning about academic dishonesty, the following question was asked 
(Table  58.3 ).

       B.     Do students report acts of academic dishonesty committed by other students ? 
 In a shocking revelation, while almost all the respondents acknowledged that 
many students did cheat as indicated in Table  58.2 , 93.8 % responded that they 
would NOT report acts of academic dishonesty (Table  58.3 ). The fi ndings 
reported in Table  58.4  further exacerbates the situation by showing the likeliness 
of students to report incidences of academic dishonesty. When asked how likely 
is that “you would report an incident of cheating that you observed?”, “The typi-
cal student at your university would report such violations?” and “A student 
would report a close friend?”, the majority of the responses fell into the unlikely 

    Table 58.2    The extent of cheating by other students   

 In the past year, how 
often, if ever,  Never  Once 

 A few 
times 

 Several 
times  Many times 

 1.  Have you  suspected  
another student of 
cheating during a 
quiz/exam? 

 6.6 % (19)  57.0 % (163)  36.4 % (104) 

 2.  Were you  sure  
another student 
cheated during a quiz/
exam? 

 8.0 % (23)  5.6 % (16)  53.5 % (153)  32.9 % (94) 

    Table 58.3    Reported another student for cheating   

 Yes  No 

 1.  Have you ever reported another student for cheating?  6.2 % (17)  93.8 % (258) 

   Table 58.4    Reporting incidences of academic dishonesty   

 No.  Very unlikely  Unlikely  Likely  Very likely 

 How likely is that:  Very unlikely  Unlikely  Likely  Very likely 

 1.  You would report an incident of 
cheating that you observed 

 −  83.3 % 
(240) 

 16.7 % 
(48) 

 − 

 2.  The typical student at your university 
would report such violations 

 −  76.0 % 
(218) 

 24.0 % 
(69) 

 − 

 3.  A student would report a close friend  −  80.5 % 
(231) 

 19.5 % 
(56) 

 − 
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category with a high percentages of 83.3 %, 76.0 % and 80.5 % respectively. 
Again, these fi ndings are indicative of the students’ moral reasoning that 
although incidences of academic dishonesty are rife, they are unlikely to report 
these incidences to the authorities.

      In order to capture the integral issues that drive the students’ moral reasoning in 
the matter of academic dishonesty, several pertinent items were included under 
the following broad headings.   

   C.      What are the reasons for engaging in academically dishonest behaviors as per-
ceived by students ? 

    Table  58.5  below displays the responses given by students as to why they 
engaged in academic dishonesty as well why they would not report their friends 
for cheating. As discussed earlier, the reasons why students cheat are numerous 
but for the purpose of this study, these are broadly categorised into four dimen-
sions namely Peers’ Behaviors, Academic Achievement and Assessment, 
Personal Beliefs and Other Related Reasons.

    Table 58.5    Students’ reasoning regarding academic dishonesty   

 No  Categories of reasons driving academic dishonesty  Yes  No  Rank 

  A    Peers’ behaviors  
 1.  I wanted to help a friend  81.9 %  18.1 %  1 
 12.  I thought if I helped someone else, they might help me  64.7 %  35.3 %  8 
 13.  Other students do it (or urged me to do it)  56.4 %  43.6 %  11 
  B    Academic achievement and assessment  
 2.  The assessment was too diffi cult  79.4 %  20.6 %  3 
 3.  The assessment was too time-consuming  77.1 %  22.9 %  4 
 7.  The due date was too soon  66.1 %  33.9 %  7 
 8.  The due date coincided with other assessments’ due dates  72.8 %  27.2 %  5 
 14.  The content of the assessment did not interest me  48.6 %  51.4 %  12 
 17.  I thought the assessment was unfair.  42.5 %  57.5 %  17 
  C    Personal beliefs  
 9.  I was under pressure to get good grades  67.9 %  32.1 %  6 
 11.  I had a personal crisis  35.8 %  64.2 %  18 
 6.  I didn’t think it was wrong  29.8 %  70.2 %  19 
 4.  I was not likely to be caught  59.3 %  40.7 %  9 
 10.  The lecturer hadn’t taught me well enough  48.6 %  51.4 %  12 
 15.  It was easy – the temptation was too great  42.7 %  57.3 %  16 
 16.  I hadn’t heard of other students being penalized before  43.4 %  56.6 %  15 
  D    Other related reasons  
 5.  It was unintentional  58.9 %  41.1 %  10 
 20.  Cheating is a victimless crime – it doesn’t harm anyone  45.5 %  54.5 %  14 
 18.  It was easy to copy during the quiz  81.4 %  18.6 %  2 
 19.  It was easy to copy during the exam  21.3 %  78.7 %  20 
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58.4.1           Peers’ Behaviors 

 In Section A in Table  58.5 , the majority of the students (81.9 %) responded that they 
“wanted to help a friend” followed by almost two-thirds (64.7 %) responding that “I 
thought if I helped someone else, they might help me.” More than half (56.4 %) 
stated that “Other students do it (or urged me to do it)”. This clearly shows the infl u-
ence of cultural conditioning where the community identity (in this case student 
community) is valued over ethical behaviour. This means that these students are 
willing to engage in academically dishonest behaviors willingly just to maintain the 
status quo. The need to preserve and conform to a community identity is deeply- 
entrenched in Asian culture, where community well-being and status quo is priori-
tised over individual or even ethical concerns. In terms of not reporting incidences 
of dishonest behaviour, this means that, while not directly engaging in dishonest 
behaviours, these students nevertheless, are willing to turn a blind eye to such occur-
rences, hence becoming willing partners in crime. Apparently, the need to conform 
outweighs all other considerations, which is a clear indicator of the moral reasoning 
of the students when confronted with the temptation to cheat. This fi nding is 
 corroborated by McCabe et al. ( 2001 ) who found that peer pressure is signifi cantly 
related to student cheating and also by Wilkinson ( 2009 ) who also mentions stu-
dents’ lifestyle and relationship with others as a signifi cant factor that contributes to 
the prevalence of cheating. This concern, although already mentioned earlier, needs 
to be reiterated due to its signifi cant impact on the students’ moral reasoning even to 
the extent that they would willingly cheat to please their friends.  

58.4.2     Academic Achievement and Assessment 

 Section B relates to students’ perceptions of the assessments and achievement and 
how these impact on their reasoning to cheat or not to cheat. In this category, the 
diffi culty level of the assessment was blamed by the majority of the respondents 
(79.4 %) with “The assessment was too diffi cult”. Almost the same number (77.1 %) 
claimed that “The assessment was too time-consuming”. About half the respondents 
felt that “The content of the assessment was not of interest to me,” (51.4 %) and “I 
thought the assessment was unfair” (57.5 %) which contributed to their urge to 
cheat. The need to assess is a natural consequence of teaching and learning but the 
mode and frequency of assessments has always been a matter of contention in edu-
cational circles. This fi nding reveals that, for students, the modality and frequency 
of assessment is indeed a signifi cant contributor to the students’ need to cheat.  

58.4.3     Personal Beliefs 

 Section C deals with personal beliefs where the “pressure to get good grades” was 
selected by more than two-thirds of the respondents (67.9 %). Slightly more than 
half (59.3 %) reasoned that they were “not likely to be caught” while less than half 
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(43.4 %) reasoned that not having “heard of other students being penalized before” 
condoned cheating. “I had a personal crisis” was also a strong reason with 64.2 % 
of the respondents opting for this item. Paula ( 2004 ) lists among the intentional acts 
of cheating (1) an individual’s extreme need to succeed, (2) fear of failing or miss-
ing out an opportunity, and (3) a lack of time, interest, or the abilities needed to 
complete the assignment properly. Congruent to this, the respondents in this study 
were pressured to engage in academically dishonest behaviors in order to survive. 

 In spite of all this evidence pointing to the ambiguity of the students’ moral rea-
soning, surprisingly, more than two-thirds (70.2 %) did recognize that cheating was 
wrong by disagreeing to the item “I didn’t think it was wrong”. Thus, in terms of 
moral maturity, the students do know the difference between right and wrong but 
choose to still cheat due to the various reasons as observed in their responses.  

58.4.4     Other Related Reasons 

 In Section D, the majority of the respondents (81.4 %) agreed that “It was easy to 
copy during the quiz”. Cheating during exams, on the other hand, was shown to be 
more diffi cult with close to three-quarters (78.7 %) disagreeing that “It was easy to 
copy during the exam.” Lecturers should take note of this to implement stricter 
measures to prevent cheating during quizzes. Like exams, harsher penalties could 
be imposed for cheating even during quizzes to prevent such behaviour. In Malaysian 
HEIs, quizzes are generally conducted in the classroom environment, whereas, 
examinations are usually held in a large hall and supervised vigilantly by several 
examiners. Additionally, unlike quizzes, the punishment for cheating is always 
emphasized prior to the examination. This indirectly heightens the students’ aware-
ness of the penalties for cheating during exams, hence verifying the fi nding where 
the majority of the students fi nd that it is not easy to cheat during exams. Hence, the 
policies on cheating during quizzes should be tightened and enforced more vigi-
lantly. What is sad and telling in terms of the ambiguity of the students’ moral rea-
soning is that they were divided (45.5 % – Yes and 54.5 % – No) in their response 
to the item “Cheating is a victimless crime – it doesn’t harm anyone” meaning that 
almost half of them think that cheating actually does not harm anyone. 

 In order to identify the main reasons that underpin the students’ moral reasoning 
with regard to the issue of academic dishonesty, the top ten reasons selected by the 
respondents were gleaned.

    1.    I wanted to help a friend. (peers’ behaviour)   
   2.    It was easy to copy during the quiz (other related reasons)   
   3.    The assessment was too diffi cult. (assessment and achievement)   
   4.    The assessment was too time-consuming. (assessment and achievement)   
   5.    The due date coincided with other assessments’ due dates. (assessment and 

achievement)   
   6.    I was under pressure to get good grades. (personal beliefs)   
   7.    The due date was too soon. (assessment and achievement)   
   8.    I thought if I helped someone else, they might help me. (peers’ behaviour)   
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   9.    I was not likely to be caught. (personal beliefs)   
   10.    It was unintentional. (other related reasons)     

 It is interesting to note that, when faced with the temptation to cheat, students’ 
moral reasoning is mostly affected by considerations of assessment and achieve-
ment which is not diffi cult to understand as students would naturally prioritise their 
academic performance above any other consideration. While the respondents did 
place the issue of maintaining friendships as the top reason for students to cheat, 
overall, it occupied less of students’ reasoning as compared to assessment and 
achievement. The other reasons like personal beliefs and other related reasons were 
also deemed not as important as assessment and achievement.   

58.5     Conclusion 

 This study attempted to uncover the motives of students indulging in academic dis-
honesty by unravelling the forces that drive their moral reasoning. The evidence 
above reveals clearly the factors that drive the moral reasoning of the students and 
the resultant stance towards academic dishonesty. The evidence was gleaned from 
four categories comprising (1) Peers’ Behavior, (2) Academic Achievement and 
Assessment, (3) Personal Beliefs, and (4) Other Reasons related to Cheating. It is 
clear that students, driven by the need to perform well academically, are willing to 
stoop to dishonest acts to ensure that their assessments and achievement are intact. 
This evidence highlights the need for institutions to create open and honest discus-
sions about the problems and confl icts with regard to the issue of academic dishon-
esty and formulate policies regarding academic dishonesty that embrace all forms 
of assessment, not just the fi nal examinations. The idea that students fi nd it easy to 
cheat in quizzes refl ects negatively on lecturers and on the assessment procedures. 
To prevent such practices, a standardised procedure for quizzes should be instituted 
and maintained by all lecturers regardless of the subject taught. Penalties for cheat-
ing on quizzes should be as strict as those imposed for exams. All quizzes should be 
as strictly proctored as in the exams. Another reason why students feel that it is 
easier to copy during quizzes could be due to the quality of the teaching and testing 
itself, where students’ thinking is neither challenged nor stretched due to the low- 
order thinking promoted by the lecture notes and test items used. To combat this, the 
quality of teaching and testing should improve requiring higher-order, critical think-
ing which would not allow copying. This would also apply to assignments as it 
would prevent plagiarism, a common ailment affl icting HEIs. All this would require 
lecturers to be more dedicated and focused on teaching creatively and creating 
assessments that actually test their students’ knowledge and skills rather than recy-
cle, ad nauseum, power points of lecture notes, questions from past year papers or 
the same quiz questions year after year that actually facilitate copying rather than 
prevent it. Wilkinson ( 2009 ) and relevant research on testing can enlighten lecturers 
on the proper features in constructing assessments that prevent cheating among 
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students. Furthermore, as “one of the fundamental obligations of the modern col-
lege and university is to infl uence intentionally the moral thinking and action of the 
next generation of society’s leaders and citizens” (Whitley 2002 cited in Liddell and 
Cooper  2012 , pp. 5–6), HEIs need to move beyond the provision of merely occupa-
tional expertise and uplift the HE experience to one that embraces wholesome and 
holistic learning, which includes humanities subjects like literature, music, and the-
atre, which by their very nature, are dedicated to the instilling of moral as well as 
human values that go beyond the acquisition of material wealth. These subjects 
could be made compulsory but not examinable, so as not to overload the students 
with more assessments but as avenues for them to construct their own value system 
by exploring and expounding on the values presented in the literary and dramatic 
texts. Unfortunately, at the HE level, these crucial value-added subjects are omitted 
from all STEM courses in favor of more occupational fare. Research has indicated 
that we need human capital “who can function at the levels of cognitive, moral, 
intellectual, and ethical development that our complex national and global problems 
require.” (Chikering 2010 cited in Liddell and Cooper  2012 , pp. 5–6).This is a tall 
order and can only be attained by relooking the intellectual fare being dished out at 
our HEIs under the guise of human capital development. 

 Fischer and Zigmond ( 2011 ) further suggest that institutions and educators must 
understand their students and the potential reasons for students to engage in aca-
demic dishonesty and actualise this understanding into policies and pedagogies that 
eventually model academic integrity which would be absorbed into students’ moral 
and cognitive development. The idea of engaging students in an open and honest 
discussion about this serious issue is perhaps an alien concept in Malaysian culture, 
where the young are generally not asked for their opinions especially in important 
matters. However, this culture needs to change as academic dishonesty is a disease, 
one that affl icts the moral health of the individual and, by default, the nation. 
Research has already shown that academic dishonesty is but the fi rst step to a more 
insidious destruction of the moral fi ber of the nation. No amount of material wealth 
can smother the stench of moral decay for as Theodore Roosevelt rightly claimed 
“To educate a person in mind and not in morals is to educate a menace to society”. 
How many in our HEIs, students and academics alike, would agree with Sophocles 
who said, “I would prefer to fail with honor than to win by cheating”?     
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    Chapter 59   
 Exploring Metacognitive Strategies of ESL 
Students During Online Listening Assessment       

       Zawani     Badri      and     Mohd.     Sallehhuddin     Abd.     Aziz    

    Abstract     Over the years, not many studies have been done to address various 
issues related to online language assessment. However, some studies have proven 
that students with high profi ciency level tend to employ more metacognitive strate-
gies compared to less profi cient students during conventional listening assessment. 
For that reason, it is worth investigating the metacognitive strategies students 
employ when responding to an online listening assessment. In order to address this 
issue, a Metacognitive Awareness Listening Questionnaire (MALQ) was distributed 
to a total of 280 respondents and later semi-structured interviews were conducted. 
From the fi ndings, it can be safely presumed that ‘problem solving strategy’ is the 
most frequently utilized strategy out of the fi ve MALQ factors by the students when 
completing an online listening assessment. Moreover, the fi ndings also indicate that 
a moderate linear positive correlation exists between English language grades with 
the fi ve MALQ factors. Finally, the qualitative data analysed from the semi struc-
tured interviews disclosed that various aspects of metacognitive strategies were 
extensively employed by the students when completing their online assessment. 
Hence, the importance of incorporating metacognitive strategies when developing 
progressive listening course could not be underestimated.  

  Keywords     Metacognitive Awareness Listening Questionnaire (MALQ)   • 
  Metacognitive strategies   •   Online listening assessment  

59.1         Introduction 

 In the present, ICT has been integrated in the education domain to ensure that stu-
dents benefi t the most as the use technology has tremendously changed the way in 
which language is taught and assessed in the classroom. The use of ICT encourages 
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students to become more autonomous with their own language progress and enables 
them to regularly monitor their language progress. Besides, it has also allowed 
teachers to administer language assessment in different ways as they can incorpo-
rate technology in assessing various language skills especially the listening skill. 
Bachman (2010) reiterated that the advancement of technology as well as the avail-
ability of numerous computer- and web-based applications has resulted in a variety 
of test formats and assessment procedures. 

 Despite many advantages that online testing can offer, Papadima-Sophocleous 
( 2005 ) maintained that not many research studies have been carried out to address 
the “various aspects of current language testing practices, especially with the impli-
cations added by the use of technology,” (pp. 22–23). Goh ( 2008 ) however has 
emphasized that the way listening is assessed “has not really changed” over the 
years. Traditionally, L2 learners are still required to choose the correct answer from 
several options listed, write summaries as well as fi ll-in-the-gap questions which 
require L2 learners to complete sentences or texts using words that they hear from 
the listening input. 

 According to O’Bryan and Hegelheimer ( 2009 ) and Bidabadi and Yamat ( 2013 ), 
students with high profi ciency level tend to employ more metacognitive strategies 
during paper-and-pencil listening assessment. As such, it is worth examining 
whether this strategy can also bring about similar usage for online listening assess-
ment. Vandergrift ( 2003 ) asserted less skilled listeners are unable to keep up with 
the input and hold meaning in memory during the online listening process. Rahimi 
( 2012 ) believed that it is necessary to consider their cognitive and metacognitive 
awareness due to various aspects involved in dealing with technology. 

 Since computer- and web-based assessments have become an integral compo-
nent of the teaching, it is signifi cant to examine how technology can affect strategies 
employed by second language learners during an online listening assessment. 
Aponte-de-Hanna ( 2012 ) suggested that there is a need to acknowledge the process 
of listening comprehension because it can give ideas on what language learners do 
during the process of comprehending aural information. This is because Jamil et al. 
( 2010 ) in their study asserted that test-taking strategies had been ignored by most 
educators as they believed that the process did not consider the ‘thinking’ process 
involved in producing the answers. 

 Moreover, there are very limited studies conducted concerning the issues of 
metacognitive listening awareness while engaging with online listening tasks 
(Rahimi  2012 ). Since the use of online listening assessment can still be considered 
at an infancy level in Malaysia and the signifi cance of metacognitive awareness dur-
ing the second language L2 listening process, (Vandergrift et al.  2006 ), it is impor-
tant to assess the metacognitive strategies used by L2 learners during listening 
comprehension, particularly in responding to an online listening assessment. Thus, 
it is signifi cant to investigate whether metacognitive awareness would bring about 
positive impact if the medium of listening assessment is changed from paper-and- 
pencil to a computer- or web-based assessment. 
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59.1.1     Objectives of the Study 

 This study would attempt to identify learners’ metacognitive awareness strategies as 
measured by the fi ve MALQ factors (directed attention, mental translation, person 
knowledge, planning and evaluation, and problem solving) employed by students 
when completing the online listening assessment. This study is also conducted to 
investigate how various aspects of metacognitive awareness of L2 listening would 
relate to the L2 language profi ciency. To address the objectives of the study, three 
research questions are constructed:

    1.    Which metacognitive awareness listening strategy is commonly employed by 
ESL students during an online listening assessment?   

   2.    Is there any signifi cant relationship between various aspects of metacognitive 
strategies of L2 listening to L2 profi ciency?   

   3.    How do students employ various aspects of metacognitive strategies as measured 
by each of the fi ve MALQ factors during an online listening assessment?       

59.2     Metacognitive Framework for L2 Listening 

 Previous studies conducted in this area have adopted Flavell’s ( 1979 ) model of 
metacognitive knowledge as the theoretical framework of their studies, (Goh 1997, 
1998,  2008 ; Vandergrift et al.  2006 ; Rahimi  2012 ; Goh and Hu  2014 ). Flavell ( 1979 ) 
defi nes metacognitive knowledge as “knowledge or beliefs about what factors or 
variables act and interact in what ways will affect the course and outcome of cogni-
tive enterprise”, (p. 907). This metacognitive knowledge can be categorised into 
three subcategories which are person knowledge (knowledge about oneself as 
leaner), task knowledge (knowledge about the nature and demand of the task) and 
strategy knowledge (knowledge about strategies that students use to achieve learn-
ing goals), (Vandergrift et al.  2006 ). In relation to this study, Vandergrift’s et al. 
( 2006 ) fi ve-factor model of metacognitive awareness was adopted as this model was 
also derived from Flavell ( 1979 ) metacognitive knowledge framework. From this 
framework, fi ve distinctive metacognitive factors were constructed in relation to 
metacognitive awareness as self-regulation in L2 listening, namely problem- solving, 
planning and evaluation, mental translation, person knowledge and directed atten-
tion and each factor comprises different listening strategies to represent metacogni-
tive strategies, (O’Bryan and Hegelheimer  2009 ). Figure  59.1  illustrates the 
visualisation of theoretical framework adapted for this study:

59 Exploring Metacognitive Strategies of ESL Students During Online Listening…



756

59.2.1       Studies on Metacognitive Strategies and Listening 

 There were numerous studies that have conducted in the past years to observe the 
use of metacognitive strategies during the listening process. However, the study 
conducted by Vandergrift et al. ( 2006 ) has brought about a new paradigm in assess-
ing listeners’ metacognitive awareness with the development of a listening question-
naire known as Metacognitive Awareness Listening Questionnaire (MALQ). Since 
then, various studies have adopted this questionnaire, either in purely quantitative 
studies (Dabbagh and Noshadi  2014 ; TafarojiYeganeh  2013 ; Goh and Hu  2014 ; 
Kassaian and Ghadiri  2011 ) as well as in mixed methods study (Li  2013 ; Bidabadi 
and Yamat  2013 ; O’Bryan and Hegelheimer  2009 ). Besides, MALQ is also utilised 
to assess the success of the programme or experiment designed like metacognitive 
strategy instruction in order to improve students’ listening performance (Coşkun 
2010; Selamat and Sidhu  2011 ; Tabeei et al.  2013 ; Dousti and Abolfathiasl  2013 ). 

 Since most of the studies such as Dabbagh and Noshadi ( 2014 ) and Goh and Hu 
( 2014 ) were conducted as to elicit students’ use of metacognitive strategies during 
conventional listening assessment, this study, on the other hand, requires students to 
write fi ve entries in their students’ portal after listening to assigned audio books that 
are available online. Since most of the listening materials utilised during the con-
ventional listening assessment are usually ‘tailored’, Scutter et al. ( 2010 ) believed 
that the use of online listening materials like audio books can appraise a greater 
range listening strategies since students need to critically listen and respond to the 
audio texts and at the same time employ various listening skills. Since students have 
to deal with the complexity of the listening materials and at the same time cope with 

  Fig. 59.1    Theoretical framework for metacognitive awareness during L2 listening       
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technological features related to online listening process, it can be a challenge for 
some of them.   

59.3     Method 

 This is a mixed-methods case study and Design 7 as proposed in Two-Dimensional 
Mixed Method Model by Onwuegbuzie and Collins ( 2007 ) was employed as a sam-
pling technique. As for time orientation, sequential design was employed as the 
quantitative phase was administered fi rst before the semi-structured interviews were 
conducted. As for the relationship of the samples, nested sampling was opted for 
this study as sample members were selected because they were believed to represent 
the subset of those who involved in other stages of the investigation. 

59.3.1     Subject 

 For the quantitative phase, the researcher used convenience sampling as the subjects 
were believed to be easily accessible and proximal to the researcher. Therefore, 
based on the formula as proposed by Morgan and Krejcie (1970) in determining 
sample size, 280 out of 856 fi rst-semester diploma students from Universiti 
Teknologi MARA (Alor Gajah Branch) were chosen to participate in this study. 
These respondents were chosen as they were the fi rst batch of students who under-
went the ELC 120 (Integrated Language Skills: Listening) course for the fi rst time. 
This course emphasizes on building students’ listening skills with the integration of 
speaking and reading skills. 

 The qualitative phase however utilises simple random sampling in determining 
the respondents for the semi-structured interview. A total of seven students were 
interviewed as they were believed to be a subset from a larger population and their 
cases were compared to all others in the sample until the researcher believed that the 
collective voices had led to data saturation, (Onwuegbuzie and Leech  2007 , p. 243).  

59.3.2     Instrument 

 The instrument that was utilised in order to assess students’ metacognitive aware-
ness is the Metacognitive Awareness Listening Questionnaire (MALQ) developed 
by Vandergrift et al. ( 2006 ). This questionnaire consists of 21-likert items that were 
developed in relation to Flavell’s ( 1979 ) three subcategories of metacognitive 
knowledge in which are person knowledge, task knowledge and strategy knowl-
edge, (Vandergrift et al.  2006 ). In terms of item validity, the draft version of MALQ 
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were verifi ed by correlating the scores of listening comprehension test scores of 996 
respondents with different demographic background, (Vandergrift et al.  2006 ).  

59.3.3     Interview 

 For the qualitative phase, the interview had been transcribed verbatim by the 
researcher as the data was analysed using open-coding and axial coding. There were 
fi ve themes generated from the analysis namely planning and evaluation, directed 
attention, person knowledge, mental translation and problem-solving and each 
theme has its own coding associated with the strategies that the participants had 
employed when completing online listening assessment.  

59.3.4     Procedures 

 For the data collection, the students were required to complete an online Personal 
Listening Log Activity (PLLA) in which they had to write fi ve entries in the stu-
dent’s portal, in order to respond to the links of audio books available online that 
were assigned earlier to them. After they have completed the assessment, the 
adopted Metacognitive Awareness Listening Questionnaires (MALQ) question-
naires were distributed and the qualitative phase began after the quantitative data 
gathered from the questionnaire was analysed thoroughly. In order to analyse the 
data collected, the data from the adopted MALQ was gathered and tabulated using 
SPSS version 22.0 as the mean for each sub-strategy was tabulated and compared. 
Subsequently, in order to analyse how various aspects of metacognitive awareness 
of L2 listening would relate to L2 profi ciency, simultaneous multiple regression was 
run with the fi ve MALQ factors served as predicator and the outcome variable was 
SPM English language grades.   

59.4     Data Analysis 

 Table  59.1  shows the descriptive analysis of the Metacognitive Awareness Listening 
Questionnaire (MALQ), and it is obvious that problem-solving has the highest 
mean score (4.53) with a standard deviation of 1.03. This indicates that the students 
were able to check their understanding of the listening assessment as well as they 
were able to fi nd solutions to the problems occurred while completing the assess-
ment. Secondly, it can be assumed that the students had planned ahead in their mind 
before they were listening since planning and evaluation has the second highest 
mean score (4.49) with a standard deviation of 0.74. In addition, the mean score for 
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directed attention is 4.32 with a standard deviation of 0.65 which indicates that the 
students were able to maintain their attentiveness during an online listening assess-
ment and ignoring the distractions. Meanwhile for person knowledge, it can be con-
curred that the students have a moderate level of anxiety and self-confi dence as the 
mean score is 3.26 with a standard deviation of 0.68. And fi nally, mental translation 
shows the lowest mean score of 2.65 with a standard deviation of 0.84, indicating 
that students in this study fairly translated the L2 listening text to L1.

   In order to assess the relationship between various aspects of metacognitive strat-
egies of L2 listening with L2 profi ciency, a simultaneous multiple regression was 
run with the fi ve MALQ factors served as predicator and the outcome variable was 
SPM English language grades. From the data analysed, there is a moderate linear 
positive correlation between English language grades with the fi ve MALQ factors 
as the coeffi cient of correlation, R is 0.257 (25.7 %). Besides, the R square value is 
6.6 % (0.066); indicating the variation of test scores was only explained 6.6 % by 
the model (the fi ve MALQ factors) while 93.4 % is explained by other factors. In 
addition, the overall regression model was statistically signifi cant as the  F  value is 
3.86 with  p <  0.05. Furthermore, out of the fi ve MALQ factors, only person knowl-
edge was signifi cant predicators for the outcome measure of L2 profi ciency as it 
contributed 0.037 indicating that respondents with better language profi ciency used 
this strategy more frequently compared to other factors (Table  59.2 ).

  Table 59.1    Mean scores for 
Metacognitive Awareness 
Listening Questionnaire 
(MALQ) factors (N: 280)  

 Mean 
 Std. 
deviation 

 Problem solving  4.5343  1.03278 
 Planning and 
evaluation 

 4.4914  .74077 

 Mental translation  2.6571  .84943 
 Directed attention  4.3214  .65568 
 Person knowledge  3.2690  .68945 

   Table 59.2    Model summary for simultaneous multiple regression of MALQ factors on L2 
listening profi ciency ( N  = 280)   

 Model summary 

 Model  R  R square  Adjusted R square  Std. error of the estimate 

 1  .257 a   .066  .049  .44621 
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59.4.1       The Analysis of Semi-structured Interviews 

 As for the qualitative phase, it is found that various aspects of metacognitive strate-
gies as measured by the fi ve MALQ factors were extensively employed by the stu-
dents while completing the online listening assessment. For planning and evaluation, 
it can be asserted that the respondents believed that they must have a good under-
standing of the short stories in order to stay more focus during the process. From the 
data analysed, S1, S2, S5, S6 and S7 believed that they  must understand the whole 
story  in order to be able to complete the task. In evaluating the outcomes of the lis-
tening process, it can be pointed out that S3, S4 and S5 believed that  to be more 
focus  could help them to complete the online listening task better. In addition, 
searching for prior knowledge about the listening is also believed to be helpful, for 
instance, one of the participants, S4 had  planned to fi nd script  [synopsis of the short 
stories]  from Google  [on the Internet] before listening to the short stories. 

 In order to help the students to be attentive while listening to the tasks, the stu-
dents believed that repeating the tracks could help them to concentrate and stay 
focussed. This is because majority of the students  replayed the short stories  either 
 from the beginning of the story  or  from the part  [they]  do not understand  if they had 
problems understanding them. Furthermore, being selective listener is also another 
accommodating strategy as they know what kind of information that they are sup-
posed to listen to. For example, S5 pointed out that  fi nding the points that can give 
clues to understand  the short story can be helpful in completing the online listening 
assessment. 

 In relation to person knowledge, majority of the participants did not feel anxious 
of less confi dent when performing listening tasks as out of seven students, only S7 
can be perceived as having some internal challenges while completing the online 
listening assessment. S7 highlighted that his [poor]  listening skills  have become a 
barrier to comprehend the short stories and further explained that this activity was 
different from other listening activities that had been conducted in class with the 
help of the lecturer as  you must be very concentrate on  [depend on] skills to listen 
and take notes. Besides anxiety and the lack of self-confi dence, S1, S4, S5 and S6 
maintained that they have problems to understand the short stories because of the 
narrators of the short stories as they had problems with the  accent used  and  diffi cult 
words  [vocabulary]. In addition, S2 also pointed out other shortcomings of the lis-
tening passages like the ways the short stories were narrated as  boring  [monoto-
nous] and  the  [length of]  audio is too long . Beside listening passages, S2 and S7 
also discovered that  noisy  [discouraging]  environment  had become a challenge for 
them to complete the online listening task. From the fi ndings, it can be assumed that 
students were able to point out several external factors can be a challenge for them 
to understand the story. 

 As for mental translation, majority of the students believed that translation had 
assisted them to  understand the short stories  as they would  translate the key points  
of the stories. On the other hand, S3 only  translated some words  as  it helps me to 
think more  [about]  the story . However, some of the students did not rely heavily on 
the translation as they were able to comprehend the general idea of the stories easily 
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without much interference from their L1. For example, S2, S6 and S7 emphasised 
that they did not translate  all the time  as S2 further explained that this process did 
not occur if the message of the short stories is comprehensible as she  just listen  [to 
the audio]  with only few problems.  S2 further explained that if  I know the situation 
or the general ideas, I don’t translate . When she was asked about how she used L1 
during the assessment, S2 claimed that she is  not aware of it  [although]  I am not 
good with grammar but I can tell what the narrator is trying to say . 

 For problem solving, it can be implied that the students were still lacking of 
strategies on making inferences because majority of the students were relying heav-
ily on dictionary and translation tools. For instance, S1, S4, S5 and S7 preferred to 
 use dictionary and Google Translate  to fi gure out the meanings of the words that 
they did not understand. Besides, S2, S3 and S5 asserted that they would try to get 
the bigger picture of the short stories by  reading the summaries or synopsis of the 
stories  as S2 and S3 further clarifi ed that they  searched information on the charac-
ters  and  read on themes for general ideas . S2 further added several suggestions that 
could be helpful in order to have better understanding of the stories such as having 
 various narrators instead of one in a short story  as well as adding  background 
sounds, for example, if the setting of the story is at the beach, I prefer to have wave 
sound . From this, it can be implied that the students have the abilities to indentify 
the obstacles in understanding the listening audio and continuously monitor them in 
order to ensure that they will not impede the listening process.   

59.5     Discussion and Conclusion 

 One of the objectives of the study was to assess metacognitive strategies used by 
students during L2 listening comprehension activity, particularly in responding to a 
online listening assessment. From the fi ndings, it can be safely inferred that ‘prob-
lem solving’ is the most frequently employed strategy by the students when com-
pleting the online listening assessment. The fi ndings do not differ much from 
Vandergrift’s ( 2003 ) as he concurred that more skilled listeners actively involved in 
planning and monitoring process during listening task as they are more in control of 
the process, (p. 485). In addition, Goh and Hu ( 2014 ) found that problem solving 
and directed attention scored the highest mean scores, proving that there is a signifi -
cant relationship between respondents’ listening performance and these strategies. 
Meanwhile for person knowledge, it can be concurred that the respondents have 
moderate level of anxiety and self-confi dence during the online listening process. 
Goh and Hu ( 2014 ) have highlighted that the students’ low anxiety level and high 
self-confi dence can be a key indicator of high listening profi ciency level as they can 
perform better when listening. Another key determiner of a successful listener is the 
low score of mental translation as Vandergrift ( 2003 ) accentuated that less skilled 
listener will translate more than skilled listeners. Thus, it can be presumed that the 
students have the characteristics of skilled listeners as the participants in this study 
moderately translated the L2 listening text to L1. 
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 In addition, this study is also conducted in order to analyse how various aspects 
of metacognitive awareness of L2 listening would relate to L2 language profi ciency. 
From the fi ndings, a moderate linear positive correlation between English language 
grades with the fi ve MALQ factors was evidently shown with 25.7 % of correlations 
between MALQ scores with listening performance. This percentage is slightly 
higher than percentage reported by Vandergrift ( 2006 ) as the study reported almost 
similar results with a correlation of 13 %, proving that there is a signifi cant relation-
ship between MALQ scores and listening tests. He further added that although the 
correlation is moderate, it is still meaningful as it accounted for the variability in 
listening performance, (Vandergrift ( 2006 ). 

 Besides, only person knowledge was signifi cant predicators for the outcome 
measure of L2 profi ciency indicating that students with better language profi ciency 
utilised this strategy more often in comparison to other factors. Since person knowl-
edge deals with learners’ confi dence and beliefs on their learning, Vandergrift 
( 2003 ) pointed out that normally only skilled learners are able to have more controls 
during listening process by checking, verifying and correcting their understanding 
on the subject matter. Goh and Hu ( 2014 ) also found out that person knowledge is 
the most positive predicator of L2 listening profi ciency. This is probably due to the 
extensive listening practices and exercises that had been done throughout the course. 
Besides, Li ( 2013 ) also discovered in his study that students with higher scores have 
greater controls as they were able to actively monitor their progress in listening 
process. 

 The data analysed from semi structured interviews disclosed that various aspects 
of metacognitive strategies were extensively employed by the students while com-
pleting the online listening assessment. For planning and evaluation, it can be 
asserted that the students believed that they must have a good understanding of the 
short story as to stay more focus during the process can be an assisting strategy to 
help students’ mastery of listening skills. Vandergrift ( 2003 ) asserted that evaluat-
ing the approach applied, decisions made and outcomes of the listening task are also 
an important element in assessing students’ metacognitive strategies, specifi cally 
evaluation. In addition, searching for prior knowledge about the listening is also 
believed to be helpful as supplementary texts such as listening transcription, ques-
tions, and scaffolding exercises can assist students to complete the listening tasks, 
(Vandergrift  2003 ; Bidabadi and Yamat  2013 ; Talalakina  2013 ). 

 For directed attention, the students believed that repeating the tracks could help 
them to be attentive as this process gives them more time to deal with information 
from the input as well as the relationships between syntactic forms, (Hatch, 1983 as 
cited in O’Bryan and Hegelheimer  2009 ). Besides, Bloomfi eld et al. ( 2010 ) 
 accentuated that learners profi ciency should also be taken into consideration in 
determining the success of the process. Therefore, it is suggested that designing 
materials that allowed listening texts to be repeated is important in order to assist 
learners to practice listening, (O’Bryan and Hegelheimer  2009 ). Furthermore, being 
selective listener is also believed to be another accommodating strategy as Flavell 
( 1979 ) stressed that paying specifi c attention to the main points is a good way to 
retain large bodies of information. Aponte-de-Hanna ( 2012 ) also suggested visuali-
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sation can help students to restrict their focus on what the speaker is trying to con-
vey in the audio. Therefore, it is important to educate students’ to redirect their 
attention to a listening text as Bidabadi and Yamat ( 2013 ) believed it is a key strat-
egy to help learners to comprehend the listening texts. 

 In relation to person knowledge, majority of the respondents did not feel anxious 
or less confi dent when performing listening tasks as this probably due to the expo-
sure that they received throughout the semester. Bloomfi eld et al. ( 2010 ) asserted 
that anxiety can affect students’ comprehension ability especially when they are 
concerning too much on the complexity of the message. Besides, the listening mate-
rials adopted in this online listening assessment can be another reason as Talalakina 
( 2013 ) revealed that the use of audio books can reduce their anxiety when dealing 
with authentic listening materials. Furthermore, O’Bryan and Hegelheimer ( 2009 ) 
pointed out that this strategy is also related to identify diffi culty of listening passage 
as students were able to point out several external problems such as narrator’s accent 
and the length of the audio. Bloomfi eld et al. ( 2010 ) have pointed out that accent can 
negatively infl uence L2 listening comprehension rather than L1 since non-native 
speakers are less familiar with accent because of the fast speech rate and noise. 
Besides, lengthy audio can also impede listening comprehension due to information 
density since the brain has to process too many words during the process, (Bloomfi eld 
et al.  2010 ). Furthermore, Goh ( 2008 ) also asserted that L2 listeners should also be 
able to identify listening problems, causes as well as solutions when they develop a 
better knowledge of self. 

 As for mental translation, the role of L1 can be seen as inevitable during the lis-
tening process. Goh and Hu ( 2014 ) claimed that this process is common among 
most language learners especially for those who are exposed to bottom-up listening 
instruction although Vandergrift ( 2003 ) argued that this will obstruct them to keep 
up with the incoming input and later cause greater trouble to hold meaning in their 
memory. However, some of the respondents were able to comprehend the general 
idea of the stories easily without much interference of their L1. This fi nding can be 
associated with students’ motivation to complete the online listening assessment as 
Kassaian and Ghadiri ( 2011 ) in their study associated mental translation with moti-
vation as they claimed that less use of mental translation strategies is associated 
with having intrinsic motivation to complete the listening task. 

 Last but not least, it can be inferred that the students were not being critical in 
problem solving strategy as they were unable to infer the meaning of the unknown 
words by making inferences since they rather looked up the meaning of the words 
in dictionary. Vandergrift ( 2006 ) clarifi ed that in problem-solving strategy, learners 
should make inferences of what they have diffi culties in understanding and keep on 
monitoring them. Although the fi nding is contradictory with the strategies sug-
gested by Vandergrift ( 2006 ), Bidabadi and Yamat ( 2013 ) proposed that being able 
to identify the existence of the problems like knowing the defi nition of the new 
words can assist learners to employ certain strategies in order to comprehend the 
listening texts. This is because while completing the online listening assessment, 
the respondents were able to identify the existence of problems and fi nd the appro-
priate solutions, for example, searching for additional information in order to get the 
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general ideas of the stories. While listening to an English text, Bidabadi and Yamat 
( 2013 ) believed that prior and background knowledge is important as to search for 
options to problems arise during the listening activity. 

 In order to answer which metacognitive awareness listening strategy is com-
monly employed by ESL students during an online listening assessment, problem 
solving is identifi ed as the most commonly employed strategy during online listen-
ing assessment. Bidabadi and Yamat ( 2013 ) accentuated that the ability to identify 
the problems that can impede their ability to comprehend the whole listening texts 
such as discovering the meaning of the unknown words is also associated with this 
strategy. Furthermore, this strategy is common among L2 listeners as they often 
encountered diffi culty in understanding the general idea of the story due to prob-
lems of understanding certain unfamiliar words. Therefore, L2 students will eventu-
ally attain this strategy indirectly as they will somehow encounter the same situation 
in other language skills as well. Besides, the students were also able to fi nd solu-
tions for the encountered problems probably due to amount of listening practices 
that they have been exposed throughout the semester. Thus, it can help them to 
acquire this strategy easily compared to other metacognitive strategies discussed in 
this study. 

 In order to address the second research question, it can be presume that there is 
a moderate correlation between various aspects of metacognitive strategies of L2 
listening related to L2 profi ciency, demonstrated that more skilled L2 listener 
employed these strategies while completing the online listening assessment. 
Although the statistical data was moderately signifi cant, it can be regarded as 
accommodating factors to the success of L2 listening as Vandergrift ( 2006 ) believed 
that it can offer variability to listening performance. Besides, person knowledge 
factor is found to be more frequent among students with better language profi ciency 
as they exhibited better self-assurance and less anxiety when dealing with online 
listening tasks. This fi nding can be helpful for less skilled listeners as they have to 
feel at ease when dealing with L2 listening materials in order to gain more confi -
dence and help them to feel less anxious. 

 Finally, for the last research question, the respondents had employed various 
aspects of metacognitive strategies as measured by the fi ve MALQ factors exten-
sively while completing the online listening assessment. However, the results also 
varied as there are similarities and differences in how the metacognitive strategies 
were employed. This is probably affected by respondents’ individual differences, 
for example, less use of mental translation strategies is associated with intrinsic 
motivation, (Kassaian and Ghadiri  2011 ). To add, Jamil et al. ( 2010 ) further dis-
cussed the issue of individual differences as they believed that some strategies can 
be effective for certain students but other students might fi nd it less helpful. In addi-
tion, they asserted that students regardless of their language profi ciency level do 
utilise test-taking strategies but it will vary individually, according to their personal 
preferences (Jamil et al.  2010 ). 

 In conclusion, this study intended to assess metacognitive strategies used by the 
learners during L2 listening comprehension activity, particularly in responding to 
online listening assessment. From the fi ndings, it can be safely inferred that that 
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problem solving is the most frequently employed strategy by the participants when 
completing the online listening assessment. Moreover, this study is conducted in 
order to analyse how various aspects of metacognitive awareness of L2 listening 
would relate to L2 language profi ciency. From the fi ndings, a moderate linear posi-
tive correlation between English language grades with the fi ve MALQ factors was 
evidently shown with 25.7 % of correlations between MALQ scores with listening 
performance. Besides, it can be presumed that only person knowledge was signifi -
cant predicators for the outcome measure of L2 profi ciency indicating that respon-
dents with better language profi ciency utilised this strategy often in comparison to 
other factors. Finally, this study would also like to identify learners’ metacognitive 
awareness strategies employed by students while completing online listening 
assessment. The data analysed from semi structured interviews disclosed that vari-
ous aspects of metacognitive strategies as measured by the fi ve MALQ factors were 
extensively employed by the respondents while completing the online listening 
assessment. In order to address the issue of listening in L2 classroom, it is recom-
mended for future research to conduct an in-depth study on how students from dif-
ferent levels of language profi ciency employed various metacognitive strategies. 
Since the course that the participants of the study had to undergo focused on rein-
forcing their listening skills, it is also important to integrate trainings on metacogni-
tive strategies in developing the course syllabus. This is important especially when 
the lecturers have to deal with sophisticated listening materials that required their 
students to work with authentic texts rather than tailored listening recordings that 
are normally utilised in the existing curriculum in the present. Undoubtedly, it is 
theoretically verifi ed that there is a need to incorporate metacognitive strategies in 
the teaching of listening in L2 classroom, especially when it is integrated with 
technology.     
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    Chapter 60   
 Effectiveness of Courseware Presentation 
Using Learning Theory for a Programming 
Subject       
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    Mohamad     Ibrahim     , and     Azlan     Abdul     Aziz    

    Abstract     The need to integrate multimedia in the process of teaching and learning 
at all level of education is becoming more signifi cant. Multimedia based e-learning 
is seen as an effective alternative in teaching and learning process. This method is 
able to create a student-centered learning where students are encouraged of being 
independence; study at their own pace and at their own place. Nevertheless, the 
rapid development of information and communication technologies (ICT) in today’s 
world has necessitate a new trend in the presentation of information in the form of 
fl ash video, which is more easy to understand and accessible instantly to users. The 
research is undertaken by introducing multimedia courseware by maintaining the 
concept of Gagne Theory of Nine Events. A new courseware entitled “Introduction 
to Computer Programming C++” that has been developed using learning theory was 
being studied to examine the effectiveness of courseware presentation using learn-
ing theory that may allow users to interact simultaneously with the material. The 
courseware is expected to be an effective teaching aid to entice students in the sub-
ject programming. The study was conducted in Faculty Applied Science, Universiti 
Teknologi Mara Shah Alam. Thirty students were selected as respondents. The 
courseware evaluation was implemented using a set of questionnaire that used a 5 
point Likert scale. This questionnaire was administered to the respondents during 
their fi rst semester. The results obtained were very positive and encouraging. 
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Students generally found the multimedia-mediated web-based learning environ-
ment were enjoyable and motivating, also were able to demonstrate their learning 
and skills of the subject area.  

  Keywords     e-Learning   •   Courseware   •   Courseware presentation and Gagne theory 
of nine events  

60.1         Introduction 

60.1.1     Background of Study 

 At present, the usage of multimedia in all degree of learning and educating has turn 
out to be more signifi cant for the students and instructors. Multimedia based on 
e-learning is a great way in instructing and studying process. This method allows 
the students to complete their training effortlessly at off-hours or from home (Kruse 
 2002 ). Furthermore, the growing development in information and communication 
technologies (ICT) into the sector will provide positive impact to students and 
instructors within the process of teaching and learning. 

 Programming language is a useful skill and might contribute benefi ts to the 
learners to seek out for a rewarding however it is diffi cult to learn and it frequently 
becomes a high failure rates (Robins et al.  2003 ). Courseware (online learning 
material) in other word is computer based learning, which refers to the use of com-
puters for the delivery of instruction in an interactive mode is developed using learn-
ing theory to help students in learning programming. Hence, using multimedia 
application for example fl ash video in the presentation of information nowadays 
will assist the learners to understand in a better way to convey materials. 

60.1.1.1     E-Learning 

 In Malaysia, e-learning is no longer a new phenomenon; however it does not end up 
becoming a hot topic. E-learning can also be known as distance education or dis-
tance learning in which student can study on their own without having to go to class. 
E-learning environment has grown to be the most important part of the strategy for 
conveying online and fl exible learning. It has established itself as option in all 
degree of education, particularly in higher education, where it is ready to take on a 
larger role. The dissemination of information and communication technology (ICT) 
has enabled existing and new institutions of higher learning in Malaysia to offer 
their educational services to a wider market place and in many instances, beyond 
geographic locations (Endut et al.  2012 ). The demand for education, then again has 
grown so rapidly in the past few decades makes everything in relation to education 
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is acceptable. In relation with the courseware presentation, it is one of the technique 
to integrate the use of e-learning as to ensure the success in teaching and learning. 

 According to Mohd Nor Hajar Hasrol Jono et al. ( 2013 ), stated that Dato ‘Seri 
Mohamed Khaled Nordin, Minister of Higher Education Malaysia has ordered the 
National e-Learning Policy to plan and deliver a framework and direction for the 
implementation of e-learning in Malaysian Higher Education Institutions (HEIs) for 
a period of fi ve (5) years from 2011 to 2015. Hence, it will be capable to move for-
ward to a better aspect of e-learning and assist to support learning in a more per-
sonal, fl exible, portable, and on-demand manner.  

60.1.1.2     Interactive Multimedia 

 Interactive multimedia in education and training seems to be the necessity in shar-
ing information and knowledge on the research and practices of using multimedia 
in many educational surroundings (Mishra and Sharma 2005). Multimedia is the 
process of delivering message or information in the form of text, fi gures, images, 
sounds or moving images which are displayed on a screen and in some cases com-
puter screen and television monitor are used to enhance the learning process. 

 Interactive multimedia is interesting since there is an opportunity for profound 
involvement, which captures and holds learners’ interests. Interactive multimedia is 
also attractive because it is multi-sensory by integrating sounds, images, and text. 
Moreover, it is individualized, which allows the learners to navigate through infor-
mation to build their own unique mental structures based on exploration. 

 Holbert and Karady ( 2008 ) state studies have shown that people retain 25 % of 
what they hear, 45 % of what they see and hear, and almost 70 % when they actively 
participate in the process (Holbert and Karady  2008 ). Thus, the use of interactive 
multimedia in lectures can become an important teaching aid to generate active 
participation from students. 

 Mayer ( 2003 ) strongly claim that the usage of multimedia is an effective teach-
ing and learning tool, as he stated that, “the promise of multimedia learning is that 
teachers can harness the power of visual and verbal forms of expression in the ser-
vice of promoting understanding of students” (as cited in Neo et al.  2011 ). Interactive 
multimedia is interesting because there is a chance for deep involvement, which 
captures and holds learners interest and also can help in easing the process of knowl-
edge transfer effectively especially for distance learning program or part time.   

60.1.2     Problem Statement 

 Programming language is a useful skill and may contribute benefi ts to the students 
to hunt for a rewarding profession. However, learning a programming subject is 
challenging for a novice programmer who does not have a programming basic skill 
(Robins et al.  2003 ). A study conducted by Norasyikin Zaid and Zaidatun Tasir 
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( 2011 ) stated that the programming language C++ is a programming language that 
is easy to learn as the basic of programming for students. This is verifi ed by the 
analysis presented in the database of i-Learn Centre of Academic & International 
Affairs Division of the Universiti Teknologi MARA where it is shown that based on 
the 14 faculties under Science and Technology cluster, 10 faculties offer 
Programming C++ as their basic programming course. 

 In addition, according to Teague and Roe ( 2008 ), the introductory programming 
subject usually has high failure rates (Teague and Roe  2008 ). This is also supported 
by the analysis from internal resources of Universiti Teknologi Mara, Shah Alam 
based on the statistics gained from the Faculty of Applied Sciences only, the stu-
dents who fail in programming subject are more than 25 % whereas percentages of 
control failure is 10 %. Then again, the fi rst year students from the Faculty Applied 
Science need to study programming subject even though they are not exposed to any 
programming concepts. This would be the integral part of the integration of course-
ware in teaching and learning that would bring positive impact for students’ better 
understanding with anticipation it will lead the reduction number of failures. 

 As far as research goes, it does not appear to be much research in Malaysia that 
is actually done in this e-learning in courseware especially in the area of learning 
theory on the failure of programming subject. Consequently, inadequacy of system-
atic teaching and learning materials especially using learning theory towards pro-
gramming subject that can encourage more comprehensive study should be 
conducted to provide appropriate teaching and learning materials and course con-
tent. Besides that, the dissemination of knowledge related to the course will be more 
systematic, effi cient and effective. It possibly will be able to encounter the require-
ments of students who are less interested in learning programming that could help 
students to develop and strengthen their performance in the classroom. This objec-
tive of this study is to examine the effectiveness of courseware presentation using 
learning theory for programming subject. The fi ndings would assist in developing 
better courseware presentations, becoming good references and resources activities 
for the programming subject in future.   

60.2     Literature Review 

60.2.1     Introduction 

 The use of information technology in education has grown rapidly. The present of 
e-learning is about creating and using computer-based systems to well support 
learning activities (Rosenberg  2001 ). Students can learn by way of themselves with-
out going to the class as long as they have an internet connection and a personal 
computer. The combination of multimedia and e-learning pedagogy will produce 
the effectiveness of learning pedagogy in order to assist students in their learning 
process. Numerous practices of e-learning have been developed around the world 
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and show the exciting innovations to improve individual learning (Zhang and 
Nunamaker  2003 ).  

60.2.2     Benefi ts of e-Learning 

 According to Liaw et al. ( 2007 ), some great benefi ts of e-learning have been men-
tioned in lots of articles (Bouhnik and Marcus  2006 ; Liaw et al.  2007 ; Raab et al. 
 2002 ; Shotsberger  2000 ). Bouhnik and Marcus ( 2006 ) mentioned that e-learning 
has four benefi ts. First is the freedom to decide when each online lesson will be 
learned. Second is less of dependence on the time constraints of lecturers. Third 
would be the freedom to express their views and ask questions, without limitations. 
Finally, the accessibility to the course’s online materials at students’ own selection. 

 Students will be able to begin the process of learning anywhere and at any time 
when they are free. Thus, they will be more focused and able to improve their per-
formance. They also do not need to meet with their lecturers often because they 
already have effective learning materials that can be a source of reference in studies. 
E-learning can be a medium for students to do an online discussion with the lecturer 
and their peers. At present, the academic fi eld can placed course materials online for 
students to access and also come out with online activities as well as discussions to 
improve students’ understanding and encourage deeper learning (Endut et al.  2012 ). 

 Learners can proceed through the training program at their own pace and in their 
own place where they are able to access the e-Learning course at any time in their 
own needs. Thus it is actually assist students in learning programing due to it takes 
about 10 years of practice t to make the novice programmer to expert programmer 
(Nandigam and Bathula  2013 ) learn how to develop a program is diffi cult. Novice 
programmer needs a lot of time to learn to be an expert programmer hence they 
require a source of reference that may help them regardless of time and place.  

60.2.3     Gagne Theory of Nine Events 

 The fi rst one of educational psychologists to take alongside in combination all of the 
mechanisms of an instruction theory, from setting goals to measure performance 
was Robert Gagne (Tennyson  2010 ). Theory of Gagne Learning Model ( 1985 ) 
highlights on the intentional or purposeful learning, which is the type of learning that, 
occurs in school or specifi c training programs (Mohd Nor Hajar Hasrol et al.  2013 ). 

 The nine events of instruction are the best solution for learning process. It makes 
use of all aspects of testing, practicing, and uses the information that will be shown. 
Robert Gagne’s ‘Nine events of instruction’ framework outlines a few key activities 
that should be included in a course and helps to decide the order through which 
activities should be delivered to learner. The nine events are; gaining attention, 
informing the learner of the objective, stimulating recall of prior knowledge, present-
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ing information, providing guidance, eliciting performance, providing feedback, 
assessing performance, and enhancing retention and transfer. 

 In general, it is not only the practice of instructional design has a strong infl uence 
on the work of Gagne but as well the methods that courseware is designed and hard-
ware is used for instruction will provide a strong effect (Thomas  2010 ). In continu-
ation of learning theory research, multimedia developers will capable to incorporate 
the concept of teaching and learning with multimedia applications. It is important to 
have such knowledge so as to develop effective courseware to be delivered to stu-
dents. Teaching theory Robert Gagne is considered to be a major contributor to the 
design approach of teaching and training.  

60.2.4     The Concept of Courseware 

 Education Resource Information Center (ERIC), USA, the courseware is defi ned as 
a comprised of computer software and additional documentation that is written spe-
cifi cally for instructional applications. Thus, courseware will also be defi ned as 
computer software that gives instructional material to students. Courseware may 
also be known as the computer Aided instruction (CAI) or computer Aided learning 
(CAL). 

 Courseware (online learning material) in other word is computer based learning, 
which refers to the use of computers for the conveying of instruction in an interac-
tive mode which at this time are recognized as trend in supporting teaching process 
(Hei and Chien  2006 ). It is advisable that a precondition for effective web based 
courseware design in higher education is cautious consideration of the traditional 
body of knowledge in the fi eld of instructional design which should serve as a basis 
for long term tendencies in the design process. 

 This body of knowledge consists of theories of instruction and courseware design 
aspects that concern hypermedia structure, learner control, feedback, interactivity, 
and screen design elements. Besides, the end-users’ input have to be sought as it 
could make sure above and improve understanding on the implementation of the 
new medium of higher education (Monthienvichienchai and Melis  2005 ). 

 The views on computer assisted learning can be summarized as follows: Firstly, 
learning with online learning material is more successful compared to live lessons, 
secondly video simulation and the combination of graphic and audio presentation 
used in this will cause learning become easier, thirdly it is adjusted to students 
through various learning styles and fourthly it assists the review based on the 
approach to learning. Students can more focus on what information are being deliver 
compared to explanation from instructors. This is because they are diffi cult to cap-
ture or imagine the information that is being delivered.  

M.N.H.H. Jono et al.



773

60.2.5     Courseware Presentation 

 Presentation of learning material is very important as it could possibly strengthen 
learning or obstruct it (Mayer et al.  2001 ). The use of multimedia and interactivity 
elements where information is transferred in the form of integration of text, graph-
ics, sound, animation and video can help a computer-based instructional activities 
attract a lot of attention. Since learners can study by themselves regardless of time 
and place. Students can use courseware to learn a subject matter according to their 
very own needs (Hei and Chien  2006 ). 

 Courseware presentation in computer-based learning activities may help attract a 
lot of attention of students in learning. The Nine instructional events are the perfect 
approach to teach a lesson. It utilizes all parts of testing, practice, and uses the infor-
mation that is being presented. The uses of multimedia and interactive elements 
associate with the nine events of instruction that has been proposed by top research-
ers; Robert Gagne will help in developing an effective courseware. 

 Furthermore, with this multimedia elements will help the information transferred 
in the form of integration of text, graphics, sound, animation and video. It is also a 
useful learning tool because it allows students to participate and get involved with 
the courseware content. This can be done through interactive multimedia features 
that are built into content’s instruction and obtain between the user and the personal 
computer. Therefore, to show the relation between Gagne’s theory of nine events 
and courseware presentation, the hypothesis below was formulated;

    H1 :  Gagne ’ s theory of nine events is associated with courseware presentation       

60.3     Methodology 

 This research was conducted to identify the effectiveness of courseware presenta-
tion using learning theory for a programming subject. Gagne’s nine event of instruc-
tions leaning theory developed by Robern Gagne was chosen. The evaluation of 
courseware presentation is professed in the process of courseware development 
involving the use of multimedia elements and interactivity elements found in the 
application; text, graphic, color, audio, video and animation as mentioned in the 
Gagne learning theory. 

 In order to achieve the objectives, a purposive sampling method is selected. 
Questionnaires were distributed to 30 respondents that were identifi ed as a control 
group that has been using the courseware were identifi ed. The respondents com-
prised of fi rst semester’s students from the Faculty of Applied Sciences, UiTM Shah 
Alam that used the courseware for “Introduction to C++ Computer Programming” 
subject for 2 months. The students then evaluated the courseware presentation that 
they have used during teaching and learning process to quantify the effectiveness of 
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it with their studies. In completing the questionnaire, respondents were required to 
choose from a 5 point Likert scale and analyzed using Statistical Package for the 
Social Sciences (SPSS) software.  

60.4     Findings 

60.4.1     Cronbach’s Alpha Test of Reliability 

 It is valuable to compute using Cronbach’s Alpha as it delivers core constancy 
dependability for any scales or subscales (Gliem and Rosemary  2003 ). The reliabil-
ity measurement is based on Sekaran ( 2003 ). If the scale is less than 0.6, it is con-
sidered as poor. Meanwhile, if the scale results in range of 0.6 to less than 0.7 will 
be moderate. Although, the scale result will be good and very good if the scale range 
in 0.7 to less than 0.8 and 0.8 to less than 0.9 respectively. The higher the reliability, 
it will in excellent consistency that is 0.9–1.0. The Cronbach’s Alpha result for 
courseware presentation was 0.780 and associated as reliable and consistent.  

60.4.2     The Effectiveness of Courseware Presentation 

 The hypothesis that will be tested was:

    H1 :  Gagne ’ s theory of nine events is associated with courseware presentation .    

 The result of Pearson Correlation Coeffi cient between Gagne’s theory of nine 
events with courseware presentation indicated that r value = 0.587** and 
P-value = 0.001. From the result, there was a signifi cant relationship between 
Gagne’s theory of nine events with courseware presentation. The conclusion, the 
respondents showed positive attitude and attracted towards the new software pre-
sentation. Based on the analysis it shows that the majority of students agreed that 
the courseware presentation that is develop with Gagne’s theory of nine events was 
effective and helpful in learning programming subject. Therefore the hypothesis of 
Gagne’s theory of nine events is associated with courseware presentation is accepted.   

60.5     Conclusion and Recommendation 

 Based on the research design and analyzed effects from this research, it can be con-
cluded that the analysis results were consistent with the literature review, where the 
courseware presentation using learning theory for programming subject meet the 
requirements that support active learning and fl exibility to improve the quality of 
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students and programming subject. Furthermore, the results also shown that the 
courseware produced was effective and met the needs of targeted users. It is expected 
that this study will fulfi ll the latest learning approach to enhance learning of stu-
dents’ acquisition in learning programming subject. Theoretically fi ndings could be 
used to produce other courseware that can encourage students to become more 
attracted in learning other subjects taken at the Universiti Teknologi Mara or differ-
ent universities.     
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    Abstract     In the fi eld of education, technology has developed vastly in becoming 
one of the main mediums of instruction in schools, institutions or even training 
programmes. Educators from all over the world are now looking up into new imple-
mentations in replacing the old conventional way of teaching to enhance a better 
learning environment among students in this era of globalization. Special attention 
is now focusing into what is known as a combination of e-learning and face to face 
learning (F2F) called blended learning. This paper conducts a study among 156 
Diploma undergraduates of the Universiti of Teknologi MARA (UiTM) Shah Alam, 
Malaysia which aims to investigate on students’ readiness in a newly-designed 
blended learning English language profi ciency course under the Academy of 
Language Studies (ALS). Correlation between students’ readiness and their enjoy-
ment going through the new course is also being investigated. Findings indicate that 
Diploma students  of UiTM Shah  Alam exhibit above-medium levels of readiness 
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61.1         Introduction 

61.1.1     Blended Learning 

 Recently there has been a number of empirical research investigating in the area of 
blended learning. The topic has become a major concern, especially in the fi eld of 
education where teachers, lecturers and instructors question, argue, discuss and 
experiment on the positive and negative outcomes it may infl uence teaching and 
learning environments. Even the term ‘blended learning’ itself has always been a 
constant issue to what it actually means (Twigg  2003 ). Upon agreement from many 
researchers, blended learning can be defi ned as an effective integration of different 
modes of delivery, teaching and learning styles Different methods and style of 
teaching have its own strengths and weaknesses. Although it seems that the imple-
mentation of blended learning has its challenges, weaknesses and risks either from 
institutions in Malaysia or from other countries, the basic concept still stands as a 
strong source of instructional method among many more researchers who believe in 
the imperativeness of students to adapt with the fast pace of technology. According 
to a study, blended learning is a resourceful methodology that can prop and augment 
meaningful educational experiences (Twigg  2003 ; Garrison and Kanuka  2004 ). 

 Through much research it can be considered that blended learning may provide 
a number of benefi ts whether in the area of education, business or even under the 
corporate industry which includes; greater access to a range of appropriate, person-
alized and individualized learning and teaching resources, greater accommodation 
and convenience, greater fl exibility, cost effectiveness and affordability, greater stu-
dent and faculty satisfaction, help allay feelings of isolation, anxiety and frustration 
among learners, encourage participation in class, enhance learning process, improve 
pedagogical richness of face to face teaching and e-learning, broader opportunities, 
utilize computer aided assessments and technological adoption, as well as encour-
age and motivate students through interactive collaboration (Boyle et al.  2003 ; Dufy 
and Kirkley  2004 ; Moore  2004 ; Bonk and Graham  2006 ; Sharpe et al.  2006 ; Sharma 
and Barrett  2007 ; Stracke  2007 ; Joachim and Petra  2008 ; Bath and Bourke  2010 ; 
Horn and Staker  2011 ). Taken together, this fi nal group of assertions support the 
view that a blended learning system can provide strong positive implications to 
students’ learning environment. 

 Although even up until now, the majority of foreign language teaching and learn-
ing is still largely conducted towards F2F learning in classrooms, there is a rapid 
growth in the use of technology which provides language teachers and students with 
more opportunity in exploring the most suitable mix of teaching and learning styles 
for a given tasks. It is believed that with the combination of both F2F learning and 
web-based technology, students of language learning can gain more benefi t and 
experience a more quality education. 

 Furthermore, it is also proven that with the use of a blended learning environ-
ment, this can create opportunities for learners in overcoming the problem of apply-
ing the language not only in class but also outside of class since blended learning 
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focuses on the attempt to encourage and develop independent learning or known as 
‘autonomy learning’. As stated from Motteram and Sharma (2009), cited from 
Barrs ( 2011 ), with the usage of interactive, communicative and collaborative plat-
forms such as the email, instant messaging, wikis, blogs, forums, social-networking 
sites and virtual learning environments, students learning a foreign language are 
able to overcome the disconnection of applying the language outside the classroom. 
The implementation of blended learning may also help teachers and students in 
overcoming the major problem of time constraints.  

61.1.2     Student Readiness 

 The concept of student readiness in an online environment was introduced by 
Australian researches in 1998 known as Warner, Christie and Chow whom defi ned 
it into three categories; students’ preferences for the form of delivery as opposed to 
face-to-face classroom instructions; student confi dence in using electronic commu-
nication for learning and, in particular students’ ability in the use of Internet and 
computer-mediated communication; and also the ability to engage in autonomous 
learning (Hung et al.  2010 ). Subsequently, more and more researchers around the 
world begun to further develop extensive and intensive theories on student readiness 
in the blended learning environment. In 2010, researchers Hung, Chou, Chen and 
Own developed and validated a latest multidimensional instrument for college stu-
dents’ readiness on online learning known as the Online Learning Readiness Scale 
(OLRS) that was categorized into fi ve dimensions including; self-directed learning, 
motivation for learning, computer/Internet self-effi cacy, learner control, and online 
communication self-effi cacy. Student readiness can be separated into two compo-
nents, which are technical readiness and self-directed readiness. 

 Technical readiness and self directed readiness refers to schema, attitudes, pre- 
requisite skills and habits in Information Communication Technology (ICT) com-
ponents while attitude is the central of components in self directed learning readiness 
that comprises of acceptance of responsibilities for one’s own learning, creativity 
and independence in learning, a willingness to seek help and valuing one’s own 
learning (Norshima et al.  2013 ). As validity and reliability were tested in the study, 
this model was also adopted and adapted as a conceptual framework basis for this 
particular research.  

61.1.3     Academy of Language Studies, UiTM 

 In the Universiti of Teknologi MARA, the Department of English and Linguistics is 
the largest department in the Academy and caters all English language needs of the 
University. For Diploma levels, APB provide courses such as; Consolidating 
Language Skills (BEL 120); Communication Skills (BEL 130); Preparatory Course 
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for MUET (BEL 260); English for Academic Purposes (BEL 311); as well as 
English for Occupational Purposes (BEL 312). Coming into the new millennium, 
Malaysia’s former Ministry of Higher Education urged Universities across the 
country to focus more on the fundamentals of life-long education as well as the need 
of ICT in higher education under the 9th Malaysian Plan (cited in Chai and Poh 
 2009 ) from Farahiza ( 2010 ). 

 UiTM also strives its best in fully utilizing every technology provided within the 
medium of instruction. With the inspiration to develop UiTM in becoming a distin-
guished and international standard university, the implementation of blended learn-
ing was established in 2009 under the collaboration between the Academic Affairs 
Division and i-Learn Centre. The programme involves both students and lecturers 
which is also aimed to reduce problems of space constraints in face to face learning 
environment. 

 Two models were developed under this programme including Model A and 
Model B which differentiates according to lessons being learnt in a specifi c week. 
For example Model A provides a combination of a 2 h face to face learning with a 
2 h e-learning in one whole week while Model B is also a combination of both, but 
conducted through a 4 h face to face learning in 1 week and another 4 h fully online 
learning in a different week. However, the distribution of hours is optional in UiTM 
whether it may be under the ratio of 50:50, 60:40, or 70:30. In addition, extension 
of tutorial sessions which are entirely based on e-learning is also being encouraged 
in the institution (Blended Learning for Lecturers, Students and Admin Guideline 
of UiTM  2009 ). 

 Based on these models, the Academy of Language Studies developed a new 
English course named as “Integrated Language Skills” (ELC) replacing BEL 120, 
BEL 260 as well as BEL 311 which has been launched for only one semester. Unlike 
before where the previous course combined all the four components of English 
namely listening, reading, writing and speaking, this new course focuses on only 
one particular skill for one semester. Semester one (1) focuses on the skill of listen-
ing; semester two (2) focuses on the skill of speaking; semester three (3) focuses on 
reading; and semester four (4) focuses on writing. 

 Although ELC remains a three hour credit, the new course includes a three hour 
face to face session per week and an addition of three and a half hours for e-learning 
in which students must complete certain individual and group-work tasks. Since the 
design of ELC requires students to participate more actively during class and also 
during non face to face sessions, it is greatly important that students motivate them-
selves in adopting with different learner strategies in order to be able to keep in pace 
with the new course.   

61.2     Statement of the Problem 

 It is important to understand that in order to discover the effectiveness of a particular 
blended learning course, there are numerous ways for a researcher to look into. 
Based on studies carried out by Huey et al. ( 2007 ) and Hung et al. ( 2010 ) their 
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research as well as other numerous foreign and local research have indicated that 
the effectiveness of blended learning is attached closely with students’ behaviour 
which can be predicted through students’ readiness of learning. Although in UiTM 
itself, literature shows that there are a number of research done that looks into stu-
dent readiness (Norshima et al.  2013 ; Lai and Chong  2007 ; Chow et al. 2007; 
Junaidah  2007 ) no study has actually been conducted to investigate student readi-
ness under UiTM’s new English course, ELC which was launched on March 2014. 

 Therefore, as new innovations of blended learning modes are continuously being 
examined across the globe, it is vital that an investigation on student readiness 
should also be conducted upon this newly-designed blended learning English 
Language Profi ciency course under the Academy of Language Studies (ALS) of the 
University of Technology MARA (UiTM). Due to these defi ciencies, it is promi-
nently clear that there is a need to extend further research in the fi eld of blended 
learning so that researchers and especially educators are able to identify the best 
practice or model that can be implemented under a blended learning system. 

 The result of the study is believed to be benefi cial for many parties especially in 
the fi eld of education where the knowledge of different language-based blended 
learning models can be extended and also for the future advantage of the Academy 
of Language Studies (ALS) as well as for the UniversitiTeknologi MARA as a 
whole.  

61.3     Research Questions 

 Research questions that will be investigated in this study include:

    1.    Are Diploma students of UiTM Shah Alam ready in this newly-designed blended 
learning course?   

   2.    How do students’ enjoyment going to ELC classes correlate with their readiness 
of the new course?      

61.4     Research Design 

 As qualitative and quantitative approaches were conducted, the main research 
design in this study is regarded as a mix methods design. As the main aim of this 
study is to investigate students’ readiness in blended learning for ELC, the quantita-
tive approach will provide the breadth in the fi ndings and the qualitative approach 
will provide depth in understanding the phenomenon under scrutiny. In this study 
qualitative design comprise of a 10 % interview session with the students while 
quantitative design includes Descriptive Surveys looking at the average score of 
students’ readiness and Correlation Coeffi cient which looks at the relationship 
between students’ readiness and students’ enjoyment going to ELC classes.  
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61.5     Sample 

 The total number of UiTM, Shah Alam students is approximately 47,000 which 
comprise of various faculties and programmes. Sampling in this research however 
involves a population of 289 Diploma students. According to Krejcie and Morgan 
( 1970 ) the appropriate number of respondents from a population of 280 is 160. 
Therefore, as means of reliability, the number of respondents from this study is 156 
students ranging from 19 to 23 years old. These students are Diploma undergradu-
ates from the Faculty of Art Design and the Faculty of Sport Sciences, mostly com-
prised of Malay students or  Bumiputra s (indigenous) from semester one (1) and two 
(2) which were chosen through a purposive sampling technique. Reasons for choos-
ing Art and Design as well as Sport Sciences students is because they consists of the 
of the largest number among all Diploma programmes in UiTM, Shah Alam com-
pared to other minor programmes such as Business Management and Accountancy 
which only had not more than 30 students.  

61.6     Data Collection 

 Two (2) methods were applied in the process of collecting data in this particular 
research; First – distribution of questionnaires and second – interview sessions. For 
the fi rst process, distribution of questionnaires was conducted in UiTM, Shah 
Alam’s main hall, Dewan Agung Tuanku Canselor (DATC). Among 230 students, 
only 156 questionnaires were retrieved and a number of 15 students were willing to 
participate in the interview session. The interview session was also conducted in 
DATC which was done right after all the questionnaires were obtained.  

61.7     Instrumentation 

 In this research, the main instrumentation used is through questionnaires based on a 
research of Hung et al. ( 2010 ) who conducted a study in investigating the most reli-
able and valid system that measures student readiness in the blended learning con-
text called The Online Learning Readiness Scale (OLRS). In addressing terms of 
reliability and validity, the researchers used a confi rmatory factor analysis (CFA) to 
evaluate the hypothetical model of the study which resulted into categorization of 
fi ve dimensions including; self-directed learning (0.871), motivation for learning 
(0.843), computer/Internet self-effi cacy (0.736), learner control (0.727), and online 
communication self-effi cacy (0.867). As the OLRS measurement model of student 
readiness composites a reliability of more than 0.7, the model is considered as an 
acceptable value for reliable construct (Fornell and Lacker 1981). 
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 The questionnaire was divided into four sections including; Part A, Part B, Part 
C, and Part D. Part A requires the respondents’ demographic data; Part B includes 
three subjective questions where participants are able to explain certain reasons to 
their answers; Part C includes a number of 36, 5-point Likert Scale ranging from 1 
(strongly disagree) to 5 (strongly agrees) on their readiness of a blended learning 
environment in ELC; and Part D provides a list of six options for participants to tick 
on their opinion that leads to a successful blended learning environment. 
Furthermore, 10 % of the respondents were randomly chosen to be interviewed.  

61.8     Data Analysis 

 Data in the study is analyzed using inferential statistics which allow researchers to 
make inferences from the sample. The main statistical tool that is used in the study 
is descriptive analysis which is conducted to investigate the average score of stu-
dents’ readiness. Besides that, the study also uses a correlation technique. 

 Moreover, data from the interview sessions were tapped, transcribed and catego-
rized into two categorize which are; students who preferred blended learning in an 
English class; and students who preferred face to face learning in an English class.  

61.9     Findings & Discussion 

61.9.1     Are Diploma Students of UiTM Shah Alam Ready 
in This Newly-Designed Blended Learning Course? 

 From the table below, the mean score for Students Readiness is 3.9144. According 
to the designer of the OLRS model, a mean score that ranges from 3.60 to 4.37 
indicates that students exhibit above-medium levels of readiness (Hung et al.  2010 ). 
As the mean score for Art and Design as well as Sport Sciences Diploma students 
in UiTM, Shah Alam ranges from 3.60 to 4.37, it can be concluded that these par-
ticular students exhibit above-medium levels of readiness in the ELC course. 

 The average score of student readiness is 3.9722 indicating that Diploma stu-
dents of Art and Design as well as Sport Sciences of UiTM, Shah Alam exhibit 
above-medium levels of readiness in ELC which is believed to be related with stu-
dents’ good computer skill knowledge as well as feeling of comfort in using 
 technology and browsing the internet. This conclusion is also derived from the 
interview session which showed that all of the students did not mention anything on 
the diffi culties of using computers or soft-ware during ELC classes but was more to 
diffi culties in completion of tasks. Therefore, this research supports the view from 
Purcell et al. ( 2013 ) which claims that students nowadays should be introduced 
with more combination of online learning and traditional classes because they are 
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familiar with technology since they were born. Findings from Purcell et al. ( 2013 ) 
shows that 67 % of students from the United States are comfortable using technol-
ogy and the 85 % of them use it daily (Table  61.1 ).

61.9.2        How Do Students’ Enjoyment Going to ELC Classes 
Correlate with Their Readiness of the New Course? 

 Data shows that there is a weak negative correlation between enjoyment of going to 
ELC classes with students readiness in the course (r = −.165, p-value = .040) which 
implies that students who enjoyed going to ELC classes reported lower student 
readiness of the new course (Table  61.2 ).

   The study fi nds out an interesting discovery that although there was a high per-
centage of students who believed that technology would increase motivation, data 
shows that there is a weak negative correlation between enjoyment of going to ELC 
classes with students readiness in the course (r = −.165, p-value = .040). This simply 
means that students who enjoyed going to ELC classes reported lower student readi-

  Table 61.1    Student 
readiness average  

 Average 
score 

 Mean  3.9144 
 Median  3.9722 
 Std. Deviation  .52343 
 Skewness  −.229 
 Total  156 

   Table 61.2    Correlations between readiness and enjoyment in ELC classes   

 Do you enjoy going 
to ELC classes? 

 Student readiness 
average score 

 Pearson correlation  Do you enjoy going 
to ELC classes? 

 1  −.165 *  

 Student readiness 
average score 

 −.165 a   1 

 Sig. (2 tailed)  Do you enjoy going 
to ELC classes? 

 .040 

 Student readiness 
average score 

 0.40 

 N  Do you enjoy going 
to ELC classes? 

 156  156 

 Student readiness 
average score 

 156  156 

  *Correlation is signifi cant at the 0.05 level (2-tailed)  
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ness of the new course ( M  = 3.9722). This fi nding however is seemed to be unparal-
lel with the theory that the more students enjoy a blended learning environment, the 
more they are expected to be ready. 

 Fortunately, this circumstance can be explained through the 10 % sample of stu-
dents who interviewed in the study. When asked about the students’ experiences 
completing the online assignments in ELC, fi ndings show that a majority of the 
students from this group did feel nervous or unconfi dent for several reasons. 

 Although all of the students from this group agreed that blended learning is pref-
erable for an English class, one particular student mentioned that the reason she felt 
unconfi dent in doing the online assignments was her concern that it may affect her 
CGPA while another student clearly explained that the nervousness comes only 
when the task was thought to be too challenging and nothing to do with the other 
daily activities. This can be understood that the factor which made students enjoy 
going to ELC classes was primarily for other reasons that did not relate with online 
tasks. 

 Findings from the interview also discovered that students who liked going to 
ELC classes had higher expectations of themselves and that the challenge in online 
tasks made them worried and sometimes unconfi dent if they were not able to meet 
these expectations. The study therefore concludes that there is a high probability 
that the ELC online assignments might be too diffi cult for the Diploma students’ 
level and that it should be re-examined to avoid from future complications of the 
new blended learning design. 

 This situation clearly highlights Marsh’s ( 2012 ) research who stated that because 
pushing up motivation is also perceived as a great challenge in language learning, it 
is essential to have the right level of motivation in a language class because if an 
instructor gives a task which is too easy, it is unlikely for the students to improve 
while if they tasks given are too diffi cult, this might cause students to give up easily 
and furthermore if students are given tasks that do not interest them, this would fail 
to motivate the students at all.   

61.10     Implications 

 The results of the study reveal that students’ readiness of certain blended learning 
environments can be closely connected with their relationships with the instructors. 
Therefore, the study suggests that teachers, lecturers or instructors of a blended 
learning class must not only focus on the tasks given to students but must also look 
into aspects of the learners itself, for example; things or subjects that interests the 
learners; things that can motivate them; subjects that are closely connected with 
them or life experiences that they can share with their friends. 

 This way, as students develop the knowledge of managing to become more orga-
nized in a blended learning environment they also become more interested in par-
ticipating in class. Practicing these activities in a blended learning class before 
giving the students their main tasks is believed to be able to reduce anxiety as well 
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as encouraging students to develop a close relationship with their instructors. At the 
same time, these friendly activities also allow lectures to get to know more of the 
students’ strengths and weakness in a blended learning English language profi -
ciency course. 

 Apart from that, the study also reveals the importance of a lecturers’ role in 
inculcating constant motivation among students. According to Lai ( 2011 ) in this 
technological era, extrinsic motivation is considered as a vital element in increasing 
motivation in a classroom which is governed by reinforcement contingencies where 
it involves constellation of closely related beliefs, perceptions, values, interests and 
actions. The study suggests that as instructors, it is signifi cant that reminders of 
positive words should constantly be articulated to the students so that they are 
always in a positive mind and attitude, especially in a blended learning environment 
where students need to step out of their comfort zone.  

61.11     Future Recommendations 

 It is vital that further research should be done to investigate effective teaching 
instructions in a blended learning environment which can lessen student’s anxiety as 
well as an intensive investigation in improving tasks distribution in the online ELC 
courses which should also focus to lessen anxiety among students. Based on this 
study, it is believed that tasks which are too diffi cult could lead to anxiety in a 
blended learning environment and that ineffective teaching instructions could cause 
to lack of motivation from students. 

 Effective teaching instructions include minor tasks and activities that can be con-
ducted in a blended learning class in order to encourage students to become more 
confi dent. On the other hand, tasks distribution in a blended learning environment 
should focus on aspects which can be too diffi cult for different learners’ prior 
knowledge in technology. Therefore, future research should look into different lev-
els of blended learning tasks for different levels of students.  

61.12     Conclusion 

 The main investigation of this study is to fi nd out whether Diploma students of Art 
and Design as well as Sport Sciences in UiTM, Shah Alam are ready in learning the 
newly-designed blended learning English language profi ciency course, called 
ELC. The study also investigates whether there are differences among different gen-
der, courses and semesters as well as seeking out on the relationship between stu-
dents’ enjoyment going to ELC classes with their readiness of the new course and 
the relationship between students’ perception of technology as tool for increasing 
motivation in learning with their enjoyment going to ELC classes. 
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 Based on evidence from the fi ndings, it can be concluded that Diploma students 
form semester one and two, Art and Design programmes as well as Sport Sciences 
programmes’ attitude and readiness of this particular newly-designed blended 
learning English language profi ciency course is mainly affected by the students’ 
attitudes and belief of instruction in the course with less impinge on the design, 
technological tools, content, management or infrastructure of ELC. This discovery 
can be connected with other empirical research fi ndings that the effectiveness of a 
blended learning environment is attached closely with students’ behaviour which 
can be predicted through students’ readiness of learning (Huey et al.  2007 ). That is 
why according to Brophy ( 2010 ) in blended learning, students’ motivation is 
strongly believed to be related to intrinsic motivation which is connected with stu-
dents’ thoughts, beliefs, goals and situated dynamic relationships between students 
and the environment. 

 In this case, intrinsic motivation was found to be largely due to students’ rela-
tionship with the instructors as supported from evidence from statistical analysis as 
well as interview sessions. It seems that the main reason students liked going to 
ELC classes was because of their fondness of the instructors’ teaching style as well 
as the instructors’ attitudes towards the students. Readiness in the ELC course was 
also linked to students’ goal to do the best in class so that they would impress the 
lecturer and so that they would achieve good grades in their CGPA. When it comes 
to diffi culties in completing the tasks in ELC, students seem to become more confi -
dent and comfortable only with the guidance and support of their lecturers, regard-
less if they are taking Listening Skills in semester one or Reading Skills in semester 
two. Without motivation from the lecturers, students become nervous, embarrassed 
and de-motivated in going through the learning process.     
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    Chapter 62   
 Can Technology Make a Difference for Shy 
Undergraduates?       

       Zuraidah     Ali    

    Abstract     With so much effort to understand Generation Y and the current trend in 
today’s education scenario, this paper posits that technology shall continue to be 
necessary in developing the minds, abilities and confi dence among our students, 
particularly the undergraduate cohort taking Public Speaking course. For this pur-
pose, a survey research was conducted with a group of undergraduates pursuing 
Foundation Studies in Information Technology at Universiti Tenaga Nasional 
(UNITEN). Included in the survey were a package of self-designed questionnaire 
on English as a Second Language (ESL) academic blogging, self-report on person-
ality description, and an established scale to measure public speaking anxiety, 
PRPSA. Results indicate a signifi cant difference among the PRPSA groups with 
attitude toward academic blogging. Further, there was a signifi cant difference 
between self-reported shyness and the academic blogging pattern. The study con-
cludes that academic blogging technology as a tool in ESL teaching practice could 
help undergraduates overcome shyness in expressing their opinions and communi-
cating with the rest of the world.  

  Keywords     ESL   •   Public speaking   •   Technology in ESL   •   Shyness   •   University 
education  

62.1         Introduction 

 Transfusion of technology in tertiary classrooms is apt and quintessential consider-
ing the challenging curriculum expectations as well as the characteristics of the 
current undergraduate audience. The use of technology can benefi t both teachers 
and learners in myriad ways, particularly for English as a Second Language 
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(henceforth ESL). In other words, technology has created a new trend in our educa-
tion climate surpassing all levels of education. 

 This study was conducted in Malaysia, a developing country in the Southeast 
Asia region. It is fast developing and owes its numerous accomplishments to the 
incorporation of technology. At present, Malaysia is serious in developing a consis-
tent pattern of incorporating technology in education. As manifested in its past and 
existing strategic plans, the country has invested on E-learning (6th Malaysian 
Plan), smart school projects (7th Malaysian Plan) as well as ICT Education Hub 
(9th Malaysian Plan). Besides ICT implementation plans at school level, there have 
been interesting and promising research works with regard to the use of technology 
among undergraduates as well as its applications in the university courses (Nair and 
Paramasivam  2004 ; Ros et al.  2009 ; Zakaria et al.  2010 ; Kanniah and Krish  2010 ). 

 This study will focus the discussion on the use of technology for tertiary educa-
tion, with particular interest on utilizing technology as a tool for ESL class via the 
ESL Blogosphere. It will confi gure the possibility of using technology to address 
shyness syndrome in ESL classrooms, a common daunting phenomenon in the 
national setting.  

62.2     Literature Review 

 Understanding how learners behave in ESL classrooms is signifi cant to promote a 
more conducive and active learning climate. Studies based in the Malaysian setting 
have reported several common reasons attributed to learners’ lack of participation 
and reticence. Some relate closely to the socio-cultural perspective like respect for 
the elderly and maxim of modesty (Raja Nor Safi nas  2009 ). Other reasons include 
affective and emotional domains i.e. lack of confi dence, feeling of insecurity, and 
shyness (Bahiyah  1992 ; Raja Nor Safi nas  2009 ; Zuraidah  2011 ,  2014 ). Habibah 
et al. ( 2005 ) reported that students with low profi ciency in English tend to develop 
anxiety and confront speaking situations with shyness and much discomfort. 

 Indeed, ESL learners manifest an array of behaviours that require attention and 
further research. Amidst this tapestry, this paper will focus on one common problem 
in ESL classrooms particularly among Malaysian ESL learners: shyness. 

 In this era of technology, can ESL practitioners win this battle against shyness 
syndrome? Until today, the use of ICT in ESL has been widespread and convincing. 
Davies ( 2007 ) reported three broad benefi ts of incorporating ICT in English 
 classrooms. This includes cognitive gain where the use of software enhances learn-
ers’ visualisation process, motivational gain as well as interactional gain. Kanniah 
and Krish ( 2010 ) demonstrated that the use of weblog as a form of ICT in education 
promotes information-sharing and encourages active participation in the virtual 
mode. 

 Zakaria et al. ( 2010 ) conducted a survey research at University Teknikal Malaysia 
Melaka to elicit undergraduate feedback and perception on the use of Web2.0 for 
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learning. They reported that the undergraduates are reasonably well-exposed to 
Web2.0 applications and feel comfortable using them for learning purposes. 

 Further, Minges and Grey produced a report on ICT in Malaysia in 2002. It was 
one of a series of case studies examining internet use and applications in South East 
Asia. They have noted that since 1990, all primary and secondary school teachers 
have been obliged to ‘take basic informatics courses in teachers’ college and the 
Ministry of Education (MOE) also offers intensive IT courses’. The Ministry of 
education has formulated three main policies for ICT education: (1) ICT for all 
students; (2) ICT as a teaching and learning tool; (3) ICT to increase productivity, 
effi ciency and effectiveness of the management system. The government policy and 
the wide applications of ICT at schools prepare students for the ICT challenge at 
pre-university and university levels of education. In other words, with the current 
trend of ICT in education in Malaysia, university courses should be able to effec-
tively use ICT as a teaching and learning tool. 

 This paper positions its concerns within the ICT supportive learning environ-
ment. It investigates how ICT via ESL Blogosphere could contribute to solving a 
perplexing phenomenon in the Malaysian ESL classroom setting: the shyness syn-
drome. ‘Shyness’ refers to nervousness, anxiety and some even relate it to commu-
nication apprehension. 

 In this study, ‘shyness’ is discussed within the context of public speaking; hence; 
it is a trait that is seen as manifestation of public speaking nervousness and public 
speaking anxiety. Is this common? Defi nitely, and this is supported by McCroskey 
( 1998 ), “If public speaking makes you nervous, then you are not alone. As many as 
75 % of college students have reported having anxiety about public speaking”.  

62.3     Materials and Methods 

 The study employed the survey research methodology. A total of 39 students from 
two English classes at UNITEN were invited to give their response to the structured 
questionnaire. 

62.3.1     Respondents 

 This study was conducted among a cohort of 39 Foundation students in Information 
Technology taking Public Speaking course with the author. The course is compul-
sory to all Foundation students at the university. It is designed to suit the needs of 
learners with little or no background in Public Speaking and develop the potential 
of public speaking talent among those with some experience in competitions. The 
age of the participants is 17–19. Participation was strictly voluntary. The volunteers 
were informed that the results of their survey would remain anonymous, not affect-
ing their academic results in any way. Considering the nature of the research, the 
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respondents agreed to refl ect on their engagement with the ESL Blogosphere, an 
academic blog which is introduced by the author as a teaching and learning techno-
logical intervention. In other words, the respondents are familiar with the concept 
of academic blogging via   http://speakup-avenue.blogspot.com    .  

62.3.2     Measures 

 Three self-report measures were administered to all respondents. They are (1) 
demographic and shyness profi le (2) academic blog questionnaire (3) Personal 
Report of Public Speaking Anxiety (PRPSA) which focuses strictly on public 
speaking anxiety (McCroskey  1970 ). The demographic and shyness profi le was 
most importantly used to elicit self-report on shyness. The academic blog question-
naire (reliability test at α = 0.784) is self-designed to evaluate the use of academic 
blogs in ESL classrooms. It has a total of 21 items. There are 10 items for part A and 
11 items for part B. The PRPSA is highly reliable instrument (α estimates >.90) 
developed by Professor James McCroskey. It has a total of 34 items measuring 
public speaking anxiety. Scores above 131 indicate high anxiety; scores between 98 
and 131 indicate moderate anxiety; and scores below 98 indicate low anxiety.  

62.3.3     Research Questions 

 The study was carried out to answer the following research questions:

    1.    Is there a signifi cant difference between ‘shy’ and ‘not shy’ learners with regard 
to acceptance of academic blogging?   

   2.    Is there a signifi cant difference between the PRPSA groups with their attitude 
toward academic blogging?       

62.4     Results and Discussion 

 Based on the t-test analysis on factor A and B with shy students, only factors grouped 
as A.1 have a signifi cant difference at α = 0.1 (Table  62.1 ) There are three items in 
factor A.1 ( item 1  =  I usually read blogs in English ,  item 5  =  When appropriate ,  I 
write comments on the blogs that I visit ,  item 6  =  I ’ m interested in following blogs 
that promote discussions on topics ,  issues ,  interests ).

   As illustrated in Table  62.2  below, fi ndings show interesting interpretation of 
the undergraduate cohort. 51.28 % (N = 20) of the respondents who claimed to be 
shy reported that they usually read blogs in English. In contrast, only 17.95 % 
(N = 7) of the ‘not shy’ respondents read blogs in English. Hence, if ESL practitioners 
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were targeting for shy learners to accept the incorporation of technology via ESL 
blogosphere, this result is promising and could motivate proliferation of more ESL 
blogs to be used in the classrooms.

   Further, results indicate higher interest and engagement in following blogs that 
promote discussions among the ‘shy’ respondents (53.85 %, N = 21) compared to 
(33.33 %, N = 13). This shows that the group of shy respondents not only read 
English blogs, they manifested readiness for higher-order thinking (HOT) activities 
conducted in English. Discussion-based activities are encouraged in ESL class-
rooms because they promote critical thinking and active learning. In real-life ESL 
classrooms, the ‘shy’ students may not reap as much benefi ts from this activity 
because they are shy. In other words, they ‘are not talking’ (McCroskey and 
Richmond  1982 ). Most interestingly, this study shows that majority (91.3 %) of the 
‘shy’ respondents were very interested in following discussion threads on the blog. 

 Item 5 ( When appropriate ,  I write comments on the blogs that I visit ) explains 
how ESL learners responded to the challenge of speaking their minds. In a class-
room, it may be natural to expect the ‘not shy’ learners to express their opinion in 
front of the class or in small group activities. Zuraidah ( 2005 ) reported high correla-
tion between group communication skills and consensus. Here, learners are willing 
to present and listen to ideas, debate and also argue over issues and individual vs 
group stance. The scenario may be vice versa for shy learners as they are reluctant 
to speak or express their opinion in public. 

 Based on this study, it can be deduced that the ‘shy’ group of learners share the 
desire to speak up like the rest of the class. With the introduction of technology via 
the ESL Blogosphere, now even the ‘shy’ students could express their opinion and 
speak their minds. More ‘shy’ respondents (58.97 %, N = 22) leave comments on the 
blogs they visited compared to the ‘not shy’ (30.77 %, N = 13). 

   Table 62.1    T-test of factors A and B for shy students   

 Sum of squares  df 
 Mean 
square  F  Sig. 

 Factor_A.1  Between groups  2.229  1  2.229  4.299  0.046** 
 *Shy  Within groups  17.632  34  .519 

 Total  19.861  35 

  *Signifi cant at the α = 0.01 
 **Signifi cant at the α = 0.05  

   Table 62.2    Crosstabs between  shy students with factor A.1 (items A5, A6 and A1)    

 Factor vs shy not shy 

 Item 5  Item 6  Item 1 

 Not shy  Shy  Not shy  Shy  Not shy  Shy 

 Strongly agree  9  8  6  11  3  10 
 Agree  4  14  7  10  4  10 
 Not sure  1  1  2  2  2  1 
 Disagree  1  0  0  0  5  0 
 Strongly disagree  1  0  1  0  1  0 
 Total   16    23    16    23    15    21  
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 Table  62.3  shows the ANOVA analysis on factor A and B with PRPSA levels 
illustrating that only factor A.4 ( academic blogging ) with two items (item 3:  I read 
blogs that are designed to make me think and refl ect on matters ) and item 4:  I think 
blogging is a good writing practice ) has a signifi cant difference at α = 0.01 
(Table  62.3 ).

   Post Hoc analysis (Table  62.4 ) shows a signifi cant difference regarding percep-
tion toward academic blogging among respondents from the three groups of Low, 
Moderate and High PRPSA.

   According to McCroskey ( 1970 ), the PRPSA is an excellent measure for a 
research which investigates public speaking anxiety. It distinguishes between three 
levels of anxiety which may provide deeper understanding into learners’ perception, 
attitude and behaviour with regard to public speaking. There are three levels for the 
PRPSA measure namely high, moderate and low. Based on the research fi ndings, 
majority of the respondents (79.49 %, N = 31) were categorized as moderate, 
15.38 % (N = 6) were categorized as low, and only 5.13 % (N = 2) were high in pub-
lic speaking anxiety. Indeed, this is a normal population with highest concentration 
on moderate PRPSA level. 

 Table  62.5  below illustrates fi ndings that depict interesting results regarding the 
respondents’ feedback on academic blogging in ESL classrooms. 56.41 % (N = 22) 
reported that they read blogs that are designed to make them think and refl ect on 
matters. This concentration comes largely from the moderate group which makes 
the majority. This result also answers doubts and scepticism on the practicality and 

    Table 62.3    ANOVA of factors A and B with PRPSA levels   

 Sum of squares  df 
 Mean 
square  F  Sig. 

 Factor_A4  Between groups  8.049  2  4.025  5.828  .006*** 
 Within groups  25.551  37  .691 
 Total  33.600  39 

  ***Signifi cant at the α = 0.01  

   Table 62.4    Post hoc analysis of factors A.4 with PRPSA levels   

 Dependent 
variable  (I) level  (J) level 

 Mean 
difference 
(I–J) 

 Std. 
error  Sig. 

 95 % confi dence 
interval 

 Lower 
bound 

 Upper 
bound 

 Factor_A.4  LSD  Low  Moderate  0.982  0.348  0.008***  0.277  1.686 
 High  −0.357  0.666  0.595  −1.707  0.993 

 Moderate  Low  −0.982  0.348  0.008***  −1.686  −0.277 
 High  −1.339  0.606  0.034**  −2.567  −0.110 

 High  Low  0.357  0.666  0.595  −0.993  1.707 
 Moderate  1.339  0.606  0.034**  0.110  2.567 

  **The mean difference is signifi cant at the α = 0.05 
 ***The mean difference is signifi cant at the α = 0.01  
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possible acceptance of learners’ acceptance of ESL academic blogs. Here, it clearly 
shows that ESL learners favour blogs with contents that invite thinking and discus-
sion, serious and academic.

   Results on item 4 confi rm the respondents’ acceptance of academic blogging as 
a platform for writing practise. 89.74 % (N = 35) agreed that blogging provides good 
writing practice. Earlier research has delved with ESL learners facing problems in 
writing while in transition between secondary school and pre-university where the 
writing culture can be very different (Zuraidah and Melor  2004 ). Indeed, the types 
of writing promoted at the academic blog under study emphasizes on paragraph 
development, development of ideas using the informative and argumentative/ per-
suasive genres, as well as response and refl ective writing.  

62.5     Conclusion 

 ESL classroom shall benefi t tremendously from technology-embedded teaching and 
learning approach. This study proves that with the use of ESL blogosphere, the 
weblog, the ESL practitioner provides an open platform for students to speak their 
minds and participate in discussions in English. As it is commonplace in the 
Malaysian ESL setting, many of our learners may have the ideas and responses but 
they are ‘shy’ to speak up and contribute in face-to-face communication. Given 
some technological innovation as an ESL teaching tool and technique, we shall see 
more speakers sprouting from the ‘shy’ cohort as they practise on the academic blog 
and deal with their ‘shyness syndrome’. 

 To end, I shall present here some quotes regarding this element of educational 
transformation accomplished via the ESL blogosphere   http://www.speakup-avenue.
blogspot.com     as follows:

    S. Thava said : I actually turned into a new leaf. So it was a whole new experience 
to go in front and speak to everyone. It makes me feel like I owned the whole 
class and give my opinion to people. Naturally, I’m a very shy person as I don’t 
talk much. It was actually you, Pn. Zue that gave me a push and helped me in 
doing my public speaking with a high level confi dence. I will never forget the 
days where I had a chance to speak in front. Therefore, thank you so much Pn. 

   Table 62.5    Crosstabs between PRPSA levels  with academic blogging (factor A.4: items 3 and 4)    

 Factors vs. PSPSA levels 

 Item 3  Item 4 

 Low  Moderate  High  Low  Moderate  High 

 Strongly agree  1  12  0  3  28  2 
 Agree  1  8  0  1  3  0 
 Not sure  0  5  0  0  0  0 
 Disagree  2  4  0  1  0  0 
 Strongly disagree  2  2  2  1  0  0 
 Total  6  31  2  6  31  2 
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Zue for contributing a lot in my life. You did change me into a new person 
through your motivation and also this blog.  

   Tariq Ziyad said : I strongly agree with the way you approach the class activity by 
making this virtual classroom. Frankly speaking, I have never seen anyone come 
closer in making this blogsphere. As a student, I think this is the best way for us 
to share our thoughts, opinion because not everyone has the courage to speak in 
front of the class. Sometimes they have the idea, but they’re scared to talk about. 
So what they can do is, by sharing in this blog. You always emphasis on this, 
fl uency of thoughts is important in every speech. Well in order to really grab that 
skill, you must do some practise am I right?  

   Dhineshkaran said : It’s totally awesome having this type of method of teaching. 
It shows how they share their knowledge and idea among students. It is also a 
place where all the students can meet at one place and have their discussion sort 
of revision on the way of giving contribution of what have they learned. Seriously 
before this I am quite shy of giving speech or talk in front of students and after 
this 3rd semester I ensure that I have got to know the way and how to avoid 
nervousness.        
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    Chapter 63   
 “A” Maths Potential Program: A Case Study 
of Mathematical Learning Using Technology- 
Based Approach       

       Anisah     Abdul Rahman     ,     Norhayati     Baharun     ,     Jufi za     A. Wahab     ,     Roslah     Arsad     , 
and     Wan     Noor     Hayatie     Wan Abdul Aziz    

    Abstract     Since the past two decades, it is evident that technological tools in 
 assisting T&L practices has growth rapidly particularly in Malaysia higher educa-
tion sector. To date, in the context of teaching mathematics for tertiary level stu-
dents, it plays important role as most students are equipped with latest technology 
gadgets such as smart phones and tablets. Thus, it appears that technology-based 
T&L approach would be of benefi ts especially for students who are lacking of skills 
in mathematics. At the UiTM (Perak) in particular, the past records showed that 
there was an increase in failure rates over time in mathematics subjects. For this 
reason, a case study was conducted which involved 235 students who enrolled in 
Calculus 1 (MAT183). An interactive T&L approach has been implemented, that is, 
both human and technology-based supports (innovative Tablet PC teaching) were 
used as tools for teaching in November 2013 session. It was conducted throughout 
the session and hence, a quantitative method was employed via students’ feedback 
in survey as well as their fi nal examination results. The fi ndings showed that the 
interactive T&L approach was deemed to be useful for students’ learning of math-
ematics (more than 90 %) and the use of Tablet PC as teaching tool was highly 
regarded by students (at least two third). Moreover, there was a decline in failure 
rates particularly on students’ fi nal examination results in November 2013 session 
(failure rates were recorded less than 25 %) compared to the past four semesters 
exam results. Consequently, this indicates that the interactive approach of T&L has 
been successful in helping students’ understanding and learning of mathematics.  

  Keywords     Mathematical learning   •   Students’ outcomes   •   Students’ performances   • 
  Technological tools  
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63.1         Introduction 

 Unlike other subjects, mathematics is characteristically a content-rich and context- 
poor subject frequently perceived as a diffi cult subject by most students who are 
trying to “read” rather than understand the concepts of mathematics. As a result, 
many students rely on rote learning and therefore a number of mathematics students 
who pass the subjects have failed to understand basic concepts. Furthermore, they 
lack of confi dence in their mathematical ability and this often raises students’ nega-
tive beliefs and anxiety and dampers interest in mathematics (Arul et al.  2004 ).

  “People are very happy to say they don’t like math,” said Sian L. Beilock, a University of 
Chicago psychology professor … “No one walks around bragging that they can’t read, but 
it’s perfectly socially acceptable to say you don’t like math”. (Quoted in Sparks  2011 , p. 1) 

   The increasing number of students who dislike mathematics due to a lack of 
mathematical profi ciency has led to fewer students enrolling in mathematics as a 
major subject particularly science and technology fi eld. This is evident in several 
studies (e.g. Crawford and Schmidt  2004 ; Ho  2010 ; Tariq  2008 ; Thomas et al.  2009 ) 
that reveal a crucial stage of declining skills in many disciplines worldwide. This has 
fl agged the need to provide adequate technology-based mathematics support for stu-
dents’ mathematical learning through not only developing their knowledge and skills 
but through empowering them to apply these to relevant or real world problems. This 
is particularly important for teachers of primary and tertiary level students. 

 Likewise, mathematics lecturers from the Faculty of Computer and Mathematical 
Sciences at the UiTM (Perak) have revealed their concerns on the defi cit of mathe-
matical skills in several diploma programs offered by the university. Moreover, the 
past records showed that there was an increase in failure rates over time especially 
in mathematics subjects. For this reason, an interactive T&L approach which 
employs both human and technology-based supports (innovative Tablet PC teach-
ing) has been implemented for all mathematics subjects in November 2013 session. 
In particular, Calculus 1 (MAT183) was selected as a subject in this case study as to 
examine the impact of interactive T&L approach in improving the mathematical 
learning among diploma students at the UiTM (Perak). Thus, this study aimed to 
support students’ learning and improve their mathematical skills, as well as to 
reduce the failure rates in mathematics subjects.  

63.2     Context 

 Table  63.1  had shown the analysis of failure rates in the fi nal examination results for 
the past four semesters in Calculus 1 (MAT183). The failure rates were recorded at 
the lowest 14 % to the highest 30 % and it shows an inconsistency of the students’ 
performances in their fi nal examination on mathematics subject. It has indicated the 
needs for support on students’ learning of mathematics subject at UiTM (Perak). 
Due to this scenario, there was an issue raised on the quality of students’ intakes and 
teaching methods which possibly affects their performances in mathematics subject. 

A. Abdul Rahman et al.



801

With a rapid growth of technology-based teaching and learning practices particularly 
in Malaysia nowadays, this possibly can provide a better way of learning mathematics. 
For this reason, a special project known as “ A ”  Maths Potential Program  has been 
conducted throughout a 14-week November 2013 session for all students who 
enrolled in Calculus 1 (MAT183) subject. Align with the implementation of blended 
learning approach at UiTM (Perak), this program employs both human and technol-
ogy-based supports for teaching and learning mathematics, taking into account the 
following statement made by Baharun and Porter ( 2009 ),

   …there is an issue on the implementation of technology in blended learning relating to how, 
what, why, and when this technology is appropriately and effectively combined with 
face-to- face or classroom learning (p. 41). 

63.3        Method 

 “A” Maths Potential Program is a structured framework which combined both tech-
nology support (Tablet PC as a teaching tool) as shown in Fig.  63.1 . The framework 
of this program is divided into two parts which is formal face-to-face lectures and 
addition of a compulsory Maths Clinics and Practice Test sessions. The Maths 

Subject Semester Total % Fail Subject Semester Total % Fail
MAT037 Apr-12 59 15.25 MAT222 Apr-12 10 20.00

Nov-12 367 5.68 Nov-12 132 3.48
MAT108 Apr-12 192 22.92 May-13 100 26.60
MAT112 Apr-12 393 24.16 Nov-13 115 10.27

Nov-12 361 24.42 MAT233 Apr-12 212 29.63
May-13 125 43.48 Nov-12 392 21.96
Nov-13 144 29.05 May-13 290 21.11

MAT123 Apr-12 10 0.00 Nov-13 201 35.86
Nov-12 85 3.53 MAT249 Apr-12 48 15.48
May-13 21 19.45 MAT253 Apr-12 108 10.97
Nov-13 83 1.20 MAT263 Apr-12 299 10.91

MAT133 Apr-12 79 22.04 Nov-12 122 10.72
Nov-12 196 12.05 May-13 411 8.15
May-13 41 3.81 Nov-13 204 14.42
Nov-13 77 2.60 MAT283 Apr-12 75 23.33

MAT183 Apr-12 401 13.93 Nov-12 110 22.69
Nov-12 324 29.76 May-13 162 17.30
May-13 350 28.06 Nov-13 121 14.13
Nov-13 298 13.75 MAT285 Apr-12 34 23.53

MAT199 Apr-12 39 35.26 Nov-12 133 18.05
MAT210 Apr-12 63 20.63 May-13 83 18.07

Nov-12 75 17.33 MAT300 Apr-12 36 8.33
May-13 34 38.24 Nov-12 7 14.29
Nov-13 101 32.67 May-13 54 12.96

Nov-13 16 6.25

   Table 63.1    Failure rates for the past four semesters of mathematics subjects at UiTM (Perak)       
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Clinic and Practice Test sessions is specifi cally designed for weak students. The 
identifi cation of weak students was based on their performance or grade obtained 
(B- and below) of previous mathematics (pre-requisite) subject enrolled. This group 
of students was identifi ed in the fi rst week of session and they were asked to attend 
(attendance is compulsory) all Maths Clinics and Practice Test sessions which were 
conducted by the lecturers throughout 14-week session.

   An action plan on Calculus 1 (MAT183) was implemented during week 3 until 
week 14 in the November 2013 session. As shown in Fig.  63.2 , a total of three 
Maths Clinics and three Practice Test (i.e. preparatory) sessions were held each 
fortnight alternately. Practice Test sessions were conducted a week before their fi nal 
tests aimed to support and guide the weak students. They were drilled to master the 
concepts and topics to be assessed in their fi nal tests. Meanwhile, Maths Clinics 
sessions were attended by all students enrolled in Calculus 1 (MAT183) which 
included discussions and revisions of diffi cult topics in the subjects. Throughout 
these two sessions, special attention was on students who had failed the subject 
twice in previous semesters.

   The use of Tablet PC for teaching was fully implemented in both formal face-to- 
face lectures and “A” Maths Potential Program. Recorded lectures, discussions, and 
revision of topics were uploaded into the Tablet PC and made accessible to students 
via the e-learning system known as i-Learn. A set of videos was also developed by 
the lecturers to support students’ understanding and revision of diffi cult topics 
 covered in Maths Clinics and Practice Tests sessions (sample of video as shown in 
Fig.  63.3 ).

  Fig. 63.1    A structured framework of the “A” Maths Potential Program       
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   Additionally, a survey entitled  Best Practice T&L  was administered at the end of 
session in week-14 which involved all students enrolled in Calculus 1 (MAT183). 
The  on - paper  survey was distributed to students and it was completed in classes. 
The aims of this survey were to evaluate the effectiveness of the usage of Tablet PC 
for teaching and how well the “A” Maths Potential Program could support students’ 
learning of mathematics at UiTM (Perak). All feedback and responses provided by 
students has been analyzed and reported in the next section of this paper.  

  Fig. 63.2    Calculus 1 (MAT183) action plan in November 2013 session       

  Fig. 63.3    Sample of revision videos uploaded onto the i-Learn system       
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63.4     Results and Discussion 

 The effectiveness of the “A” Potential Math Program was evaluated throughout the 
session via  on - paper  survey as well as the students’ fi nal examination results. Based 
on the demographic data provided through the survey showed that 35 % (n = 81 
students) out of 235 respondents enrolled in Calculus 1 (MAT183). Meanwhile, 96 
% of them (n = 78 students) anticipated to obtain their fi nal examination grades at 
least a B- and none of them expected to fail. This indicates that almost all students 
were confi dent in completing the subject successfully at the end of session. 

63.4.1     Usefulness of Learning Materials 

 A variety of teaching and learning materials which combined both human and 
technology- based supports has been implemented for the students to ensure the 
teaching and learning process is running smoothly as well as its quality particularly 
in Calculus 1 (MAT183) has been optimized. Commenced in November 2013 – 
April 2014 session, an innovative teaching tool via a Tablet PC has been used for all 
mathematics courses in UiTM (Perak). As shown in Fig.  63.4 , the analysis of the 
usefulness of learning materials shows that the majority of students (over two thirds) 
responded: the (1) lectures (using the Tablet PC), (2) handouts/lecture notes, (3) 
examples discussed in lectures, (4) tests conducted in classes, (5) past tests and fi nal 
examination papers, (6) Practice Test sessions (LTP), and (7) Maths Clinics sessions 
(KM) were useful for their learning in that particular subject.

14. KM session

MAT233 MAT183

13. LTP session

12. Past tests and exam papers

11. Revision videos embedded into the i-Learn

10. Announcement posted on the i-Learn site

9. Tests (in-class)

8. Online quizzes (via i-Learn)

7. Examples discussed in lectures

6. Handouts/lecture notes

5. Course forum

4. Recorded lectures (via i-Learn or CD-ROM)

3. i-Learn system

2. Lecture slides

1. Lectures (using the Tablet PC)

0 10 20 30 40 50
Percentages

60 70 80 90 100

  Fig. 63.4    Percentages of usefulness of learning materials provided in Calculus 1 (MAT183)       
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   Interestingly, Practice Tests and Maths Clinics sessions have been positively per-
ceived by the majority of students (at least 90 %) that it helped them in to learn and 
understand more in Calculus 1 (MAT183). This was supported by the response of 
students (50 % out of 76 responses) suggested that both Practice Tests and Maths 
Clinics sessions not possibly meant for weak students only but they also had 
attracted the other students’ interests to get involved. In other words, the slots of 
both sessions have to be increased. Nevertheless, this recommendation must fi rst be 
examined for the purpose of its implementation due to a small number of current 
teaching staff, classrooms availability, and time constraints. The use of Tablet PC as 
a tool for teaching is currently at the early stage of its implementation and for this 
reason most lecturers are still searching and trying the best ways to make use of the 
tool for their teaching in classes as well as the i-Learn system. Accordingly, this 
teaching innovation has to be enhanced and improved in the upcoming semesters, 
including the uses of the i-Learn system such as the online quizzes, course forum, 
recorded lectures, revision videos, and other resources.  

63.4.2     Students’ Competence in Topics 

 The survey also asked the students to state their confi dence (perceptions) in terms of 
their competence in major topics taught in the subject. As shown in Fig.  63.5 , the 
data showed that the majority of students were moderately confi dent they can do in 
all major topics, particularly applications of differentiation (54 %), integration (63 
%), and application of defi nite integral (66 %). In contrast, only a small number 
(about one third) of students responded that they were confi dent in those three 

Application of
definite integral Differentiation

Functions and
limits

80

moderate can do

60

40

20

0

Applications of
differentiationIntegration

  Fig. 63.5    Percentages of students’ competency in major topics in Calculus 1 (MAT183)       
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topics. However, about half of the students were confi dent in two topics, functions 
and limits; possibly due to these topics were taught at the beginning of session. This 
indicates that more attentions and concentrations need to be done particularly in 
providing support to students such as instructional videos, recorded lectures, revi-
sion videos, and Practice Tests/Maths Clinics sessions, specifi cally in three major 
topics mentioned above.

63.4.3        Analysis of Final Examination Results 

 As shown in Table  63.2 , the statistical analysis of independent t-test showed that the 
mean marks of students’ fi nal examination results was signifi cantly increased in 
April 2014 compared to November 2013 session in Calculus 1 (MAT183). In spe-
cifi c, there was an increase of 12.4 marks in Calculus 1 (MAT183) (t 559  = 7.620, 
p < 0.001). Consequently, the failure rate also has signifi cantly dropped to 10.4 % in 
April 2014 as compared to 25.4 % in November 2013 session.

   As shown in Fig.  63.6 , it revealed that the students’ achievement on the highest 
grades (A +, A, and A−) of the fi nal examination in Calculus 1 (MAT183) has sig-
nifi cantly increased in April 2014 session. The percentage increase was recorded at 
24.5 % in April 2014 compared to November 2013 session (z = 6.26, p < 0.001) in 
Calculus 1 (MAT183).

63.4.4        Comparison of the Past Final Examination Results 

 An analysis of the overall fi nal examination results for the past three semesters has 
been done for all mathematics subjects at the UiTM (Perak). As shown in Fig.  63.7 , 
it is clearly show that all mathematics subjects have achieved the  Academic 
Performance Indicator  which recorded the failure rates below 25 % in April 2014 
session.

   Table 63.2    Analysis of students’ fi nal examination results in Calculus 1 (MAT183)   

  Average fi nal marks (100 %)  
  MAT183    MAT233  
 Nov-13  Apr-14  Nov-13  Apr-14 

  n   1   =  339    n   2   =  222    n   1   =  189    n   2   =  293  

 56.22  68.59  54.03  61.12 

 p < 0.001  p < 0.001 
 (t 559  = 7.620)  (t 337.74  = 4.446) 
  % Failures (fi nal marks <50 %)  
  25.4    10.4    29.6    14.3  

 p < 0.001  p < 0.001 
 (z = 4.39)  (z = 4.07) 
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Note:  High Distinction = A+, A, A- Distinction = B+, B, B-
Credit/Pass = C+, C  Fail = C-, D+, D, E, F
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  Fig. 63.6    Analysis of students’ fi nal examination grades in Calculus 1 (MAT183)       

50

April 2014 Nov 2013 May-13

45

40

35

30

P
E

R
C

E
N

T
A

G
E

S
 O

F
 F

A
IL

U
R

E
S

25

20

15

10

5

M
AT03

7

M
AT11

2

M
AT12

3

M
AT13

3

M
AT18

3

M
AT21

0

M
AT22

2

M
AT23

3

M
AT26

3

M
AT28

3

Academic Performance
Indicator (Failure rates
< 25%)

M
AT30

0

M
AT28

5
−5

0

  Fig. 63.7    Overall percentages of failure rates in mathematics subjects at the UiTM (Perak) for the 
past three semesters       

   In summary, the above results indicated that the “A” Maths Potential Program 
has been effectively helped students in learning of mathematics as well as improved 
their performances in the subject.   
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63.5     Concluding Remarks 

 This paper has largely focused on the innovation of teaching and learning practices 
as to improve students’ mathematical learning and reduce the failure rates through 
the implementation of “A” Math Potential Program. This program was conducted 
successfully in assisting the mathematical learning process among students at the 
UiTM (Perak). There are two main components which effectively could improve 
students’ learning in mathematics subject: (1) human support, and (2) technology- 
based support. The Tablet PC was used as a tool for teaching in classes and also to 
develop learning materials to be uploaded onto the i-Learn system. The fi ndings 
presented in this paper are published at the initial stage of the program implementa-
tion (Baharun  2013a ,  b ; Baharun et al.  2014 ), thus it will continues to be aligned 
with recommendations and suggestions provided by the students and lecturers. For 
the future work of this program, there is a need of more teaching videos to be cre-
ated and uploaded onto the i-Learn system so as to support students’ learning and 
understanding particularly during classes.     
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this paper.  
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    Chapter 64   
 TPACK in VAE: A Study on Students’ 
Readiness to Use E-Learning in the Teaching 
and Learning of Visual Art Education       

       Roslaili     Anuar     ,     Wan     Zamani     Wan     Zakaria     ,     Harrinni     Md     Noor     , 
and     Noor     Farhani     Othman    

    Abstract     A study was conducted among the Art and Design Education undergrad-
uates at Faculty of Education, Universiti Teknologi MARA (UiTM) to fi nd out their 
readiness to use e-Learning in Visual Art Education (VAE). This paper discusses the 
use of Technological Pedagogical Content Knowledge (TPACK) to describe stu-
dents’ readiness towards e-Learning through their understanding of technology and 
pedagogical content knowledge. The data were gathered from 27 fi nal year students 
in the Art and Design Education programme. A set of questionnaire was distributed 
to determine the readiness and ability of the undergraduates to adopt the new tech-
nological approach in the teaching and learning of VAE. The questionnaire mea-
sured their technology knowledge (TK), content knowledge (CK) and technological 
pedagogical knowledge (TPK). The overall fi ndings on TK showed that the students 
can learn with technology easily and have technical skills needed to use technology 
in the teaching and learning of VAE. Majority of the students agreed that they have 
suffi cient CK and could think of various ways of using technology to develop under-
standing of VAE. Based on students’ TPK, the results showed a signifi cant fi nding 
towards their ability to adapt technology in the teaching and learning activities. The 
fi ndings in this study clearly revealed that TPACK is a good platform to measure 
students’ readiness towards using technology in the teaching and learning of 
VAE. As a conclusion, the fi ndings showed that the undergraduates were ready to 
use technology in their teaching and learning purposes.  
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  Keywords     Attitudes   •   E-learning   •   Technology readiness   •   Visual art education  

64.1         Introduction 

 Educational technology use has been spreading rapidly in the world including in 
Malaysia. It has been surrounding and infl uencing us day by day and it is impossible 
to imagine the world today without the penetration of technology. The implementa-
tion of technology in education is not new but it has been implemented since the 
early 1960s in the US and Europe. Malaysia has been developing and implementing 
the technology in education since and it is continuously developing. Jamaludin 
( 2005 ) observed that the paradigm shift in the community has changed the educa-
tional system in our country. The far reaching change in technology development 
has infl uenced the educational system as the Malaysia government has formed the 
 Wawasan 2020  (Vision 2020) to transform Malaysia into a fully developed and 
industrial country by the year 2020. 

 The infusion of technology in education is proven to be effective in educating and 
guiding the students who have different learning style and background. As men-
tioned by Harun and Tasir ( 2003 ), multimedia can become an effective and positive 
communication medium due to its ability to simultaneously combine various colours 
and styles of text, audio, video and animation featured on the screen. The impor-
tance of technology has not only infl uenced the school but the higher institution has 
shown rapid progress in implementing the technology in the teaching and learning 
process as it serves as an option for the educators to facilitate student learning. 

 The vast development of the Internet and multimedia has made e-learning as a 
renowned medium in the higher institution as it contributes to a new and improved 
way of teaching. In Malaysia, the number of the higher institutions using e-learning 
as a support tool in teaching is increasing tremendously and among them is Universiti 
Teknologi MARA (UiTM). 

 The Universiti Teknologi MARA (UiTM) is one of the higher institutions in 
Malaysia that encourages the students including the lecturers to adopt the new style 
of teaching. UiTM has initiated the e-learning since 2004 with the establishment of 
i-Learn Centre as the primary platform to promote e-learning as UiTM is currently 
enhancing e-learning in the campus to ensure the teaching and learning process will 
be delivered effectively and effi ciently among the students to encourage a student 
centred learning environment. With the e-learning implementation, the students are 
able to access and retrieve the notes supplied by the lecturers on-line anytime and 
anywhere. This will provide ample time for the students to study and at the same 
time they are able to create their own style of learning. Even though the technology 
implementation is meant to facilitate the students’ learning process, education 
through technology serves as an alternative to increase the students’ cognitive and 
psychomotor development, and affective learning experience. 

 This study is a preliminary study regarding e-learning readiness among the Art 
and Design Education students, namely: (a) Do the students have the necessary 
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knowledge and skills to adopt the new way of accessing the information and the new 
style of learning? (b) To what extent have students of the VAE program used com-
puters and related technology? (c) Do students enjoy using the technology? The 
e-learning readiness enables the students to create comprehensive learning strate-
gies in utilizing e-learning tools to enhance their knowledge and successful imple-
mentation of IT skills. 

 Thus, a framework is needed to assist the students in understanding the technology 
further to ensure the success of e-learning readiness. Therefore, this study is done to 
identify the TPACK model as a strategy for an effective learning process for the Art 
and Design Education students to include the e-learning as the main medium in their 
teaching and learning process in future. The teaching and learning of the VAE subject 
via e-learning with the development and understanding of the TPACK would provide 
a meaningful process as the technology is combined with the multimedia elements to 
ensure better understanding of technology among the students. The students need the 
TPACK as an opportunity for them to develop and understand the technology to 
enable them to plan, organize, evaluate and manipulate the integration of e-learning 
in their teaching and learning process and it is hoped that the students are ready to 
adopt the new style of teaching without negligence. Supported by Mercado ( 2008 ), 
regardless of the degree of adoption, a successful e-learning endeavour must always 
involve a systematic process of planning, designing, developing, evaluating and 
implementing an e-learning environment where learning and teaching is actively fos-
tered and supported. This can only happen when the e- learning environment is mean-
ingful to all the stakeholders including the learners, teachers, support staff and the 
institution. Therefore, the e-learning implementation is useless unless the understand-
ing of the technology is highlighted among the students by the institution to ensure 
that the technology of e-learning is successfully adopted by the students.  

64.2     Statement of Problem 

 This study is to determine the student’s readiness to employ the e-learning in the 
teaching and learning in UiTM. The Art and Design Education programme offers 
the major in arts and minor in technology for the students. In order to compete with 
the twenty-fi rst century style of learning, the technology infusion is necessary to 
enable the students to become competent and well prepared for the future career. 
More precisely, it is argued that e-learning when combined with appropriate instruc-
tional strategies can promote participation in the knowledge economy, including 
life-long learning and information literacy and management skills (Souleles  2011 ). 

 The method of learning by using electronic medium is certainly an option in the 
twenty-fi rst century. UiTM is one of the higher education institutions which pro-
mote e-learning as a medium of learning. Recognising the vital role of technology 
in education and professional practice, MARA University of Technology (UiTM) 
has long been encouraging fl exibility in teaching and learning modes through the 
initiatives of its Institute for Educational Development (Abdul Nasir et al.  2011 ). 
The e-learning is implemented to promote student-centred learning. By using 
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e-learning, students will have easy access to the on-line notes provided by lecturers 
or to update the information from lecturers. As stated by Rosli et al. ( 2012 ), the 
e-learning portal provides a space or place for students to make searches across a 
multitude of electronic resources which include electronic books and many other 
useful links. In addition, students can make use of the forums, chat, resources, 
update profi le and so on. E-learning also helps them to communicate faster and 
consistent, new and updated content anytime and anywhere. 

 E-learning applications in UiTM are still in early stage and the concept of 
e-learning method is considered as a challenge to the students to adopt the technol-
ogy. Despite this, there are students who are unable to compete with the advantages 
of e-learning in the teaching and learning procedure because they do not consider 
e-learning method is important. Another factor contributed to this feeling is due to 
the weakness associated with diffi culty in accessing technology, the quality of infor-
mation changes rapidly and it requires time along with technology skills. Thus, this 
study is to examine the capacity and level of readiness to adopt the electronic learn-
ing method among students in Art and Design Education Program in the Faculty of 
Education, UiTM, Shah Alam.  

64.3     Literature Review 

 In the e-learning development, students can learn anything without boundaries 
whether from work or from their own place as e-learning gives the students oppor-
tunity for self-directed study. In the era of globalisation, the development of elec-
tronic communication and the Internet has removed the barriers of place, time and 
space (Rosli et al.  2012 ). 

 The Art and Design Education Program in UiTM has been implementing the 
technology or the new media in the minor component from the program. This is to 
ensure that the graduates who will be teaching the VAE subject in secondary schools 
from the program have the added value where they will not only be able to teach 
excellently but also able to conduct the technology effi ciently. For a sustainable 
educational transaction in the electronic medium and cyberspace, higher education 
institutions need to establish an e-learning infrastructure that requires the develop-
ment of a virtual learning environment (Rosli et al.  2012 ). As mentioned in the 
 Sukatan Pelajaran Kurikulum Bersepadu Sekolah Menengah  (2002), the technol-
ogy implementation has been clearly justifi ed in the third objective of the VAE 
subject in the Form Four and Form Five module as part of the teaching technique to 
ensure teaching effectiveness in the subject. 

 Therefore, the demand of the technology implementation is clearly stated and it 
is essential for the students to be profi cient in handling the technology. The 
e- learning provides an opportunity for the students to optimize their self-learning 
interactively and this would allow the students to generate creative and critical 
thinking and support their lifelong learning. The technology creates a new approach 
to deliver the curriculum in a new way and that contribute to a different style of 
learning as compared to the traditional approach. 
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 Before implementing the e-learning, the university will have to be able to serve 
the students with the technology device that is accessible whenever they are around 
the university. As stated by Kaur and Abas ( 2004 ), e-learning readiness helps an 
organization to design e-learning strategies comprehensively and to implement its 
ICT goals effectively. 

64.3.1     E-Learning Readiness 

 Kaur and Abas ( 2004 ), further stated that signifi cant to learners’ involvement in 
e-learning is the notion of e-readiness, that is, their ability to make use of e-learning 
resources and multimedia technologies to improve the quality of learning. As elabo-
rated by Mishra and Koehler ( 2008a ), new technologies are changing how subject 
matter is conceptualized and taught, and redefi ning teachers’ roles in the classroom. 
The e-learning readiness is crucial in shaping and developing the students’ learning 
style as this will allow them to be prepared physically and mentally to perform their 
teaching tasks in future. 

64.3.1.1     Technology Readiness 

 In order to achieve the high standard of the e-learning implementation, the institution 
has to provide good facilities to perform the learning and teaching via e- learning. The 
e-learning style is fully depending on the computer and the Internet. Therefore, the 
software and the hardware including unlimited Internet access have to be provided for 
the students to ensure e-learning is achieved. Logan et al. ( 2007 ) noted that adoption 
of e-learning will be delayed where available technologies fail to match a subject’s 
core aims, media and outputs. This will include reliable development and manage-
ment of the infrastructure such as the server and the system provided is in order.  

64.3.1.2     Technological Skills 

 To venture and to develop the e-learning adoption, the students are required to gain 
the skills of handling the technology to ensure the success of the e-learning imple-
mentation. Even though the institution has been providing all the facilities, e- learning 
adoption effectiveness depends on the students’ skills and readiness in using the 
technology as this will prevent the facilities from being treated as an accessory in 
the computer laboratory. According to Shidki and Yussof ( 2008 ), an individual has 
to gain the basic knowledge regarding the ICT before integrating the technology in 
the teaching and learning process. This is to ensure the information is delivered 
effectively and systematically. A mixture of experience and the ability to adapt the 
required knowledge and skills to an e-learning environment are a good starting point 
and these can be learnt in a number of ways but will require practice to develop 
profi ciency in the skill.  
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64.3.1.3     Content Readiness 

 The e-learning adoption depends on the content readiness which relates to the factor 
considered as the students’ ability in interpreting the subject matter whether it is to 
be learnt or taught and goals of the instruction implemented.  

64.3.1.4     Students’ Attitude 

 The implementation of e-learning depends on the students’ attitude in adopting the 
technology. To ensure fulfi lment of e-learning implementation objectives, the insti-
tution has to consider student readiness. Yuan ( 2004 ), also pointed out that students’ 
attitude toward the computer was an important infl uencing factor in the application 
of technology in various instructional settings. To ensure the students’ readiness for 
e-learning, ample time needs to be provided to them to study and discuss the 
e-learning adoption initiative.   

64.3.2     TPACK Framework 

 In this study, the e-learning readiness is measured with the technological, pedagogi-
cal and content knowledge (TPACK) as this framework is suitable to measure the 
students’ readiness to adopt the technology in their learning process. This frame-
work also fi ts into the school environment as it is built for teachers’ understanding 
during teaching with technology in school. TPACK is a framework to understand 
and describe the kind of knowledge needed by a teacher for effective technology 
integration (Mishra and Koehler 2006). This framework consists of teacher’s knowl-
edge about technology, pedagogy as well as the content for thorough understanding 
and it is implemented in the study conducted among the VAE students. Figure  64.1  
shows how the TPACK framework will support the knowledge and the technology 
skills among the students.

   The TPACK framework will connect the content which refers to the VAE sub-
ject, pedagogy as relates to the teaching and learning of the students and technology 
of e-learning. This would bring to the knowledge of the students in planning and 
organizing the integration of technology in their learning process as well as  attending 
to the student needs. Mishra and Koehler ( 2008a ,  b ), has acknowledge the TPACK 
to seven main components as the guidelines:

•    Content knowledge (CK) – knowledge about the actual subject matter that is to 
be learnt and taught.  

•   Pedagogical knowledge (PK)- deep knowledge about the processes and practices 
or methods of teaching and learning encompasses.  

•   Pedagogical content knowledge (PCK) – core business of teaching, learning, cur-
riculum, assessment, and reporting such as the conditions that promote learning.  

R. Anuar et al.



817

•   Technology knowledge (TK) – always in a state of fl ux – more so than the other 
two ‘core’ knowledge domains in the TPACK framework.  

•   Technological content knowledge (TCK) – development of new technologies 
that afford the representation and manipulation of data in new fruitful ways.  

•   Technological pedagogical knowledge (TPK) – understanding of how teaching 
and learning changes when particular technologies are used.  

•   Technological pedagogical content knowledge (TPCK) – an understanding that 
emerges from an interaction of content, pedagogy and technology knowledge.      

64.4     Methodology 

64.4.1     Research Design 

 To gather the data for this study, a questionnaire was employed based on the TPACK 
framework to measure the technological knowledge, pedagogical knowledge and 
content knowledge. All the private information about the participants remains con-
fi dential. The participants were selected based on their background of studies and 
their knowledge in the VAE subject as well as their technology knowledge and 
skills.  

  Fig. 64.1    The TPCK framework (Mishra and Koehler 2006)       
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64.4.2     Population and Sample 

 This study is focusing on the students of the Art and Design Education Program in 
the Faculty of Education, UiTM, Shah Alam. The student population is a group of 
fi nal year students who will be teaching the VAE subject when they graduated. The 
students are aged 23 and above and at this level they are able to answer the questions 
with their own judgement as well as giving their opinions freely.  

64.4.3     Instrumentation 

 A questionnaire was implemented in this study to gather the data. It is divided into 
four sections of A, B, C and D. The A section relates to the participants general 
interests towards technology in the classroom. The section B consisted of questions 
regarding the TPACK framework to measure the participants’ perception of master-
ing the knowledge technology, pedagogy, and content. Meanwhile, section C con-
tains questions that refl ect the attitude of the participants towards the e-learning 
implementation in the VAE subject. Lastly, section D is the demographic informa-
tion about the participants and it remains confi dential. The questionnaire is using 
the fi ve-point Likert scale to assess the users’ view regarding the e-learning adop-
tion readiness. The scale is described as 5 –  Strongly Agree  SA, 4 –  Agree  A, 3 – 
 Undecided  U, 2 –  Disagree  D, and 1 –  Strongly Disagree  SD. 

 A total of 39 questionnaires were distributed to 27 fi nal year students. The survey 
data were analysed using the basic descriptive statistics and factor analysis. The 
SPSS (Statistical Package for the Social Sciences) software was used to perform the 
analysis.   

64.5     Results and Discussions 

 Based on Table  64.1 , the students’ readiness to adopt e-learning is tested with the 
TPACK questionnaire to measure their technology knowledge (TK), content knowl-
edge (CK) and the technological pedagogical knowledge (TPK). For overall fi nd-
ings on TK, the results show that the students are ready to use the technology in 
their teaching and learning purposes, with 63 % of students responding that they can 
learn the technology easily; from this we can conclude that the students are familiar 
with the technology and that e-learning can be implemented easily as the students 
are knowledgeable in the technology skills. Some 69.20 % students responded that 
they have the technical skills needed to use the technology. Most of the students 
owned a laptop and this would enable them to use the technology anytime and 
anywhere.
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   The CK refers to understanding the content of the VAE subject. Some 74.10 % 
students agree that they have suffi cient knowledge about the VAE subject and there-
fore they are ready to learn by using e-learning, while 51.9 % of the students agree 
that they can think of various ways of implementing the technology in developing 
their understanding of the VAE subject. Most of the students gained their diploma 
in various areas of study in UiTM but mostly came from the Art and Design faculty. 
Therefore, the students have been exposed to basic technology as UiTM has pro-
vided them with subjects that incorporate technology in their previous learning 
experience. The computer labs are also provided for the students to use to facilitate 
their teaching and learning process. 

 The TPK is measuring the students’ pedagogy and technology knowledge. The 
students have agreed to all the questions implemented in the questionnaire and the 
highest score is 77.8 % as the students are able to choose the technology that they 
think would be able to enhance their teaching and learning approaches. The same 
percentage is shown for the students’ ability in adapting the technology that they are 
learning to different teaching activities. The students are signifi cantly positive 
towards their ability in implementing the technology. 

 From Table  64.2 , we can see that the attitude of the students is highlighted to 
determine their readiness in adopting technology. The results indicated that a total 
of 33.3 % students neither agree or disagree when asked whether they enjoyed 
learning with e-learning. Another 33.3 % students agree that they enjoy learning 
with e-learning. Somehow, 22.2 % of the students disagree with the question, 
40.7 % of them agree that they can concentrate on their lesson when they use 
e-learning; 29.6 % agree that they can learn many things when they use the 

   Table 64.2    The students’ attitude towards e-learning adoption   

 Attitude 
 Strongly 
disagree  Disagree 

 Neither agree 
or disagree  Agree 

 Strongly 
agree 

 I enjoy learning with e-learning  3.70 %  22.20 %  33.30 %  33.30 %  7.40 % 
 I can concentrate on my lesson 
when I use e-learning 

 3.70 %  22.20 %  29.60 %  40.70 %  3.70 % 

 I can learn many things when I 
use e-learning 

 7.40 %  25.90 %  25.90 %  29.60 %  11.10 % 

 I believe the more often teachers 
use e-learning, the more I will 
enjoy school 

 –  37.00 %  37.00 %  22.20 %  3.70 % 

 I feel comfortable working with 
e-learning 

 –  40.70 %  29.60 %  18.50 %  11.10 % 

 Working with e-learning makes 
me nervous 

 7.40 %  29.60 %  37.00 %  18.50 %  7.40 % 

 E-learning is diffi cult to use  3.70 %  33.30 %  37.00 %  22.20 %  3.70 % 
 E-learning does not scare me at all  3.70 %  33.30 %  25.90 %  37.00 %  – 
 I can learn more from books than 
from e-learning 

 3.70 %  18.50 %  37.00 %  29.00 %  11.10 % 

R. Anuar et al.



821

e- learning. Somehow, 37 % of the students are unsure whether they will enjoy 
school if the teacher would use the e-learning more. Meanwhile, 40.7 % of the stu-
dents are not comfortable working with e-learning. Somehow, the students felt that 
the e-learning is diffi cult to use but they are not afraid of the technology. Up to 37 % 
of the students are not sure whether they can learn more from books than from 
e-learning.

   The lack of the students’ interest in enjoying e-learning is probably due to the 
facilities provided by the organization. Usually, the number of computers provided 
in the lab is not enough for the students to use one to one hands-on. The computers 
are often out of order and the numbers of students are usually more than the number 
of computers. This has contributed to the bored student’s factor as the facilities are 
the priority to ensure effectiveness in e-learning implementation. When asked 
whether they can learn more from books than e-learning, the results show that the 
students are not sure about the situation. It is believed that the students are not com-
fortable gathering information through the Internet as most of the resources are 
written in English. The students are rather passive when they are confronted with 
the language especially in understanding English. Therefore, they prefer to gain the 
information from books as some of them are written in Bahasa Malaysia. Even 
though UiTM is practising English as the main medium in communication and lec-
tures, the students chose not to use the language thoroughly. The students’ percep-
tion is that they will not be using the English language when they graduate and 
when they are teaching in secondary school.  

64.6     Conclusions 

 From the study conducted, it can be concluded that the students’ readiness to adopt 
e-learning is still average. This scenario happened due to the students’ current situ-
ation where they are in the process of adapting the learning and teaching via tech-
nology. The result does not refl ect any negative perception as the e-learning 
implementation in UiTM was initiated in 2004 and it shows that the technology 
implementation is still at infant stage. The development and ability to adopt the 
technology wisely will contribute to an effective e-learning implementation among 
the students in the higher institution and further supervision and observation from 
the management is needed to ensure successful e-learning implementation. This is 
to avoid the static use of technology scenario. From this study, it is hoped that the 
TPACK framework will be the platform for the students to develop and to enhance 
their technology literacy as well as to measure their readiness in adopting and 
understanding e-learning. With the understanding of the technology, the e-learning 
will be adopted without hesitation. Therefore, the implementation of e-learning will 
be on the right track and it will be executed wisely in the teaching and learning 
process in the higher education institutions.     
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    Abstract     In the current rapid world of uncertainty and change, a more vibrant 
leadership of deans in the area of decision making is highly needed in managing 
academic challenges at the institutions of higher education (IHE). Numerous past 
studies revealed that managerial decision making style (DMS) is one of the hidden 
factors which contribute to the success of both managers/leaders and their organisa-
tions. Using the Decision Making Styles Inventory (DMSI) developed by Rowe and 
Boulgarides ( 1992 ), this paper aims to explore the deans’ DMSI and propose an 
innovative decision making style strategy framework for sustainable leadership 
amongst deans of Malaysian public universities. A quantitative method utilizing 
descriptive research design was employed involving a total of 54 deans from four 
Malaysian public universities and data was collected via questionnaire using the 
survey method. The scores derived from the DMSI were categorized into four basic 
decision styles namely; directive, behavioural, analytical and conceptual (Rowe AJ, 
Boulgarides JD, Managerial decision making: a guide to successful business deci-
sions. Mc Millan, New York, 1992). The main fi ndings revealed that a majority of 
the deans scored the  very dominant and dominant  Behavioural style intensity 
instead of the other three styles. In view of the empirical fi ndings, a proposed inno-
vation on DMS is hoped to be a guideline for future novice deans’ best practices and 
also to enable effective leadership towards an improved organisation in the ever 
changing and unpredictable global environment.  
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65.1         Introduction 

 The current rapid world of uncertainty and external changes which take place in the 
real world have somehow affected the academic landscape of numerous institutions 
of higher education (IHE) globally (Bensimon and Neumann 1993, as cited in 
Wolverton et al.  2001 ). This situation has brought a great impact on the roles and 
responsibilities of managers cum leaders at all levels in Malaysian public IHE par-
ticularly deans as the middle managers. Initially, deans were much regarded as man-
agers of IHE and their duties focused mainly on the administration of students 
which include managing, planning, budgeting, advocating, fundraising and cultural 
perspectives (Wolverton et al.  2001 ). However, with the impact of globalization, 
internationalisation and the democratization of education, the roles and responsi-
bilities of deans in IHE are far more challenging as they are regarded to act as both 
managers and leaders of change. Hence, a synergy between these two roles: as a 
manager and a leader, requires deans of IHE to make numerous decisions in the 
effort to build effective academic organization. 

 In such circumstance, the effectiveness of leadership is always being measured. 
In measuring one’s leadership, Boulgarides and Cohen ( 2001 ) have applied the 
leaders’ managerial decision making styles inventory (DMSI) as a tool to measure 
and refl ect leadership style. They indicated that leadership style is “a consistent pat-
tern of behaviour displayed by a leader over time” (p. 1). Thus, based on past empir-
ical research, both scholars disclosed that “a leader’s style is refl ected in his style of 
decision making” (p. 1). In the same vein, Jones ( 2005 ) highlighted that decision 
making is one of the essential competency components in leadership. He noted that 
both decision and decision-making processes are explicitly “fundamental to all 
leadership and management processes” (p. 121). In relation to leadership, Drucker 
(1967, as cited in Harrison  1999 ) stated that what determines an effective organiza-
tion will always fall back to an effective leader who is also an effective 
decision-maker. 

 Besides the above, researchers such as Leonard et al. ( 1999 ) also agreed that 
decision making serves as the fundamental function in any organizations. This is 
because the quality of decisions made would infl uence the effectiveness of the man-
agers and eventually, this would affect the success of the whole organization. 
Likewise, Hammond ( 1999 ) advocated that the success in all the roles orchestrated 
by a manager in an organization refl ects decisions that he or she made. Above all, 
Rue and Byars ( 2000 ) stated that a manager must fi rst be a good decision maker 
before he or she could be a good planner, organizer or leader regardless in any 
organization. 

 As of today, study on managerial decision making style has been commonly 
investigated in relation to organizational performance amongst corporate managers 
and leaders in private and business organizations worldwide. In fact, there are also 
a number of studies carried out amongst school principals at school levels globally 
but little has been conducted in the Malaysian public university setting particularly 
amongst deans. Considering the fact that ones’ decision making could affect the 
effectiveness of an organization, this paper aims to explore the deans’ DMSI and 
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propose an innovative decision making style strategy framework for sustainable 
leadership amongst deans of Malaysian public universities.  

65.2     Background 

 Decision making styles (DMS) are referred to as “the way in which a manager per-
ceives information and mentally process that information to arrive at decisions” 
(Rowe and Boulgarides  1992 , p. 28). These scholars affi rmed that there is a need to 
measure DMS since “individual’s decision styles form the backbone of effective 
decision making” (p. 22). Drucker (1966, as cited in Rowe and Boulgarides  1992 ) 
accentuated that effective decision-maker will try to concentrate only on few impor-
tant decisions, to search for what is constant in a situation, and to think through what 
is strategic and generic rather than to solve problems. Above all, the notion of style 
fl exibility has given more dominant effect rather than one best style only. This is 
because a fl exible style can be matched to suit the change in a specifi c situation, thus 
improve effectiveness. Further, DMS helps to probe the psychological structure of 
the mind and displays how a person thinks differently based on his or her percep-
tions and values. 

 Decision making style inventory (DMSI) employed in this study was based on 
four driving forces and situations confronting decision-makers as developed by 
Rowe and Mason in  1987 . The scores derived from the inventory will categorize 
decision-makers into four basic decision styles namely: Directive, Behavioural, 
Analytical and Conceptual styles. In an absolute sense, decision styles are the tabu-
lated scores that one receives after answering a set of questions in the 
DMSI. Measuring individual’s style pattern is important since this would predict 
how one will react to various situations. In fact, in a relative sense, DMSI is the 
“way” where style is utilized based on decision making situations. Both researchers 
added that effective decision-makers are the ones whose style matches the require-
ments of decision situations. With this understanding, DMS are seen as relevant 
variable to be measured since it reveals implication as to whether academic manag-
ers do have considerable fl exibility or rigidity in changing their DMS based on situ-
ation warrants (Rowe and Boulgarides  1992 ). Thus, this paper attempts to reveal 
fi ndings on deans’ decision making styles according to DMS model and subse-
quently propose an innovative decision making style strategy framework for sus-
tainable leadership amongst deans of public universities in Malaysia.  

65.3     Statement of the Problem 

 To date there has been scant empirical research concerning deans in Malaysian 
IHE. Amongst the studies conducted on deans is the  Profi les of Deanship in 
Malaysian Public Universities  (Parmjit et al.  2009 ). These researchers reiterated 
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that much literature agreed that deans should be able to lead and above all possess 
management skills in order to navigate effective academic organizations. However, 
the study revealed that both deans and deputy deans along with heads of depart-
ments, ranked decision-making skills as the highest management competency 
required by deans. This is followed by other management skills such as communi-
cation, problem-solving, interpersonal, public relation, negotiation and ICT skills 
consecutively (Parmjit et al.  2009 ). Even though this study managed to illuminate 
empirical data on the most needed management skills amongst deans of public uni-
versities in Malaysia, little is known concerning their managerial decision making 
styles and skills. 

 Past literature had claimed that the effectiveness of a manager would give impact 
to either the success or failure of an organization (Alqarni  2003 ; Leonard et al. 
 1999 ; Yulk  1994 ; Barnard  1938 ). Thus, many empirical studies in the area of leader-
ship particularly the managerial decision making were conducted and tested using 
different models of decision making. As early as in 1975, Harrison accentuated that 
decision theory was a relatively new fi eld and again in 1999, Harisson stated that 
decision theory as in “the academic discipline is relatively young” (pg. 9). Most of 
the earlier decision making orientations were found to have strong quantitative 
emphasis which focuses on the “decision itself rather than the process within the 
choice takes place” (Harisson 1996, pg. 16). In relation to this, few theories of deci-
sion making were constructed, built and tested by numerous leadership researchers 
in the quest to search for empirical evidence. However, a dispute between rational 
and cognitive decision making models used in decision making investigation was 
identifi ed as a heated and debatable issue amongst scholars in decision-making 
related area. 

 Hambrik ( 1987 ) stated that the rational models of decision making have often 
ignored the characteristics of individual decision-makers, and presumed that infor-
mation processes and arriving at a decision process are rather similar in all individu-
als. Bourgeois and Eisenhardt (1988), and Rajagopalan et al. (1993, as cited in 
Leonard et al.  1999 ) affi rmed that the rational models have somehow ignored the 
actual decision process and how individual differences affect that process. In the 
same vein, Hoy and Miskel ( 2005 ) added that the structure of decision making pro-
cess in rational models is rather similar in all individuals regardless of the types of 
organizations be it in the military, educational or industrial organization. In short, 
most scholars in decision making related area advocated that the universality of the 
rational models in decision making is the same regardless the specifi c context or 
task. Correspondingly, even though educational organizations are different from 
any profi table organizations in a great many essential ways, decision making pro-
cess is assumed to be similar regardless of individuals and organizations. 

 On the other hand, as a result of the severe limitations of the classical models in 
the rational decision making models, the evolution of theory in decision making 
continues to take place. When cognitive decision making model or also known as 
cognitive style came into being, Eisenhardt and Zbaracki (1992, cited in Leonard 
et al.  1999 ) indicated that the rational models are somehow contradicted to the 
 cognitive models. They argued that observations over the actual decision making 
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situations revealed decision making behaviour is typifi ed by numerous differences 
in many fi elds such as the number of criteria used, type of information searched, 
sources of information used, number of alternatives generated and the use of heuris-
tics in making decision. Thus, they concluded that fundamentally cognitive decision 
model is based upon individuals’ characteristics that are link to individuals’ differ-
ences in decision behaviour and decision process information. As numerous inves-
tigations in cognitive style emerged, exploration on leadership attributes particularly 
decision making styles became prominent and timely. Due to the differences of both 
decision models, the researchers believe that the cognitive decision model could 
provide a better platform in understanding ones’ leadership in terms of their deci-
sion styles rather than the universality of ones’ rational decision skills. Having to 
consider both models, the researchers embarked on the managerial decision styles 
based on the cognitive decision model.  

65.4     Literature Review 

 Due to complexities and variations, Rowe and Mason ( 1987 ; as cited in Jacoby 
 2006 ) proposed the term decision making style (DMS) as “the way a person uses 
information to formulate a decision” (p. 5). In fact, they further emphasized that 
DMS is still a cognitive process which encompasses one’s personality that is highly 
correlated to one’s needs, values, and self-concept. Rowe and Boulgarides ( 1992 ) 
asserted that “individual decision making styles form the backbone of effective 
decision making” (p. 22). However, due to the complexity of individuals, one may 
not expect organizational leaders to “neatly fi t into only one category of decision 
making style” (p. 31). Indeed, typical organizational leaders have at least one domi-
nant style with at least one and often two back-up styles. Therefore, the notion of 
one best style may not be ideal and this has been replaced with the idea of style 
fl exibility that can be modifi ed to suit a specifi c situation. According to manage-
ment scholars, the fl exibility in decision making style apparently can improve 
effectiveness. 

65.4.1     Rowe and Mason’s Decision Making Style Inventory 
(DMSI) 

 Decision Making Style Inventory (DMSI) was developed in 1987 by Alan Rowe 
and Richard O. Mason. Rowe and Boulgarides ( 1992 ) clarifi ed that decision making 
styles (DMS) build on two key elements: values and perception. DMS describes the 
way managers make decisions. It involves factors such as the context in which deci-
sion is made, the way the managers perceive and understand cues, and what manag-
ers value and judge as essential. In short, DMS refl ects the manner in which 
managers react to a given situation. This includes how managers interpret and 
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understand cues, what managers believe and how they respond to numerous 
demands and forces. The theorists above stated that DMS can be measured using an 
instrument called the decision making style inventory (DMSI) which probes the 
psychological structures of one’s mind. 

 A complete decision-style model by Rowe and Mason in  1987  (as cited in Rowe 
and Boulgarides  1992 ) refl ects a person’s cognitive complexity and values. Figure 
 65.1  indicates the model which describes an individual’s personality, self- 
competence, interpersonal competence, situation awareness and problem-solving 
capability. This model is divided into four styles namely: Directive, Analytical, 
Conceptual and Behavioural styles. DMS model has two components such as cogni-
tive complexity and values orientation. The lower half of Fig.  65.1  indicates 
Directive and Behavioural styles preferred structure and the upper half preferred 
complexity. Based on the fi gure too, the values dimension separates the left and 
right halves and covers task and people dimensions. The left half of the fi gure indi-
cates the Analytic and Directive styles that prefer task. The right half indicates the 
Conceptual and Behavioural styles that preferred people. Description of each style 
is also presented as below.

    Directive Style     is characterized by autocratic and internal orientation. Individuals 
with this style have low tolerance for ambiguity and low cognitive complexity. The 
focus is on technical decisions which involve a need for speed, effi ciency and lim-
ited alternatives. They prefer specifi c information to be given verbally and like to 
dominate others. They are also results-driven yet constantly search for security and 
status, focused, structured, aggressive and rigid managers. Their orientation towards 
the internal organization is always short range with tight controls.  

Left hemisphere Right hemisphere
(logical) (relational)

Complexity

Tolerance
For ambiguity

Analytical
Enjoys problem solving
Wants best answers
Wants best control
Uses considerable data
Enjoys variety
Is innovative
Uses careful analysis 

Conceptual
Is achievement-oriented
Has a broad outlook
Is creative
Is humanistic/artistic
Initiates new ideas
Is future-oriented

Leaders

Thinking
(Ideas)

Cognitive
Complexity Directive

Expects results
Is aggressive
Acts rapidly
Uses rules
Uses intuition
Is verbal    

Behavioural
Is supportive
Uses persuation
Is emphathetic
Communicates easily
Prefers meetings
Uses meetings
Uses limited data

Need for
Structure

Managers 

Doing 
(Action)

Task/Technical People /Social
Values Orientation 

  Fig. 65.1    Complete decision style model by Rowe and Mason ( 1987 , as cited in Rowe and 
Boulgarides  1992 )       
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  Analytical Style     is characterized by an autocratic bent. Individuals with this style 
have a much greater tolerance for ambiguity and more cognitive complex personal-
ity. They need more information and consideration for alternatives since they focus 
on technical decisions. They are typifi ed by the ability to cope with new situations, 
enjoy more problem solving and always strive to achieve the maximum. Position 
and ego seem to be important characteristics and they often reach top posts in a 
company or start their own company since they need more control. However, they 
are not rapid in decision making but enjoy variety and prefer written reports. They 
also welcome and enjoy challenges and examine every detail in a situation.  

  Conceptual Style     is characterized by high cognitive complexity and people orienta-
tion. Typically, individuals under this category are thinkers rather than doers. Hence, 
there is trust and openness in relations. They share goals with subordinates, tend to 
be idealists, and emphasize more on ethics and values. They are also creative and 
can readily understand complex relationships. They tend to use data from numerous 
sources and consider many alternatives. They focus on long range with high organi-
zational commitment. They are achievement-oriented, value praise, recognition and 
independence. They prefer loose control to power and exhibit participation.  

  Behavioural Style     Is characterized by supportive and friendly orientation (con-
cerned with subordinates’ well being and are people-oriented). Individuals with this 
style have a low cognitive complexity scale but they have deep social concern for 
organizations and development of people. They normally provide counselling, are 
receptive to suggestions, communicate easily, portray warmth, empathetic, persua-
sive, compromising and accept loose control. They focus on short term range and 
uses meetings for communicating. They tend to avoid confl ict, seek acceptance but 
sometimes are insecure.  

 The amount that each of the DMS intensity is used can be determined from the 
score specifi ed on the decision making style inventory (DMSI). There are four lev-
els of intensity namely: (1)  Least preferred  level of intensity which indicates that the 
individual rarely uses the style but when required could do so, (2)  Back-up  level of 
intensity which indicates that the individual will use the style occasionally and 
refl ects the typical score on the decision style inventory, (3)  Dominant  level of 
intensity which indicates that the individual will frequently use this style in prefer-
ence to other styles (however, in general, individuals can have more than one domi-
nant style and they can also switch from one to another) and (4) The  Very dominant  
level of intensity which indicates the highest level that describes the compulsive use 
of the style preferred by individuals. This level of intensity becomes the focus of 
individuals and will override other styles that have less intensity level (however, 
there are individuals who do have more than one very dominant style). Table  65.1  is 
used to determine the level of intensity as well as interpreting the scores for an indi-
vidual’s style based on the scores obtained on the DMSI instrument. The instrument 
consists of 20 questions. Each question consists of 4 responses that concern typical 
situations facing managers. Respondents are to rank behaviours in each question 
using the scale of 8, 4, 2, and 1. A ranking of 8 indicates the response is  most like 
you , 4 indicates  moderately like you , 2 indicates  slightly like you  and 1 indicates 
 least like you .
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65.4.2        The Nature of Decision Making in the Educational 
Management 

 Lunenberg and Ornstein ( 2004 ) emphasized that all decisions result in some infl u-
ence on the performance of the faculty and students (p. 182). Therefore, educational 
managers must develop their decision making aspect such as decision styles and 
skills for they make many decisions which eventually affect the whole working 
organization. Further, educational managers are also being evaluated on the results 
of their administrative decisions. In this case, the quality of the decisions is crucial 
in evaluating their effectiveness. The quality of numerous decisions made will not 
only refl ect an impact to the clients but above all, will transcend the values held by 
educational managers who represent the educational organization. 

 Next, the decline in the world ranking of Malaysian universities in the past few 
years has gained major attention of all stakeholders including students, administra-
tors of higher education, the government, academicians and even the public. With 
the deteriorating state of Malaysian public universities, the issue of quality decision 
making particularly by the heads (deans) has been identifi ed as one of the potential 
area that need to be investigated. A study conducted by Nik Maheran indicated that 
indirectly, the issue has to do with the management of IHE. She encourages top 
managers in universities to be more democratic leaders than autocratic ones and 
ensures the “reform undertaken deliver the right prescriptions for the well known 
weaknesses or shortcomings” ( 2009 , p. 4) This is mainly due to the reason that the 
autocratic leadership style in IHE may create poor management and indirectly lead 
to poor decisions. Eventually, all these may lead to the falling standard of IHE in 
Malaysia (Magoha  2004 ).   

65.5     Methodology 

 A survey using the questionnaire of managerial Decision Making Styles Inventory 
(DMSI) which was developed by Rowe and Mason ( 1987 ) was used to measure and 
identify deans’ managerial decision making styles in four randomly selected 
Malaysian public universities. 60 sets of questionnaires were sent to all 60 deans 
from the four randomly selected Malaysian public universities. The population 

   Table 65.1    Decision Making Style Intensity (DMSI) Levels (Rowe and Boulgarides  1992 )   

 Intensity Levels 

 Style  Least preferred  Back-up  Dominant  Very dominant 

 Directive  Below 68  68 to 82  83 to 90  Over 90 
 Analytic  Below 83  83 to 97  98 to 104  Over 104 
 Conceptual  Below 73  73 to 87  88 to 94  Over 94 
 Behavioural  Below 48  48 to 62  63 to 70  Over 70 
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sample consisted of two research intensive and two non-research universities. 
Questionnaires were sent via the drop-off survey method where it allows the respon-
dents to answer the survey at their own convenience. The strength of this method as 
compared to the traditional mail survey, is that it allows the researcher to make per-
sonal contact with the respondents, to explain the importance of the survey, and to 
answer any questions or concerns the respondents might have. Out of these 60 deans, 
90 % (n = 54) completed and returned the questionnaires. Thus, this study aims to 
explore the following research questions: What are the managerial decision making 
styles intensity (DMSI) levels amongst deans of public universities in Malaysia?  

65.6     Results and Discussions 

65.6.1     Deans’ Managerial Decision Making Styles Intensity 
(DMSI) Levels Profi le 

 Table  65.2  indicates fi ndings on Deans’ managerial Decision Making Styles Intensity 
(DMSI) levels Profi le. It is apparent that amongst all the four decision making 
styles, 31.5 %, (n = 17) of the deans scored within the  very dominant  and 24.1 % 
(n = 13) scored within the  dominant  DMSI levels of Behavioural decision style. 
When these results were combined, they form the biggest percentage and number of 
deans (55.4 %, n = 30) hence suggesting that more than half of the deans of public 
universities in Malaysia perceived themselves as Behavioural decision- makers. 
The fi ndings also revealed that 42.6 % (n = 23) and 33.3 % (n = 18) of the deans are 
more likely to employ Analytical and Conceptual decision styles as their  back-up.  
In addition, 50 % (n = 27) and 44.4 %, (n = 24) of the deans indicated that their  least 
preferred  decision making styles would be Directive and Conceptual styles.

   These fi ndings suggest that more than half of the deans were dominantly 
Behavioural decision-makers. However, it is also important to note that many of 
them are able to switch to Analytical and Conceptual decision styles as their  back-
 up  . Half of them do not embark on Directive decision style as it recorded the  least 
preferred  decision style. Overall, these fi ndings imply that many of the deans are 
fl exible decision-makers who do not confi ne themselves to only one style (which 
refl ects rigid decision-makers). This is in line with the theory put forward by Rowe 

   Table 65.2    Deans’ managerial DMSI profi le (frequency and percentage)   

 Managerial 
decision style 

 Least 
preferred  Back-up  Dominant 

 Very 
dominant  Total 

 Behavioural  10 (18.5 %)  14 (25.9 %)  13 (24.1 %)  17 (31.5 %)  54 
 Analytical  17 (31.5 %)  23 (42.6 %)  7 (13 %)  7 (13 %)  54 
 Conceptual  24 (44.4 %)  18 (33.3 %)  7 (13 %)  5 (9.3 %)  54 
 Directive  27 (50 %)  15 (27.8 %)  7 (13 %)  5 (9.3 %)  54 
 Total  78 (36.11 %)  70 (32.41 %)  34 (15.74 %)  34 (15.74 %)  216 (100 %) 
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and Boulgarides ( 1992 ) which indicates that as managers they are rather fl exible in 
their decision styles and are able to change and suit their decision styles from one 
particular situation to another with little diffi culty. 

 Rowe and Boulgarides ( 1992 ) characterized Behavioural decision-makers as 
those who formulate decisions based on their cognitive process which are usually 
deeply rooted in people-orientation and have social concerns for organization. This 
implies that more than half of the deans’ decision style is mainly based on people- 
relations which require more personal attention rather than intellectual aspect. 
Nevertheless, the scholars also emphasized that those who adopted Directive and 
Behavioural styles are action-oriented and they operate as fi rst-line managers. 
However, they highlighted that the upper levels of managers who adopt the 
Behavioural decision style are often “seen as being inconsistent, and leave their 
subordinates in a weak position because they cannot be sure of what to expect” 
(pg. 34). Based on this statement, it can be inferred that the dominance of Behavioural 
decision style amongst deans in this current study should be highlighted since deans 
are regarded as the top academic managers who lead the academic organization 
which requires consistency in their academic performance. 

 Nonetheless, when compared to studies pertaining to decision styles at a global 
level, the current study portrays rather similar results with those involving the edu-
cational setting using the same instrument. For instance a study by Abdulrahman 
AlQarni ( 2003 ) entitled “The Managerial Decision Styles of Florida State University 
Library Managers” indicated that the majority of Florida university libraries’ man-
agers (n = 40 or 47 % out of 85 respondents) scored within the  very dominant and 
dominant  Behavioural DMSI levels and was followed by Conceptual decision style 
(n = 28 or 32.9 % out of 85 respondents). A similar result was also reported in a 
recent doctoral thesis by Ismail Hussein Amzat ( 2010 ). His study involving 1117 
university teaching staff investigated decision making styles and their relationship 
with Job Satisfaction in fi ve Malaysian public universities. The fi ndings indicated 
that three out of the fi ve public universities in Malaysia had actually displayed the 
Behavioural decision style, while the remaining two had displayed the Analytical 
and Conceptual decision styles.  

65.6.2     Deans’ Managerial Decision Style Patterns: Brain- 
Sidedness and Person-Orientations 

 According to the Complete Decision-Style Model (Rowe and Boulgarides  1992 ) 
fi ndings on decision making style patterns should also be interpreted according to 
ones’ brain-sidedness and person-orientations. Brain-sidedness which covers task/
people dimensions refl ects the values dimension in a person while, person- 
orientations which cover idea/action, complexity/structure and leaders/managers 
refl ect the cognitive perspective of a person (Zaleznick 1970 as cited in Rowe and 
Boulgarides  1992 ). 
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 The combination of scores between directive and analytical decision styles (165 
or higher) would result in the left-brained dominants. Whereas, the combination of 
the conceptual and behavioural decision scores (135 or higher) would result in the 
right-brained dominants. On the other hand, the combination between analytical 
and conceptual decision scores (170 or higher) would result in the idea-oriented 
dominants whereas the combination between directive and behavioral decision 
scores (130 or higher) would result in the action-oriented dominants (Rowe and 
Mason  1987 ). Table  65.3  summarizes the measurement of the style patterns that 
categorizes both the brain-sidedness and person-orientations aspects.

   The fi ndings shown in Table  65.4  indicates that 64.8 % (n = 35) of the deans rated 
themselves as dominantly right-brained (combined scores of conceptual and behav-
ioural styles) while the remaining 35.2 % (n = 19), rated themselves as dominantly 
left-brained (combined scores of directive and analytical styles).

   The fi ndings shown in Table  65.5  indicates that 59.3 % (n = 32) of the deans rated 
themselves as dominantly action-oriented (combined scores of directive and behav-
ioural styles) while the remaining 40.7 % (n = 22), rated themselves as dominantly 
idea-oriented (combined scores of analytical and conceptual styles).

65.7         Implications 

 Findings on deans’ DMSI levels revealed that more than half of the deans rated 
themselves within the  very dominant  and  dominant  Behavioural,  back-up  Analytical 
and the  least preferred  Directive and Conceptual DMSI levels. Concurrently, fi nd-
ings also indicated that many deans perceived themselves as fl exible decision- 
makers when they occasionally rated few other styles as their  back-up  and the  least 
preferred  DMSI .  A few implications can be derived from the fi ndings. 

 First, the exploration of managerial DMS amongst deans is essential since fi nd-
ings help to illuminate the current leadership practices of deans at Malaysian public 
universities. It is also important to note that the majority of deans can be said to be 
rather fl exible in their decision styles as they are able to change and suit their deci-
sion styles from one particular situation to another with little diffi culty since major-
ity of them rated one or two  very dominant  or  dominant  DMSI levels along with one 
or two  back-up  DMSI levels. Second, the fi ndings are valuable since they help 
researchers to chart a strategic leadership course amongst deans towards academic 

   Table 65.3    Basic decision style patterns scoring   

 Patterns  Styles  Score 

 Left brain  Directive & Analytical  165 or higher 
 Right brain  Conceptual & Behavioural  135 or higher 
 Idea orientation  Analytical & Conceptual  170 or higher 
 Action orientation  Directive & Behaviour  130 or higher 

  Rowe  Note : From Rowe and Mason ( 1987 )  
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effectiveness. Rowe and Boulgarides ( 1992 ) highlighted that an effective manager 
is the one who has a combination of Directive and strong  back-up  Behavioural 
DMS. The combination of both styles lead to an  action-oriented  manager. 
Nevertheless, fi ndings from this study indicated that more than half of the deans 
possessed the  very dominant  and  dominant  Behavioural DMSI instead of a mixture 
of a few decision styles. Hence, these empirical fi ndings cannot be used as a bench-
mark for the training of novice deans of public universities in Malaysia. Instead, 
what can be recommended is training be provided to expose deans to the various 
decision styles and strategies on how these styles could shape them to be not only 
effective managers but leaders in the academic management setting. Rowe and 
Boulgarides ( 1992 ) disclosed that for researchers, the exploration of managerial 
DMS refl ect ones’ leadership which helps to form and strengthen relationship of a 
manager-to-a-group. Thus, training in managerial DMS is relevant and highly rec-
ommended. In view of the implications, an innovative decision making style strat-
egy framework is suggested and forwarded as part of the training purposes.  

65.8     An Innovative Decision Making Style Strategy 
Framework 

 Based on the fi ndings and implications presented above, an innovative decision 
making style (DMS) strategy framework is proposed for sustainable leadership 
amongst deans of public universities in Malaysia as part of the second aim of the 
current study. On the overall, the main fi ndings revealed that the majority (55.4 %, 
n = 30) of the deans rated themselves as the  very dominant and dominant  Behavioural 

  Table 65.4    Brain-sidedness 
as rated by Deans  

 Frequency  Percentage 

 Right- brain a      35  64.8 
 Left-brain b   19  35.2 
 Total  54  100.0 

   a Scoring guide: left- brained = directive + analytical = 165 
or higher 
  b Scoring guide: right- brained = conceptual + behav-
ioural = 135 or higher  

  Table 65.5    Person- 
orientations as rated by 
Deans  

 Frequency  Percentage 

 Idea-orientation a   22  40.7 
 Action orientation b   32  59.3 
 Total  54  100.0 

   a Scoring guide: idea- orientation = analytical + concep-
tual = 170 or higher 
  b Scoring guide: action- orientation = directive + behav-
ioural = 130 or higher  
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decision-makers instead of the other three styles. Further, 64.8 % (n = 35) of deans 
rated themselves as dominantly right-brained based on the combined scores of con-
ceptual and behavioural styles while the remaining 35.2 % (n = 19) rated as domi-
nantly left-brained based on the combined scores of Directive and Analytical styles 
and lastly 59.3 % (n = 32) of deans rated themselves as dominantly action-oriented 
based on the combined scores of Directive and Behavioural styles (indicating deans 
as managers) and the remaining 40.7 % (n = 22) rated themselves as dominantly 
idea-oriented based on the combined scores of analytical and conceptual styles 
(indicating deans as leaders). In view of these fi ndings, an innovative DMS strategy 
framework is presented which derived from the Chinese ancient philosophical the-
ory known as the Yin-Yang balance. 

 Generally, it can be observed that most of the empirical fi ndings rated by the 
deans tend to be skewed in many ways. Hence, an innovative decision making style 
strategy framework is proposed by looking into the basic principle of dualism in the 
Yin-Yang balance. Sodan ( 1998 ) stated that the Yin-Yang system (Fig.  65.2 ) shows 
the two parts of the symbol for Yin (black portion) and Yang (white portion) corre-
spond to the right side of the body controlled by the left brain whereas the left side 
controlled by the right brain. Both parts are mirror-inverted and of the same size 
representing the same value, balance and signifi cance. The wavy division between 
the two parts shows their interaction and phases and the small circles of the opposite 
colours indicate that the pole is inherent too. He further clarifi ed that the Ying-Yang 
system is considered as the source of creativity and regarded as the basis of har-
mony. Further, the Yin-Yang system postulates numerous pairs in the universe 
which come in two sides of dualism or also known as dichotomy. However, in a 
more concrete term, dichotomies found in the Yin-Yang system tend to “agree per-
fectly with those of brain research, the left brain corresponding to Yang, the right 
brain to Ying” (Sodan  1998 ). 

 In regards to the above, the researchers strongly believe that the middle managers 
such as deans of public universities in Malaysia need to be informed that managing 
the Yin-Yang concept in decision making is something that most of them need to do 
all the time since they have to act interchangeably as both managers and leaders. 
Fundamentally, it is imperative to acknowledge that knowing how the Yin-Yang 
system works could greatly help many deans to be better decision-makers and take 
control of reality. Indeed, when Rowe and Mason generated the complete manage-
rial DMS model in 1992, both researchers had established the concept of the left and 
right brain dominance as part of the groundwork of the model. However, not many 
realize and practise the balance of both brains in their managerial DMS. Hence, it is 
timely to introduce an innovative decision making style strategy framework which 
could strengthen the deans’ managerial DMS. A diagram shown in Figs.  65.2  and 
 65.3  shows the integration of the Yin-Yang balance concept embedded in the initial 
managerial decision styles model (which has been adjusted from the original model 
as shown in Figs.  65.1  and  65.2 .
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   Perhaps the integration of the Yin-Yang balance concept could strengthen and 
further sustain the deans’ leadership in the ever changing and unpredictable contem-
porary environment. Having to learn and practice the balance of the four managerial 
DMS such as Directive, Behavioural, Analytical and Conceptual (based on the 
Rowe and Boulgarides DMS model, 1992) in various academic situations would 
help deans to be effective decision-makers. When fi ndings revealed that deans tend 
to rate themselves as dominantly right-brained decision makers rather than domi-
nantly left-brained, this indicates that deans embraced and practised more intuition 
rather than rational decision making style. Thus, past researchers such as Ornstein 
( 1975 ), George and Ellis ( 1982 ), Birt ( 2010 ) mentioned that most American manag-
ers are found to be left-brain dominants. George and Ellis ( 1982 ) accentuated that 
robust development of science and technology in Western countries has resulted in 
educational system focusing exclusively more on the left-brain hemisphere func-
tions as in reading, arithmetic, science and scientifi c applications. Due to the over-
emphasizing of the left-brain dominance, many researchers such as Lindblom 
(1959), Ackoff (1974), Kuhn (1970), Adam (1979), Barrett (1979) and Feyerebend 
(1980, as cited in George and Ellis  1982 ) warn the danger of over emphasizing the 
left hemisphere capabilities particularly the rational approach. Likewise, the same 
scenario was found amongst deans of public universities in Malaysia when a major-
ity rated themselves as the right-brain dominants. Hence, this would lead to some 
imbalances of the ‘ecosystem’ in their managerial DMS which could give impact to 
the academic organizations such as universities in Malaysia (Fig.  65.3 ).

   In addition, when more than half of the deans rated themselves as dominantly 
action-oriented indicating deans as managers than dominantly idea-oriented indi-
cating deans as leaders, more trainings and information need to be disseminated to 
deans that less micro-management should be practised. Indeed, trainings which 
encompass formal knowledge on the role of both managers and leaders, and how 
they should practise the managerial decision styles in academic organization is 
deemed important. This is to ensure that the dualism roles; as managers and leaders, 
in the academic administration and management setting could be fully distinguished 
and practised successfully by deans in Malaysia particularly.  

  Fig. 65.2    The symbol of 
Yin-Yang balance       
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65.9     Conclusion 

 The current paper aims to explore the managerial Decision Making Styles (DMS) of 
54 deans from four randomly selected Malaysian public universities which corre-
sponded to the complete human cognitive model brought by Rowe and Mason. 
In addition to the empirical research, the current paper also aims to propose an inno-
vative decision making style strategy framework for sustainable leadership amongst 
deans of Malaysian public universities. On the overall, the main fi ndings revealed 
that the majority of the deans rated themselves as the  very dominant and dominant  
Behavioural decision-makers instead of the other three styles. Further, more than 
half of deans rated themselves as dominantly right-brained while the remaining 
rated as dominantly left-brained and lastly fi ndings also revealed that more than half 
of deans rated themselves as dominantly action-oriented based on the combined 
scores of Directive and Behavioural styles indicating deans as managers and the 
remaining rated as dominantly idea-oriented indicating deans as leaders. In view of 
these fi ndings, an innovative DMS strategy framework is presented which derived 
from the Chinese ancient philosophical theory known as the Yin-Yang balance as 
part of the measure to sustain leadership in the area of decision making styles 
amongst deans of public universities.     

Analytical

Directive Conceptual

Behavioural

Situational
changes

  Fig. 65.3    An innovative decision making style strategy framework for sustainable leadership 
amongst deans of public universities       
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    Chapter 66   
 Because I’m Happy: Investigating the Effects 
of a Social Outreach Project on Happiness 
Among ESL Learners in a Malaysian Private 
University       

       Sujatha     Krishnan     ,     Simon     John     Williams     ,     Mohd     Ridhwan     Abdullah     , 
and     Persis     Dineen     Rodrigues    

    Abstract     Understanding what promotes happiness in students may help educators 
to create projects that increase it. This paper investigates the effects on happiness by 
engaging students in a social outreach project. The students are those enrolled into 
the Intensive English Programme (IEN) at Taylor’s University, a premier Malaysian 
private university. IEN is an immersion language course for students to improve 
their English language profi ciency. With the emergence and increase in interest in 
positive psychology, a number of instruments are now available to measure subjec-
tive well-being (SWB) constructs. The Oxford Happiness Questionnaire (OHQ) 
includes a new 6-part Likert scale and improved psychometrics that further allows 
the instrument to be used by a wider audience. Twelve questionnaire items in the 
OHQ have a reverse Likert scale scoring system to ensure accuracy. The OHQ was 
administered at the outset and end of the course to measure happiness levels among 
the participants. For this study, participants that were involved were Malaysians and 
international students coming from diverse cultural backgrounds and language pro-
fi ciency levels. The study was conducted for a duration of 2 months, to compare the 
students’ responses before and after the project. The data gathered was tabulated 
using Statistical Package for the Social Sciences (SPSS) software. Additionally, 
interviews with their teachers were conducted to substantiate the quantitative data.  
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66.1         Introduction 

 A common method in recent years has been for universities to administer a ques-
tionnaire to students in order to assess their satisfaction with various aspects of 
academic life. With this information universities are then able to mine the data and 
create procedures that can be used to improve their service. A recent survey in the 
United Kingdom by the National Student Survey (NSS) stated that student satisfac-
tion had increased by almost 5 % from 2005 to 2013 (Callender et al.  2014 ). This 
fi nding is further substantiated by a national report by the Higher Education Policy 
Institute (HEPI), where they confi rm the high levels of satisfaction among univer-
sity students. Nevertheless, HEPI, for the fi rst time, included a set of questions on 
wellbeing to ascertain the happiness and satisfaction of university students. In their 
fi ndings they state, “… that students generally have lower levels of wellbeing than 
the general population is of some concern.” (Soilemetzidis et al.  2014 , p. 10), which 
in some cases is a difference of 10 %. This also mirrors an early study where 
Kadison cited the results of a national study on depression where it was found that 
45 % of 13,500 students reported depression, which led to reduced performance 
(Kadison  2005 ). Seligman states that, “it’s a paradox; the wealthier we get the more 
depressed young people get” (Alex Linlev et al.  2006 , p. 26). This highlights that we 
are living in a different era presently with students that have different needs and are 
under new forms of stress that we should all be aware of. 

 To encourage well-being among students at a private university in Malaysia, a 
social outreach project was initiated with the aims of introducing students to a real- 
world project-based learning outcome. For this study, the hypothesis that will be 
tested is that a learner’s happiness will increase after the completion of a social 
outreach project. 

 The research seeks to address the following questions:

    1.    Does a social outreach project increase happiness levels among students?   
   2.    Are there any marked differences in the state of happiness before and after the 

social outreach project?      

66.2     Literature Review 

66.2.1     Effects on Academic Achievement 

 The introduction highlighted that there is now evidence to support fi ndings that 
students may have low levels of well-being. This could manifest itself as stress due 
to workload, learning environment, or even fi rst language (Andrews and Chong 
 2011 ). If stress is indeed one of the root causes, it could have detrimental effects on 
a student’s learning potential. In a review of the role of neuroscience in education, 

S. Krishnan et al.



843

Goswami ( 2004 ) addresses the issue of stress and the effects that it has on a  student’s 
ability to learn, and states that stress can impair learning in terms of reasoning, 
problem-solving, and social judgements. Therefore, could increasing well- being in 
terms of happiness reduce stress to benefi t learning? 

 In a study on behaviour and wellbeing on educational outcomes, Gutman and 
Vorhaus ( 2012 ) found that students with higher levels of wellbeing are on average 
more engaged in secondary school; progress more in primary school; and have 
higher levels of academic achievement. Though the study looked at wellbeing in 
terms of emotional, social, behavioural and school wellbeing, the study also high-
lighted the importance of wellbeing for a student’s development as far back as pri-
mary school to the early stages of high school. Additionally, Andrews and Chong 
( 2011 ) investigated the stress levels of university students in Australia during low 
and high stress periods of the academic semester. From the 5,000 students who 
completed the survey the results showed that the level of stress and anxiety increased 
signifi cantly. The study then went on to suggest that this may have detrimental 
effects on academic achievement.  

66.2.2     Positive Psychology 

 The theoretical grounding for research on wellbeing is found in positive psychol-
ogy. The theories leading up to its initial inception came from a need in psychology 
to shift the focus from pathology, weakness and damage, to a focus on more positive 
attributes such as strength and virtue (Seligman et al.  2005 ). From the research into 
this fi eld, a number of constructs have been discovered with one being happiness.  

66.2.3     Defi ning Happiness 

 Though it is diffi cult to defi ne and assess, since the time of Aristotle people have 
attempted to assign happiness a clinical defi nition. Scoffham and Barnes say that 
“[it is] a state of fl ourishing that involves a sense of personal fulfi lment within a 
shared moral framework” ( 2011 , p. 537). O’Brian ( 2013 , p. 228) though, sees hap-
piness on a grander stage by stating that “happiness contributes to individual, com-
munity and/or global wellbeing without exploiting other people, the environment or 
future generations”. In a review of the research on wellbeing, Ryan and Deci ( 2001 ) 
develop this further and cite two separate philosophies on happiness, which are 
hedonic and eudaimonic. The former, hedonic, defi nes well-being as “pleasure and 
happiness” (Kahneman  1999 , p. 143), while the latter, eudaimonic, defi nes well- 
being as a construct which supersedes the notion of happiness to contain the realisa-
tion of “human potential” (Waterman  1993 , p. 146).  
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66.2.4     Measuring Happiness 

 With the emergence and increased interest in positive psychology, a number of 
instruments are now available to measure subjective well-being (SWB) constructs. 
One such instrument is the Oxford Happiness Questionnaire (OHQ), developed by 
Hills and Argyle ( 2002 ). Seen by the authors as an improvement on the Oxford 
Happiness Inventory (OHI), the OHQ includes a new 6-part Likert scale and 
improved psychometrics that further allows the instrument to be used by a wider 
audience. 

 Some studies, though, have expressed concern over the reliability and validity of 
the OHQ as an instrument to measure SWB. Kashdan ( 2004 ) voiced concern over 
some of the items mentioned in the questionnaire as not being necessary to study 
SWB, therefore, possibly affecting the fi nal results. Robbins et al. ( 2010 ) also 
echoed this by stating that “rest-of-test correlations … revealed that four items cor-
related with the sum of the other items as a level below the threshold of .30”. They 
then go on to suggest that a shorter instrument be created which reduces the lengthy 
29 points down to a more manageable number to increase reliability.  

66.2.5     Happiness Interventions 

 With the burgeoning research on positive psychology and an increasing amount of 
interest in wellbeing, some researchers have looked at positive interventions, which 
pertain to the notion that happiness can be encouraged or even increased by imple-
menting positivity-educing actions or activities. 

 A study by Lavis ( 2014 ) notes how a number of schools and institutions are 
implementing systems whereby the primary focus is on well-being with the aim of 
improving attainment. Zabihi and Ketabi ( 2013 ) argue that English as a second 
language (ESL) classes are the perfect ground for happiness interventions given that 
ESL students come from various backgrounds and are able to express their views on 
various issues that they may not be able to talk about in their fi rst language. They 
suggest that pedagogy of happiness could be integrated, as language classrooms 
frequently implement learning outcomes that are not necessarily linked to knowl-
edge transfer. Although, they do admit that the realisation of this may be a little 
more complex. O’Brien ( 2010 ) takes the idea of a pedagogy of happiness and sug-
gests “sustainable happiness” (O’Brien  2005 ), which is the idea that happiness can 
be brought to an individual of community by one’s very own actions. The theory is 
that sustainable happiness can be used to drive positive outcomes that have an effect 
on a local or global level as long as they do not come at the expense of another’s 
happiness. 

 Whereas Seligman (2005) and Sheldon and Lyubomirsky ( 2006 ) reported that a 
sustained happiness could be achieved through intervention, Henricksen and 
Stephens ( 2012 ) fi ndings are to the contrary. When they investigated activities that 
may promote happiness in adults, the fi ndings suggested that the happiness level 
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was not equal to a study that was previously carried out by Tkach and Lyubomirsky 
( 2006 ), who found that intervention activities increased happiness among a younger 
sample. This fi nding is also substantiated by Van Zyl and Rothermann ( 2012 ) whose 
investigation the use of Positive Psychological Interventions (PPIs) on third year 
degree students and claimed that PPIs, in the case of this study, workshops and dis-
cussions, were found to increase the participants’ engagement, interest, autonomy, 
competence, and overall happiness. In order to further build on this model, they 
suggest that “PPIs should focus more strongly on aspects relating to authenticity” 
(p. 378) such as group activities or team-based coaching. Scoffham and Barnes 
( 2011 , p. 378) also touch on the idea of authenticity as they mention the work of 
positive psychologist, Csikszentmihalyi ( 1997 ), who provides us with a “theory of 
fl ow” which refers to a time when we are engaged in an activity where time seems 
to fl ow by without us noticing. This notion of fl ow, they say, can be encouraged by 
teachers who create learning environments that present an authentic challenge to 
learners. 

 From the research available on happiness, much of it has taken a quantitative 
approach, whereby an overall happiness or well-being statistic was created for a 
large sample (Andrews and Chong  2011 ; Bradshaw et al. 2006; Gutman and Vorhaus 
 2012 ; Henricksen and Stephens  2012 ; Tkach and Lyubomirsky  2006 ). Therefore, 
there is a need for more studies that take a qualitative approach to happiness such 
as studies conducted by Dex and Hollingworth ( 2012 ), and Downing and Lamont 
( 2007 ). Moreover, much of the research to date seeks to establish a general over-
view of happiness pertaining to current levels of wellbeing captured at the time of 
data collection. There is, then, a need for research into possible interventions that 
can increase happiness among learners.   

66.3     Methodology 

 The study is driven by an interpretivist approach to research which contemplates the 
existence of multiple realities and ways of knowing, thereby embracing interpretivist 
ontologies. A case study approach was incorporated for this study. Eisenhardt ( 1989 ) 
states that this type of study is suitable for new types of research where the available 
knowledge is limited. Rowley ( 2002 ) goes on to affi rm that a case study is the study 
of an event in its natural setting, thus replicating it in a laboratory is not necessary. 
Both quantitative and qualitative data were collected and analysed for this study 
using SPSS as well as qualitative analysis of interview transcripts. To implement the 
positive psychological intervention, a project-based learning (PBL) approach was 
taken. Jonassen’s ( 1999 ) theories on constructivist learning environments were 
adapted and subsequently modifi ed into a framework suitable for this project. 

 The framework holds true to many of the values suggested by Jonassen such as 
learning that is project-based; owned by the learner; consists of experiences that 
create knowledge; is active and authentic (p. 216). Figure  66.1  contains six sections 
that facilitate the project and learning process, they are: research – pre-task  activities 
that introduce the learner to a topic; Experience – learners engage with the 
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 community; collaborate – learners work with fellow students; Produce – learners 
create a product; Share – learners share their creation with the other groups; 
Refl ection – learners refl ect on their individual experiences. Data from this process 
is then subsequently collected at the outset and completion for analysis.

66.3.1       Methods of Data Analysis: Quantitative and Qualitative 

 Quantitative Analysis: Due to the low sample size a Wilcoxon Signed Ranks Test was 
used to analyse the data. The sample size was 16; however, eight participants were 
randomly selected for further analysis. The Wilcoxon test, then, allowed the research-
ers to run statistical analysis with a lower number of participants, which would pro-
vide more reliable results as compared with a t-test that requires a minimum sample 
of 30. Qualitative Analysis: Interviews were carried out with four teachers. They 
were asked to refl ect on the selected participants and comment on their behaviour 
before, during and after the project. The semi structured interviews were transcribed 
in full where they were then coded. From these codes themes emerged which allowed 
the researchers to understand the students from a different perspective. 

 In addition to the analysis of the interviews, the researchers took the question-
naire and did a qualitative analysis of it. A thematic analysis was carried out using 
themes suggested by Kashdan ( 2004 ) which are Social Interest, Kindness, Humour, 
Sense of Purpose, Awe/Aesthetic Appreciation, and Self-Esteem/Acceptance. Six 
students were selected to represent the lowest, mid-range and the highest mean 
scores from the questionnaire pre- and post-test. The researchers then categorised 
each question into a theme and then systematically analysed the questionnaires by 
tabulating each question into its respective theme. Once the questionnaire questions 
had been tabulated into themes, the researchers totalled each theme and generated a 
mean. The same themes were then used to analyse and code refl ective essays written 
by the students. The data from the thematic analysis of the questionnaire and the 
refl ective essays were then compared and contrasted.  

66.3.2     Validity 

 The quantitative data provided the researchers with an overview of the participants’ 
happiness levels before and after the project. However, in order to validate the fi nd-
ings further the researchers carried out interviews, as well as a qualitative analysis 

  Fig. 66.1    The Social outreach project-based learning framework       
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of the questionnaire and student refl ections. By triangulating this data the research-
ers were able to create a more detailed picture of the levels of happiness of each 
student, and the questionnaire could be substantiated with data from interviews and 
the student refl ections. 

 The analysis was carried out with an interpretist view of the data leaving the 
researchers to make “inferences to unobservable phenomena” (Maxwell  2013 ). In 
order to increase validity of the data, the researchers cross examined each other’s 
work by critically assessing it. Finally, as previously mentioned, the multiple data 
points provided the researchers with additional data in order to either substantiate or 
refute results.  

66.3.3     Ethics 

 All participants, students and teachers, were fi rst made a aware of the study before 
taking part. The students and teachers were briefed that their personal information 
would remain private and confi dential. They were also informed that at any point 
they would be able to withdraw from the study.  

66.3.4     Instrument 

 The Oxford Happiness Questionnaire (OHQ) was used to ascertain the happiness 
level of the students (Hill and Argyle  2002 ). The questionnaire consists of 29 ques-
tions with each being rated with a 6-part Likert scale. Twenty-eight students com-
pleted the questionnaire in week 1 and week 6 of the course. Sixteen questionnaires 
were distributed with a 100 % response rate for pre and post questionnaires. The 
instrument asks a number of questions (e.g., I feel life is rewarding, I fi nd most 
things amusing, I am very happy, I feel mentally alert, I don’t feel particularly 
healthy), and these questions, the authors ascertain, can aid in quantifying a per-
son’s happiness level. At the end of the survey, the scores were calculated and then 
divided by the total number of questions (29) to obtain a score out of 6. The higher 
the score out of six, the higher the happiness level of the participant is.  

66.3.5     Sample 

 Sixteen students took part in the project and completed the questionnaire. Their 
ages ranged from 18 to 24, and they came from various countries around Asia such 
as Malaysia, Indonesia, Japan, Korea, Kazakhstan, and the Middle East. From the 
sample of questionnaires, eight were randomly chosen from separate piles consist-
ing of local Malaysian students, as well as male and female. 
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 Aside from students, four teachers were also interviewed. The teachers are all 
Malaysian and taught the students in this study. Each teacher saw their students for 
2-h, Monday to Friday. The teachers taught the students language skills such as 
listening & speaking, and grammar & writing.  

66.3.6     Interview 

 On completion of the project four teachers from the course participated in a semi- 
structured interview designed to discover more details about eight students who 
were randomly chosen. The interviewees were asked to comment on the selected 
students’ behaviour before, during, and after the project. They were then asked if 
there had been any change in each student’s behaviour over the course of the proj-
ect. The interviews were subsequently transcribed and tabulated for analysis.  

66.3.7     Location 

 The project was carried out at a private university in Malaysia. The students who 
attended the English course did so in order to improve their English level before 
entering into the main university courses to study business, hospitality, and design.  

66.3.8     Duration 

 The students were part of an intensive English course with a duration of 6 weeks. 
The course commenced on June 2nd and was completed on July 11th. The project 
itself started on in Week 3 (June 16th) and fi nished on July 4th, with questionnaire 
being distributed in Week 1 and Week 5 respectively.  

66.3.9     Project Outline 

 In 2013 a project was devised which would encourage students to engage with a 
local community. The aim of the project was to meet, learn from and interview 
people from a specifi c group. Now, in 2014 the same project was carried out again 
with new students and a new community. The outcome of each project was to pub-
lish a book of stories from that community. The students were part of this process 
and participated as researchers with the task of interviewing and collecting stories 
from various individuals in that community. 
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 The community chosen for the 2014 project consisted of people with special 
needs. For the students, many of whom had little to no knowledge or contact with 
this group previously, it was an opportunity to meet and learn about people whose 
lives are quite different from their own. The centre is a foundation that employs 
people with special needs in administrative roles, as well as providing training and 
employment. People with special needs come from various parts of Malaysia to this 
centre as jobs and opportunities are limited for people with disabilities. The project 
outline is as follows and is centred around the framework in Fig.  66.1 .

    Step 1 : The students were fi rst briefed about the project and told that as researchers 
they would be credited in the fi nal release of the book. They were also asked to 
become teachers, where they would be expected to teach something at the special 
needs centre. From this point, the students were put into groups of three to four 
people.  

   Step 2 : The students were taken by bus to the special needs centre. At fi rst they were 
given an explanation of the centre and the work they do. Then representatives of 
the centre explained to them how to assist people with disabilities. Shortly after 
that the students went into their groups and met one person from the centre who 
they would teach and then interview.  

   Step 3 : When they are back in the classroom, the students were asked to transcribe 
the interview and upload their photos and videos to a wiki page (the links from 
each page were passed on to writers and illustrators in the latter stages of the 
project).  

   Step 4 : The fi nal part of the project was for each group to create a refl ective docu-
mentary about their experience, which included interviews with group members 
and footage from their time at the centre. The students were then tasked with 
organising a fi lm festival in which to screen their documentaries to the other 
groups and members of staff.      

66.4     Data Analysis 

 The following section will present data for the pre- and post-tests carried out during 
the study with the mean scores stated below. The next section will then discuss the 
data taken from interviews with the teachers on the project (Tables  66.1 ,  66.2 ,  66.3 , 
 66.4 , and  66.5 ).

       The pre-test mean was 4.05 while the post-test mean was 4.07. This indicates 
that there is a slight increase although insignifi cant difference in the level of happi-
ness among the students. The minimum for the pre-test was 3.10 while the maxi-
mum level of happiness recorded was 5.28 out of a 6 point scale. On the other hand, 
the minimum level of happiness recorded post–test was 2.66 while the maximum 
level recorded was 5.93 out of six. Six students had a higher score in the pre-test and 
eight students had a higher score in the post test. There were two that had no changes 
between the pre-test and post- test, P = 0.753. The data shows that though there was 
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  Table 66.1    Pre-test results  

 Participant 
 Mean 
scores 

 P1  4.344828 
 P2  4.241379 
 P3  4.586207 
 P4  4.655172 
 P5  3.965517 
 P6  4.172414 
 P7  5.275862 
 P8  4.137931 
 LF1  3.655172 
 LM1  3.172414 
 LM2  4.344828 
 LM3  3.103448 
 IM1  3.586207 
 IM2  5.034483 
 IM3  3.137931 

  Table 66.2    Post-test results  

 Participant 
 Mean 
scores 

 P1  3.62069 
 P2  4.241379 
 P3  3.758621 
 P4  5 
 P5  3.689655 
 P6  4.724138 
 P7  5.931034 
 P8  4.758621 
 LF1  3.310345 
 LM1  3.37931 
 LM2  4.482759 
 LM3  2.655172 
 IM1  3.724138 
 IM2  4.758621 
 IM3  3.62069 

   Table 66.3    Non-parametric test results   

 N  Mean  Std. deviation  Minimum  Maximum 

 Pre  16  4.0474  .66993  3.10  5.28 
 Post  16  4.0776  .81480  2.66  5.93 
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a slight increase in reported happiness from pre- to post-test, the increase was 
 insignifi cant. Therefore, no solid conclusions can be deduced to link the happiness 
level of students with the administration of the social outreach project. 

 To further corroborate the data from the questionnaires, interviews were con-
ducted with the teachers who ran and oversaw the project. The data will be pre-
sented in a narrative form in the following section. 

66.4.1     Teachers’ Observations 

 The teachers were interviewed to get a clearer picture of students’ changes in behav-
ioural patterns. LF1 was observed as quiet, hardworking, and overall a good student 
by her teachers. However she didn’t mingle too much with the classmates except to 
complete assignments. The student had also been observed as a student who was 
keen on asking for additional language practices. After the project, she showed 
more interest in participating with her classmates confi dently and initiated conver-
sations with new people. LM1 was very talkative and tactless before the project. The 
student showed a signifi cant change in interaction with people. The student was 
noted to be sensitive and more cautious before he articulated his ideas. LM2 on the 
other hand, was the motivator of the group. He was observed as the dynamic leader 
of his group. After the project, he showed increased leadership and managed to steer 
his group members to submit the assignment before the deadline. They were the fi rst 
team to submit the assignment. He was more confi dent to speak in English as com-
pared to prior to the project. LM3 was as talkative as LM1, but he was slightly 
weaker in English profi ciency than LM1. The student was not shy and had shown 
tremendous level of effort in his interactions with his peers. After the project, LM3 
had told one of the teachers about how grateful he felt with his life. He also had 
noted that he had learned to be “happier and positive.” IF1 was observed by the 
teacher and she was known to be quiet, smart and obedient, common attributes of a 
follower. After the project, the student transformed, at her own volition to lead her 
team and became more communicative. She noted that she wanted to do the same 

    Table 66.4    Wilcoxon signed ranks test results   

 N  Mean rank  Sum of ranks 

 Post – Pre  Negative ranks  6(a)  7.92  47.50 
 Positive ranks  8(b)  7.19  57.50 
 Ties  2(c) 
 Total  16 

  Table 66.5    Test statistics   Post – Pre 

 Z  −.314(a) 
 Asymp. Sig. (2-tailed)  .753 
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project “when (she) went back to her own country.” According to the interviews 
with the teachers, IM1 was quiet at the outset of the project and showed little inter-
est. A teacher noted that “(he) didn’t do much before the project.” This behaviour 
continued during the project where the teacher was told that IM1 did not contribute 
in the process of completing the assignment. Even so, the teacher asserted that he 
tried his best but, “he’s not a responsive person.” IM2 was observed as very reserved 
and timid. The teachers attested to this based on his lack of participation in the 
classroom. However, he was noted as being a technology-savvy and smart student. 
After the project he communicated more with his classmates and showed more con-
fi dence. The student was elected as the chairperson of the fi lm festival, which show-
cased the videos made by the students to document their experiences throughout the 
duration of the project. IM3 had shown an array of behavioural patterns. He was 
observed to be very quiet, smart, and lazy. Those attributes are at a separate opposi-
tional gamut. A teacher noted that, there’s a high chance that “the traditional class-
room set-up didn’t really pique his interest in learning” because he showed a marked 
difference in attitude during the visit. IM3 sang a song for an audience and showed 
a substantial involvement in the project. After the project, he became more collab-
orative and helpful.  

66.4.2     Thematic and Refl ective Data 

 The students’ refl ective essays were analysed and their writings were plotted into 
themes proposed by Kashdan ( 2004 ). Six students were selected to represent the 
lowest, mid-range and the highest mean scores in the pre-test. For the lowest, stu-
dents IM3 and LM3 covered the themes of Social Interest, Kindness, Humour, 
Sense of Purpose, Awe/Aesthetic Appreciation, and Self-Esteem/Acceptance. IM3 
showed lack of social interest and kindness and went on to express that he “thought 
that considering special needs people is not his business” and that they “are from 
two different worlds.” He thought the project would be boring, but changed his 
mind after and claimed that it “has changed his perception” of special needs people. 
He also exemplifi ed a moderately low self-esteem because he “felt panicked” to 
teach Korean, but managed to overcome it eventually. LM3 on the other hand had 
shown a gamut of emotions with appreciation and acceptance being the most promi-
nent. The student was elated with the experience and wanted “everyone to experi-
ence this at least once in their lives because it will really change your opinion and 
you will fi nd something special along the beautiful journey.” 

 For the two students in the mid-range mean scores, they covered most themes 
except for Awe/Aesthetic Appreciation, Autonomy/Locus of Control, and Physical 
Health. Both students P8 and P6 expressed their interest and felt that the project was 
“meaningful” and that it “was not a bad task.” P6 noted that “although she could not 
understand the person’s story very well, she could feel what the person was feeling.” 
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Self-esteem was an issue for her as she was very reticent in class and “without this 
project, I think I won’t talk to my classmates.” The student P8 managed to under-
stand beyond words and found a sense of purpose in her life. The project has 
“inspired her a lot.” 

 Students in the highest tier of mean scores focused more on Kindness and Self- 
Esteem/Acceptance in their refl ections of the project. IM2 was decidedly honest 
about what he felt about the special needs community and he believed that “they 
have their values for the world although the values are not usually big.” The project 
seemed to be meaningful to him because it was his fi rst time having any contact 
with the said community. P7 felt that “group work made us become closer with 
classmates” and that the project “was a meaningful experience” for her. She now 
knows “more about people with disabilities and learnt that they are positive and 
optimistic.” The student’s refl ection was very positive and she thought the project 
was “unforgettable.” 

 Running across all six refl ections, being meaningful is a recurring idea in their 
writings. Even students with the lowest mean scores seem to be able to refl ect on 
how positive the project was. Most students have never had any experience working 
with the special needs community. Some also mentioned about not getting the 
opportunity to take part in community service in their respective home country. 
Overall, based on the refl ections, there was an increase in happiness among students 
who participated in the project irrespective of their mean scores.   

66.5     Discussion 

 The quantitative data captured in the questionnaire illustrated an insignifi cant 
increase in happiness due to the social outreach intervention, which refutes fi ndings 
by Van Zyl and Rothermann ( 2012 ), Seligman (2005), and Sheldon and Lyubomirsky 
( 2006 ) who found data to the contrary. Instead the fi ndings in this study correlate 
more closely with a study conducted by Henricksen and Stephens ( 2012 ) who found 
that happiness interventions among older adults did not contribute signifi cantly to 
their overall happiness. They also go on to mention that whereas some studies have 
reported increases in happiness due to interventions, the measurement techniques 
used may not be suffi cient. 

 The studies mentioned previously were conducted with large numbers of partici-
pants, and only looked at happiness from a positivist viewpoint, opting to use a 
questionnaire in order to discover any self-reported incidents of increased happi-
ness. While the data provides valuable insight, it subjugates happiness to a number. 
Studies by Dex and Hollingworth ( 2012 ), however, looked into qualitative research 
concerning young people’s understanding of well-being by listening to their voice. 
Studies like this show happiness in its true form: complex and personal. This study, 
while small, also built on studies such as the aforementioned by investigating 
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 happiness in more detail and from a personal perspective in the form of interviews 
and refl ective essays. 

 Initially the quantitative data revealed little in terms of increased happiness 
through a social outreach intervention; however, when the researchers turned their 
attention to interviews they discovered that over time the behaviour of some stu-
dents changed somewhat. Nevertheless, we cannot make claims that this was due to 
increased happiness. Furthermore, when the researchers analysed the question-
naires and refl ective essays in more detail they discovered that the participants 
spoke about the project in a positive manner. One aspect that emerged from the 
qualitative data is the meaningful impact that the project had on the participants. 
Again, we can not make any claims to this increasing their happiness levels, or even 
if it relates to happiness in any signifi cant way. 

 It is then back to the study by Dex and Hollingworth ( 2012 ) who analysed a 
number of studies on children’s voices, where they say, “There is a need for clearer 
understanding on how age differences between children aged 8 and 16 have a vary-
ing impact on what they mean by wellbeing and its components” (p. 26). The 
researchers suggest that understanding what well-being means to younger people 
may assist researchers in creating instruments that more accurately gauge happiness 
from their point of view. To a certain extent this study supports this fi nding in the 
sense that the participants were also young, though not as young as in the aforemen-
tioned study. The participants may have been unfamiliar with happiness as a con-
struct that can be measured, or the questions used may not have suited their own 
interpretation of what constitutes happiness. Finally, happiness may mean different 
things to different people in terms of age and in terms of place of origin. The major-
ity of the studies were carried out in Westernised countries (U.K., U.S., and 
Australia), so there may be some divergence on western notions of happiness when 
it is from an Asian perspective.  

66.6     Conclusion 

 At the beginning of the study, the researchers identifi ed two research questions that 
they wished to investigate: (1) Does a social outreach project increase happiness 
levels among students?; (2) Are there any marked differences in the state of happi-
ness before and after the social outreach project? As for research question 1, the 
quantitative data reveals that there is no signifi cant increase in happiness levels from 
the administered questionnaire in the pre- and post-test, so the research question. 
Question 2 proves more complex to answer. Whereas teachers reported a noted 
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difference in behaviour and the students themselves reported positive outcomes 
from the project, there is no conclusive way to ascertain if these relate in any way to 
an increase in their happiness levels. 

 Though large scale positivist, number driven studies can provide a general over-
view of happiness, they fail to take into account the complex and personal side of 
human happiness. This study found a large divergence between quantitative and 
qualitative data, which shows on the one side happiness is constant with little fl uc-
tuation, however, when seen from the perspective of others and from the self, there 
is a behaviour change. More research, though, is needed to discover if this change 
is driven by happiness of another construct such as motivation.  

66.7     Future Research 

 The effect of a social outreach project may have had an impact on learners’ motiva-
tion in terms of happiness. When the learners are motivated to complete a task, their 
attitudes and affective states infl uence the degree of effort that the learners are going 
to practise English language (Ellis  2006 ). In this social outreach project context, 
English language is adopted because the learners are interested in the community 
and culture. Integrative motivation allows the learners to manipulate and overcome 
the people of English language (Lambert and Gardner  1972 ). Apart from integrative 
motivation, intrinsic motivation encourages the learners to seek happiness from the 
project. Participating in the social outreach project could inspire them to be more 
collaborative, helpful and happier, because positive attributes are gained from the 
assigned task (Ellis  2006 ). Hence, the student participation is understood that inte-
grative motivation lies heavily within the members of the society. There is then the 
opportunity for researchers to combine research on motivation, which is long stand-
ing, and advance it with research into happiness and how they both relate to each 
other. 

 Other research may need to take a post-positivist view towards researching 
happiness as it is a complex construct which is inherent to each person. By follow-
ing the word by Dex and Hollingworth ( 2012 ), researchers could investigate what 
happiness means to each participant fi rst, and then proceed to follow that partici-
pant and note changes in happiness based on the participant’s own interpretation 
of it. Maybe then, the data will be able to more precisely illustrate what represents 
happiness and what interventions can be put in place to increase it, or simply 
maintain it.      
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    Chapter 67   
 Nonverbal Communication Among Arab 
Debaters in Malaysia       

       Majdan     bin     Paharal     Radzi      and     Zurina     Khairuddin    

    Abstract     Arabic Language learners, specifi cally the debaters, should be competent 
in their performance of the language. There are several ways to master Arabic and 
one of them is through debate. This study attempted to identify the competency of 
Arabic debaters in their performance through Arabic Language Debate. This study 
used the qualitative research design in which nonverbal communication was ana-
lyzed. Six debaters were studied. The debates were analyzed after they were 
recorded. In addition, the researcher took notes while observing their hand motions, 
their visual contact, and use of emotions. The results of the study showed that non-
verbal communication and effective debate correlated. Precisely, good use of hand 
motions, visual contact, and emotions enabled debaters to be more effective in con-
veying the message and infl uence listeners (viewers) to interact with them. Using 
hand gestures, keeping eye contact, and using the right emotion were in line with the 
context made by the debaters and it showed that the debaters expressed what they 
want to convey to the audience more effectively.  

  Keywords     Nonverbal communication   •   Effective debate   •   Malaysian Arabic 
learners  

67.1         Introduction 

 Mastering the profi ciency of Arabic is one of the key problems for non-native speak-
ers. Therefore, this is an important issue that needs continuous study and develop-
ment. This is due to the obsession of mastering the profi ciency of Arabic language, 
which is growing more and more in the minds of learners. If the goal of debate was 
identical to the requirements, the exerted efforts to fi x fault and to improve their 
standard are continuing, therefore it will lead the learners to retain the Islamic 
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identity and the ancient Arabic culture. Hence, the foundations of the present research 
are very clear as it is linked to the level of understanding of science and culture. 
Arabic is the medium used by the researcher as an important tool to reach the desired 
goal. Therefore, the focus in this process should be to defi ne the language skills, 
which will enable the researcher to understand the data clearly and precisely. 

 The study aimed to investigate the role of the vocal and oratorical skills through 
debate. In fact, participating in debating activities provides the students with a vital 
opportunity to enhance these skills. Moreover, the researcher used qualitative 
approach to look at two sides: fi rst is the ability of the debaters to pronounce the 
Arabic sounds and second is the ability of the debaters in the arts of diction.  

67.2     Nonverbal Communication 

 Communication is a very important component when it comes to dealing with peo-
ple. Communication consists of two dimensions: verbal and nonverbal. Individuals 
need to have communicative abilities which demand them to go beyond the linguis-
tic context and pay attention to the nonverbal cues of their speaking-partners. De 
Vito and Hecht ( 1990 , p. 4) describe nonverbal communication as “all of the mes-
sages other than words that people exchange” and the use of these symbolic mes-
sages are intentional. In addition to that, spoken messages need to be complemented 
by nonverbal messages. Some researchers even asserted that nonverbal language is 
used more repeatedly than verbal communication (Goldin-Meadow  2004 ; Kelly and 
Goldsmith  2004 ; Schober  1999 ; Warfi eld  2001 ). Some of the examples of nonverbal 
communication are body language, facial expressions, prosodic vocal features, 
time, touch, space, physical appearance, and environment and these features are 
used to communicate meaning (De Vito and Hecht  1990 ). Many scholars discuss 
the effectiveness of using nonverbal communication to enhance the language com-
petence. Turk ( 1985 ) mentioned that all the hints, indications, and suggestions we 
communicate are about how we act. When we communicate, we are not only giving 
the verbal presentation, but also with a whole range of gestures, movements and 
expressions. 

 The body language is considered as a signifi cant method of the effective contacts 
and communications among people. The use of this method is indispensable in 
every contact. Accordingly, Yousef ( 2007 ) mentioned that if the speaker seeks to 
deliver an infl uential speech, then it is upon his behaviour to use the physical ges-
tures, where the body language would help the audience to catch the gist of the 
speech easily and clearly. For instance, the phrase go straight down the pedestrian 
walk can be complemented with hand gestures. 

 Most of the language speakers use different gestures in delivering the speeches; 
some use the beckons of eyes, eyebrows, mouth, facial expressions, arms and hands 
beckons too. In addition, there are several types of smiles to use (Mursi and Khaled 
 2008 ). These gestures are very useful in the speech or the talk, which affect the 
hearts of listeners as it indicates that the speaker strives hard to deliver the targeted 
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message. Therefore, the best speaker who can use the proper gestures which are 
consistent with his words and audience emotions can create harmony of the speech 
Yousef ( 2007 ). According to Ramzi al-Husamiy ( 2004 : 86) who studied gestures, 
“there is personal gestures for every human, which should be close to him as same 
as his toothbrush, however, people are different and naturally the gestures will be 
different too, whenever they act it.” 

 Diction or the arts of speech requires the body language and one of the most use-
ful gestures is hand gesture. Mursi and Khaled ( 2008 ) agreed that the usage of hand 
gestures when delivering a speech could strengthen the signifi cance of the meanings 
and affi rm it. Other than that, it can also carry specifi c connotations to the audience. 
In contrast, they disagree with some other gestures of the hand, such as crisscross-
ing fi ngers when delivering the speech (Mursi and Khaled  2008 ).  

67.3     Debate 

 Debate is the process of inquiry and advocacy. It is also a way of arriving at a rea-
soned judgment on a proposition (Austin and Steinberg  1999 ). Farisi and Salah 
( 2009 ) referred to Lisan Al Arab to understand the meaning of “debate”. They said 
“linguistically, one debated another means he became his/her opponent. One 
debated another means competed with him/her based on logic. Something is debated 
with another means being compared to another. When people debate over some-
thing, they do argue”. Debate is actually derived from “looking at things by the 
mind, which means looking at things logically”. 

 Sadiq and Hasan ( 2002 ) believed that the linguistic concept of debate in Taj Al 
Arous Dictionary by Zubaidi is very similar to what others indicated. To him, debate 
is questioning something and providing evidences the debater can see by his/her 
mind. Although this defi nition gives the word “debate” a psychological dimension 
by using the word “mind”, it still does not reach the level, where the comprehensive 
linguistic concept of the word “debate” is reached. 

 Debate “ munazarah ” is rooted as mufa’ala. The root of the word is  nazara , 
which refers to looking into something, that is participation and it means having 
more than one person to participate in such a debate. There are two connotations of 
the word “ nazara ”, which means looking into something. The physical meaning 
refers to the black clear dot in the eye by which one can see things, while the abstract 
meaning means contemplating something. This is what was mentioned by Al 
Hasnawi when he differentiated between the abstract and physical meanings of the 
word (Farisi and Salah  2009 ). 

 Debate has gotten the attention of the government of Malaysia. For example, at 
university level, debate awards were given out by the Prime Minister of Malaysia. 
This debate competition was fi rst held by The International Islamic University of 
Malaysia. The name of such a competition was Debate in Arabic among Universities 
in Malaysia. In this debate competition, almost all Malaysian universities participate. 
In addition, many debate competitions have taken place in Malaysia. These compe-
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titions include Royal Debate, Debate among Universities, Debate in Arabic at 
ASEAN universities level, Arabic debate among Colleges, and Arabic debate com-
petitions among Students’ Hostels (Farisi and Salah  2009 ). 

 The following Table  67.1  illustrates the marks:

     1.    Content was evaluated from different aspects including suitability, improvement 
and creativity, explaining reasons and facts, giving examples and providing con-
vincing answers to questions from the opponents.   

   2.    Performance was evaluated based on the suitability of the debater’s speech and 
its effectiveness during the speech and providing the audience with evidence and 
references.   

   3.    Fluency was evaluated based on grammar and correct pronunciation.    

  In this context, the researcher believes that correct pronunciation and proper pre-
sentation of ideas during a debate are very crucial because these two factors can 
enable the debater to do well. Besides, there are different characteristics that debat-
ers should have to be effective. For example, Wood and Goodnight ( 1987 ) stated the 
important characteristics that debaters should have. These are as follows:

    1.    Debaters should deliver their speech as if they are talking to each individual. 
They should convey the impression that they are persons.   

   2.    Debaters should develop in their speeches an extemporaneous quality that com-
municates a corresponding reaction to critics.   

   3.    Debaters should use bodily actions to facilitate persuasive communication. Any 
gestures, facial expression and body movements used should help emphasize the 
arguments and help keep the interest of the judge.    

  One of the important characteristics of a debater is to be able to communicate 
effectively through nonverbal communication, particularly body language (Snider 
 2008 ). This is a result of, according to Yeşil ( 2008 ), debaters are very responsive to 
each other’s nonverbal behaviours. In other words, debaters are often affected by 
their fellow debaters’ nonverbal behaviours in a negative way. Therefore, it is 
important that a debater is able to intimidate their opponent through body 
language.  

67.4     Research Design 

 This section sheds light on the qualitative method used in this research, along with 
the research tools, procedures of data collection, and data analysis. 

   Table 67.1    List of debaters marks   

 Total  Content  Performance  Fluency 

 100  20  40  40 
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 This study focused on the qualitative approach to collect and analyze the data. 
Marican ( 2009 ) agreed that the qualitative approach relies on analyzing the data and 
numbers such as the study of behaviour, personalities, taking decisions, and the 
study of parents feeling who beat their kids, to conclude with that this approach 
focus on real events, and study the event itself. 

 Strauss and Corbin ( 1990 ) pointed out that the qualitative research is a type of 
research that produces results which cannot be reached through statistical proce-
dures or others of quantitative measurement procedures. The theme of this research 
highlights the human behaviour and performance, the social communication, and 
interactions. Therefore, the researcher used a qualitative approach due to its rele-
vance to conduct the study. 

 The following chart illustrates the research procedures (Fig.  67.1 ):
   To illustrate the subject and classify the data, see the graph below:

    The steps of data classifi cation and coding   

  

Subjects
Coding

Reduce the
classification to 20

Output 30-40
Classification

Number of
Procedures in texts

Total of pages

Reduce
overlapping&
redundancy

Naming &
coding data

Divide the
subject into parts

Reading raw
data

  

the research
procedures

video
recording

writing Data
classification

interview
Analysis

  Fig. 67.1    Research procedures       
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67.4.1        Discussion 

 The researcher analyzed and discussed the data with regards to the qualitative 
approach. 

67.4.1.1     Speech Analysis 

 This section focuses on the analysis of body language, actions, standing, voice, and 
tones with discussing its facets and answering this question:

    1.    What are the student’s possibilities in doing the physical movements?      

67.4.1.2    Analysis of Movements in General 

 After analyzing the data, the researcher found that the students’ possibilities in 
doing the physical movements are listed in the following main movements:

    1.     Hand motions (Movement) : the hand moves is considered a positive impact in 
general. The phenomenon of hand movements is to move both hands and use 
them in a certain way to show respect while the move of clasping fi ngers indi-
cates negative impact of the speaker.   

   2.     Visual contact : To the audience, the visual transition is an important aspect of a 
good speaker. However, looking at the paper and reading it and not looking at the 
people is a negative aspect, which indicates a lack of readiness or preparation or 
lack of self-confi dence.   

   3.     Emotions : interaction with the speech is a very impressive thing. For example, 
the speaker, who uses negative tools like no and not in a serious manner and 
therefore, interaction is a negative thing when it comes to debating.     

 This section studies and analyzes the previous movements.    

67.5     Hand Motions 

 This section covers a part of data analysis under the art of speech which the study 
looked at with regards to hand motions (Table  67.2 ). The fi nding of this study 
revealed that there are some positive and negative aspects in using hand motion. 
However, hands usage during the speech should be adequate to the spoken text and 
strengthen its meaning, and to transmit certain sense to the audience. Furthermore, 
the researcher noticed that most of the good speakers or orators used positive 
motions of the hands to attract the audience heeds. The following are some of the 
positive and negative aspects of hand’s motion observed by the researcher to two 
speakers.
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   The fi rst speaker used P1 to pronounce the following statement: “Thanks to His 
Excellency, the distinguished President of the Parliament” used both hands to 
indicate the referred person which is “the president of the parliament”, in a certain 
way carries the meanings of appreciation and respect to express humility. The 
researcher considers that these effects are very signifi cant in the beginning of 
every speech, especially prior entering into the subject and suggest arguments 
because the audience do not know the debater’s character. Therefore, it is recom-
mended that debaters use a variety of physical motions to give a good impression 
of him. Thus, this phase can be termed as editorial welcoming. The third speaker 
P3 used two motions to distinguish between two things in the next statement “and 
created Moses to Pharaoh, and create the Israel to Palestine,” where this metaphor 
made the idea more meaningful to the audience as well as to get better under-
standing of what is said. 

 Other than that, the statement of welcoming in Arabic “عليكم  peace be‘ ,”السلام 
upon you’, the researcher believes, is supposed to be said quietly, and the debater P3 
used good kinetic method to use both hands to welcome, which made the audience 
feel comfortable and calm. 

 If we refer back to P1, we will fi nd that the debate was not indicated using two 
examples of motions and the debater was able to use his hands to refer to it or to use 
her fi ngers to the enumeration. In addition, the debater was clasping fi ngers during 
the diction process. Nevertheless, the use of both hands is mostly not a negative 
aspect because the debater can use his fi ngers to enumerate certain points. 

 Moreover, it was noted that P5 was clasping her fi ngers when saying: “I start 
with the name of Allah the most companion and the most Merciful,” and “telling 
you”. The researcher believes that it was better for her to use her fi ngers or hands in 
a way or another, which had a dramatic impact upon the audience.  

67.6     Visual Contact 

 As shown in the Table  67.3 , the researcher noticed that the errors in visual contact 
are frequent in certain positions and these errors need a close observation. For 
example, when addressing the audience using the sound “O”, the speaker should 
direct his look at people and look at their faces.

   Furthermore, P1, P4, and P6 did not use the visual contact in the statement “our 
dear audience” all of them were reading from the sheet, not looking at the audience, 

   Table 67.2    The analysis of hands motion   

 Observation  Analysis 

 Clasping fi ngers P5  Move both hand P1  Hands motions 

 Move both hands to indicate something 
P3 
 Move both hand for welcoming P3 
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which indicated un-readiness of the debater as well as lack of self-confi dence. The 
same thing happened with P1, P2 and P5. These debaters said: “Participation in 
student’s activities help in the academic progress,” and P5 also did the same when 
he/she said “Participation in student activities does not help in the academic prog-
ress”. The purport of the talk is that visual contact is very signifi cant while looking 
at the ground or sheet, and not looking to the audience is a negative aspect because 
it indicates lack of willingness and self-confi dence.  

67.7     Emotions 

 More relevant aspects to the art of diction are gesture and people are different in 
their gestures, but a good debater can still use the proper and appropriate gestures at 
the proper time to support his speech and make it meaningful. 

 From the previous observation, the researcher found several positive and effec-
tive emotions used by the debaters (Table  67.4 ). One of these emotions was the 
smile. However, other debaters neglected this motion, which is considered very sig-
nifi cant in any speech. Moreover, humour and wittiness help to make the audience 
less bored where other emotions were observed.

67.8        Summary 

 The art of speech or diction is a skill to improve the Arabic language and debate is 
an effective tool to achieve it. The main motive behind doing this research was the 
urgent need to conduct further studies about this art as a vital tool to reduce the 

   Table 67.3    Analysis of visual contact   

 Observation  Analysis 

 P1, P2, and P3 none of them used the Visual contact during addressing the 
audience like “our valued audience” all of them were reading from the sheet, and 
not looking at the audience, which indicates un-readiness of the debater, and lack 
of self-confi dence 

 Visual 
contact 

   Table 67.4    Emotions analysis   

 Emotions  Analysis 

 Misunderstand of debater to face 
motions 

 Negative tools such as no and not reveal 
to seriousness and interaction 

 Emotions 

 Lack of smile on audience face which 
express not clear understanding 
 Lack of interaction at the time of the 
serious things 
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shyness and the fear of facing people and to enable students to speak fl uently in 
Arabic. Furthermore, learning the body languages such as gesture, visual contact, 
and hands motions has a vital role in the daily communication. The speaker, who 
can master all of these motions, can easily express what he wants and delivers his 
words to the audience in a short way. He/she will also be able to capture the audi-
ence’s attention.     
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