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EDI TORGOS NOTE

Welcome to the second edition of JIRSEA for this year. For various unavoidable
circumstances, this edition is slightly delayed. Please accept my apologies.

In this edition we have contributiongofn The Philippines, Jordan, Thailand and
Malaysia The main theme of these articlessisft skillsor what some calledeneric
competencieand their incorporation intmainstream university subjects in order to help
graduates secure appropriate and gaogloyment.

Although the coverage is obviously not comprehensive as there are many aspects of soft
skills that need to be covered, inertia to overcome, acceptance of the new additions to
long held tradition in education to espouse and so on.

Some of theatrticles touched upon a wider aspect than just soft skills and their

i mpl ementati on. 't is inevitable that i n
holds a pivotal role in its succeddashitoh et al illustrated thpractical challenges of
changethat face management. It is also instructive to note from that article the myriad of
little things that seemed to have been glossed over in the preparation for change in this
case, something that appears to be typical whenever management is not capable.

Thanawan and Punchalee discuss one of the potential toolsel not only in
assimilating soft skills into mainstream subjects, but in changing attitutiesy
advocated teaching English as a Foreign Language thrtheyhebased grammar
instruction It is no longer learning English for the sake of learning English but learning
English to enhance learning itself.

Other papers in this edition discusther potential tools such as computer simulation, and
all are geared towards enhancing understanding oiitbeglearning.

At this juncture | wish to thank all our contributors to this issue and the various
anonymouseviewers who had given their time ensuring the quality of this journal.

Happy reading!

Nirwan ldrus

Editor
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PROMOTING DEVELOPM ENTAL
OUTCOMES FOR
CHILDREN -IN-CONFLICT WITH THE
LAW:

THE DLSU-D FRAMEWORK

Alice T. Valerio

Allied Business Department
De La Salle Universippasmarinas
Dasmarinas City, Cavite, Philippines
alicevalerio@yhoo.com

Abstract

Universities are heeding to the call of its social responsibility by doing its role in
value formation ofthe students who are formally enrolled in the institution and
those whaoare outof school but have been deprived of decent amrnal life.

They are those who have serious behavioral and emotional difficulties, and their
upbringing and family situation are often problematic. This paper presents a
framework on how De La Salle UniversiBasmarinas (DLSHD) can intervene

to improvethe physical, social, emotional, mental, moral, economic, and spiritual
life of the childrerin-conflict with the law (CICL) in Cavite, Philippines. Some
literatures are reviewed to provide inputs to the framework. A collaborative effort
with the governmenand civil society partners is seen to be an effective strategy
to achieve the goals. It is believed that Dl-BUcould best respond to the
challenges while maintaining its main values and goals of touching the minds,
touching the hearts, and transformitige lives of the youth.It is hoped that
through this framework, DLSUD will be able to effectivelysustain its mandate

of promotingChristian valueslife skills, and livelihood skills to its constituents.
Improving their lives will increase their prochive capacity which will positively
contribute in the development of their communities.

Keywords: Childrenin-conflict with the law, youth offenders, developmental
outcomes, residents, value formation


mailto:alicevalerio@yahoo.com

Volume 10 Number 2 October/November 2012 JIRSEA

Introduction

In the Philippiness o c i eoncgrd fer children is very evident in the large collection of literature on
their situation, issues and concerns, and developnidne. best interest of the children has been one of
the major concerns in the creation of programs that incorporate systatatnpts to bring about
personality and attitudinal changes, specifically, in moral standards; emotional stability and self
control, tolerance for frustration, and in setfncept.

In the 2000 Census of the Philippine population, the youth, aged 24 years oldformed32

percent of the 76.5 million Filipinos. With this population, a total of 5,825,425 children and youth
are at risk, comysing 3,000,000 children with disabilities, 246,011 street children, 64,000
victims of armed conflict, 2,400,000ho are exposed to hazardous working conditions, 4,097
sexually abused, 11,317 children in conflict with the law, 3,694 abandoned and neglected, and
100,000 commercial sexually exploitdceones, 2006)

The increasing number of youtfrconflict with the law in the Philippines has been quite

alarming." Child in Conflict with the Law" refers to
an offense undemMmaBohieppinder!| d8s avhoer comes i nto
systemasaresultoeb ng suspected or accused of committin
200600)Among those croinskdeared dMamgdtoned and negl ect e
been taken in by existinBepartment ofSocial Welfare and Developmerd$WD) facilities,

children deliberately used in criminal activities and childrenvoimen prostitutes Such is the

context of children who become vulnerable to circumstances where they come into conflict with

the law (Save the Children UK, 2004)

There are three major agées that provide custodial or confinement facilities and services for
the youth offendersThese include the DSWD, the Bureau of Jail Management and Penology
(BJMP), and the Bureau of Corrections which is under the Department of Justice. The DSWD
supervise the facilities and services for 6,991 youth offenders nationwide. About 1,340 youth
offenders are confined in various regional rehabilitation centers for youth nationwide while 5,651
of youth offenders are under the commuitifsed rehabilitation progra(Bave the Children UK,
2004)

Because of the growing concern for delinquent yothithRepublic Act 9344, also known as the
Juvenile Justice and Welfare Act of 2006, was passed establishing a comprehensive juvenile
justice and wlfare system and creagjithe divenile Justice andNelfare Council. It covers the
different stages involving children at risk and children in conflict with the law from prevention to
rehabilitation and reintegration.

The increasing number of CICL is not only true in thdigpines but in other countries as well.
International standards require countries to promote the establishment of laws, procedures,
authorities and institutions that respect the rights of children in conflict with the law and are
directed towards theirehabilitation and reintegration into society. The primary instrument
guiding the development of juvenile justice is thated NationgConvention on the Rights of the

Child (CRC), of 1989, which has been ratified by every country in South Asia. Staés [zaie
obliged to give effect to the Convention by means of laws, policies and practices designed to
further its goals (UNICEF, 2006).

The UN Convention on the Rights of thkild (1 98 9) emphasi zed that the @
chil do mu s ¢primdrywengideratiorein all &ctions undertaken by any public or private

6
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institution/agency or individual concerning the
and care as i s n e-bemg mking into dcapunt ttee righdimd dutekHos hiswre | |
her parents, legal guardians, or other individuals legally responsible for him or her, and, to this
end, shall take al/l appropriate | egislative and

The De La Salle Universitipasmarinas (DLSKD) in Cavite, Philippines is laying out the
ground worksto fully operationalize the Bahay Paga Youth Center (BPYC).This is
anchoredrn its mandate of promoting sustainable outreach projects catering to the needs of the
youth and other beneficiaries not only in @awut in the whole region as well. Along with

t his mandat e, one of the Universityds goal s i
formation) values, life skills, and livelihood skills to its constituents. The University has been
playing a meanirfgl role in improving the quality of life of young and adults in the service
areas and provide thewith equal opportunities to develop their human capacities. The growing
concern of the University on youth development specifically involves social portecti the

most vulnerable sector and communities through social welfare and assistance. The
University firmly believes that improving their lives will increase their productive capacity and
indirectly their communities gain.

This paper sets owa model or framework on how DLSD can play a major role in improving
the physical, social, emotional, mental, moral, economic, and spiritual life of the CICL. Some
literatures are utilized to gain insights and to provide inputs to the framework.

Related Literature on the situation of children in conflict with the law

Much has been written about the CICL not only in the Philippines but in other countries as well
using various methodologies such as faEtace interviews to survéyg of secondary datand

case studies. In the Philippines, some of the studies and researches were limited to specific cities
in Metro Manila while others had a nati@nde coverage. This section summarizes the studies
involving CICL which will give direction on the framewothat this paper hopes to accomplish.

The Division of Research and Law Reform of the University of the Philippines (UP) Law Center

conducted a Socibegal Research Project on Youthful Offenders from 1979 to 18&ta were

obtained from the Juvenile d@omestic Relations Courts (JDRCSs) project, detention centers and

jails in Manila, Quezon City, Caloocan, Pasay, Makati, Pasig, and Valenzuela. About 323
childrenbs cases wer e A ONIGEE-cpmmissianed study nedtittedh nal y z e ©
ASituat siwmean AQhil lydr en i n Conflict with the Law
conducted by the Ateneo Law School in 1997, influence. revealed that the Fiipidoin

conflict with the law is usually male; between the ages of 14l@ndlementary graduate, rdid

child from a lowincome family with fourto six members; charged with propergfated crimes

(robbery and theft) and, exposed to drugs or gang.

Carlota, S. and Carlota, A. (1983) highlighted on the legal and psychological problems of juvenile
delinquency in Metro Manila. They identified the probable psychological causes of juvenile
delinquency; determined the intellectual and personality profiles of juvenile delinquents; and
suggested criteria for the evaluation of the efficacy of treatment pregodmehabilitation
centers. One of their recommendations is the creation of a program that incorporates systematic
attempts to bring about personality and attitudinal changes, specifically, in moral standards;
emotional stability and setfontrol, tolerace for frustration, and in setbncept.
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The crimes committed by Filipino youth offenders include both index andndex crimes.
Statistics from the Department of Social Welfare and Development (DSWD) showed that crimes
against property, including thefrobbery, qualified theft and carnapping, represent the majority

of the cases-rom 1995 to 2003,wer 50,000children in the Philippines have been arrested and
detained. Abou®8 children get arrestedvery day or more than one child for every houm

many prisons and institutions, they are often denied the right to medical care, eduwradiolividual
development. Thegre detained in a small (3m X 7approx) unventilated concrete cell. Their cell is in a

block containing over a hundred coneidtadult prisoners. There are no beddings or basic sanitary items
supplied by the jailChildren are reported to be underfed and hungry and diagnoseavioiy
hepatitis and TB. They are often sexually abused by other adult inmates or prison audtmatities

are sold as child prostitutes. They have been detained for months without charges, legal counsel
or any regard for their legal rights. No arrest warrants were issued at the time of their arrest and
no court order was given for their detention. Nonehafse children has been provided with
competent legal counsel, as required by Philippine(kxada Foundation, Inc., 2002). In contrast,

th e Singapore Childrendéds Society (2005) not ed t ha
healthy growth and developmenthese include food and nutritipeafety a nurturing environment
protection from harm, secure emotional tiasd educationOn May 6, 2005, there were about 2,100
children in jails across the Philippines, 20 of them on demth(De La Cruz, 2004).

The most common types of offenses committed by the CICL in Cebu are offenses against
property, drugrelated offenses, and sexual offenses. They usually turn to drugs to forget about
their problemsr reducetheir fear of commithg other crimes. They also buy, sell and use other
more potent and expensive drugs like shabu. For sexual offenses, the victim is also a child. Other
offenses include physical injury and murder, especially when aheyunderthe influence of

drugs losilg control of their emotions. These can be attributed mostly to physical abuse in the
family, lack of discipline, and parental neglect (Ateneo Law School, 1998).

The most common feature among the CICL is their poor economic conditathetaTempla

(2001) describesc hi | dr en and -sunvivotshof tleessoci@conomitallynmoted
injuries of their CfltaasialoirevealedthadClCGireaftenaomeffrdm e s 0 .
large families with 5 to 6 childremavingvery low incomeof aroundPhp5,000 (S$125) per

month. In Davao City, bildren who find themselves in conflict with the law are either neglected

or stowaway children from neighboring provinces. They are on the streets for survival. In many
instances, theseschifl dmegdectior st msnt dmoen | mpove
than deliberate parental neglect or abandonment (Templa et al. halDepartment of Sociology

of the Polytechnic University of the Philippines (1993) used the case study method and covered nine
children nationwide to describe the status and situation of children in conflict with the law. They found
that themost common feature among the nine children is their poor economic conditions under which they
came into conflict with the law.

The presencef both parents takingare of their children proved to be very important in

preventing thechildrenfrom doing crimes. In cases of CICL, the fathers are usually unemployed

or they are living only with their mothers. Additionalbtleast 606 of CICL donot live with any

parent at all when arrested. Moreover, physical and sexual abuse at home is the cause of children
taking to the streets where they find fAsubstit
behavior, theft, robbery, and more seriotmes (Mella & Tomio, 2004).

A research done by the Savbe ChildrerUK (SC-UK) (2004) in the three main population
centers in the countdyMetro Manila, Cebu and Davao, representing Luzon, Visayas and
Mindanao noted how much the country is in nekdroorganized system of diversion, including

a communitybased restorative justice model of mediation. They emphasized the need to ensure
that all offenders should be diverted from the court process through a graduated range of

8
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communitybased optiorigrom warning to mediation dependingn the seriousnhess of the
offence.

Communitybased family support projects that alleviate poverty are not reflected in the local
government budget nor do these appear in the social welfare reports of the local déaial we
officers (Ateneo Human Rights Center, 200#)ence, nore than one million children worldwide
detained by law enforcement officials are often denied the right to medical care, education and
individual development.

Because of the very depressingnditions of the CICL Carlota S. and Carlota, A(1983)
recommended thereation of a program that incorporates systematic attempts to bring about
personality and attitudinal changes, specifically, in moral standards; emotional stability and self
control, tolerance for frustration; and in selfoncept . Li kewi se, t he
Society (2005) asserted that the children have basic needs for their healthy growth and
developmentThese include food and nutritipgafety a nurturingenvironment, protection from

harm, secure emotional tiesnd educationThey should bgrovided witha strong and healthy
foundation for i fe. Services and progr ams
physical, social, emotional and intelteal development, functioning, and wbking.

From the foregoing, it can be deduced that while the primary and most important pillar of the
justice system is the community, its responses to issues relating to CICL remain inadequate.
There is a need, thefore, for an intervention by an academic institution, as part of its social
responsibility asa means of providing options towards the best interest of the child and along the
principles of restorative justice.

Framework for promoting developmental outcomes for childrenin-
conflict with the law

Educational institutions occupy a central position in the development of any sdtieyyshould
not only be more conscious of their r®la providingthe youthwith good qualityeducation but
shouldalso fufil their mission in transformintheir lives toevolve and contribute meaningfully.
Such transformation could only take plabeweverwhen these institutiorsre imbuedwith the
Christian spirit.

To help young people transform into responsible andumive citizens, Mercy Corps (2012)
provides a framework thancludes the establishment of assets transformggayure 1).This
requiresengagingyouths in economic, civic, and social activities that foster livelihoods, political
participation and yoltto-youth connections that can prevent riddghaviourswhile fostering
positive youth developmenTo minimize the risks or consequences of conflict, poverty and
injustice, young people must develop relevant knowledge, skills, attitudes and behawiors (i.
capabilities). Young people shoultt aware oftheir roles and responsibilities in the world
Hence, they should be providedth academitvocational skillsand life and soft skills to take

care of their health, make informed decisions, develop raktiips, solve problems, and the like.
Moreover they have to learnio express themselves, amal interact in structured settings to
improvetheir seltconfidence and intrpersonal skills, which increases their ability to contribute
productively to thei development and that of their community. Mercy Corps recognizes the
insufficient opportunities to develop/utilize relevant knowledge, skills, attitudes, and behaviours
effectively, especially in the developing countries. Therefore, mercy Corps ciakteges and
relationships among civil society, government, and the private sector to optimize synergies that

9
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benefit youth in short and long term. Institutional support, therefore, is very critical to address the
needs in the youth transformation. Univeées can play a pivotal new role in addressing the
youth social problems.

Career
Development

b >

Opportunities

Figure 1. Mercy Corps Youth Transformation Framework

Current efforts are geared towarttie institutionalizatiorof DLSU-D-Bahay Paepsa, a facility

that will provide support systems for holistic transformation of the CICL. Bahay$ws the

uni ver si tyos response to the <call to provide
established by DLSYD andDe La Salle Health Sciences Institute partnership with PLDT

Smart Foundation. It seeks to introduce reforms in the administratjostimie for CICL at the
institutional level based on the principles as provided for in the Republic Act 9344. Various
programs shall beprovided for the purposes of intervention and diversion, as well as
rehabilitation of the CICL, for reintegration intwis/her family and/or communityDLSU-D
believesthat protection for CICL can be effected through diversion at the community, police,
and prosecutorsoé6 | evel in the administration
entry into the criminaljstice system.

Figure 2 presents the framework for DLEUBahay Pagsadesigned tadminister a holistic
trangormation program for CICLio improve their physical, social, emotional, mental, moral,
economic, and spiritual life.

Ma x i mi zi n g Ergagemewnt and PastiGipation

in Various Program Components

Residents should have compelling reasons to stay in the Center for rehabilitation and
transformation. They are expected to show maximum commitment and determination to change

through a packagef grograms such as (a) spiritual formation; (b) basic education (academic,
nonacademic, and sports developme(t) livelihood skills training(d) andpost release

The spiritualformation componeninvolves spiritual and moral development of yootfenders
through the inculcation and putting into practice the Christian way of life. The activities shall
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include structured catechetical classes, Sunday masses, morning and evening prayers,
recollections, and other special services.

MaximizingResi dent\ 6
~ Engagement and Patrticipation
ASpiritual Formation

Republic Act ABasic Education
9344 A Livelihood Skills Training program
A Postrelease
DevelopingStrategies to Promote Resi de
—\ PositiveYouth Development Transformation
ASpiritual
Strengthening Public Support and ﬁl\_/ll_orﬁll_Spllrltual
Building Capacity echnica
A Coordination with Local officials
and Other Stakeholders L
A Tapping Volunteers :
A Conduct of Reorientation Semina nghpfr. .
Opportunities in
the Job Market
| Monitoring and Evaluation and/or Self
A Conduct of Research on Program Employment

Effects

Figure 2. DLSUD Bahay Pagasa Framework on Promoting Developmental
Outcomes forChildren-in-Conflict With the Law

The basic education sessia@aredesigned for residents whiasicallyhave no formal to low level

of schooling (Grade @ Grade 3). The basic education activitigl include remedial reading,
writing, simple arithmetic, and science. The knowledge advancement activity is a more advanced
formal educational training. The residents will take formalsgasin Mathematics, English,
Science, Filipino, and Social Studies. The faculty members are volunteers from-DlsBd

other institutions in the locality. For n@tademic activities, the residentdll be given the
chance to harness their potentials it$ auch as music, dances, acting, painting, and other cultural
activities. They will also be given the free hand to form organizations and engage in other
extracurricular activities.

While in the Center, the residents are provided with the opportuniig trained to gain skills on
income generating activities he livelihood skills training programs will provide sufficient skills

for the residents to practice a particular craft or sets of crafts to prepare them for gainful or self
employment. The traings will be on product development and business management. The
residents will be immersed in opportunities which would benefit them once they are released
from the Center. The training areas aregarments, tailoringbackyard gardening/landscaping,
candle making, automotive mechanic, poultry and livestock raising, soap makingspleiegth

11
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sewing, basic electronics, refrigeration and-cainditioning carpentry/cabinetry, Christmas
decors making, engraving, framing, and food processing.

Postreleaseprograms are essential in assisting offenders {establish themselves withihe

wider society. The matters thaiay ultimately lead to imprisonment may be unresolved amd

still capable of influencing the life of the newly released offender. HeheeCenter should

provide the support services and networks necessary to monitor the progress of the residents once
they are released from the Center.

These can be realized through parent education, family counselling, home visitations, formation
of cooperative learning groups and peer support groups, annual homecomings, continuous legal
assistancgpb referrals and placements, scholarship grants to the qualified, and guardianship for
the orphaned, homeless, or abandomait of the postelease progm could be thel@rnative
schools to helphem further theiacademic skills and secure employment.

Communitybased support services are designed to strengthen family life. These are provided to
those reunited with their families/guardigdnsm the evacuation/ rehabilitation centers in order to
facilitate the childbés readjustment and reintegr

The postrelease program should beinforced by family, peers, and the community. This is a
major challenge because community norms may not value the skills and behaviors young people
are trying to adopt, and manoy the CICLcome frompoorfamilies. This suggests thwportance

of providing guidance and moral support, reinforce progress, and help tieeognize
opportunities in the job market and beyond.

Developing Strategies to Promote PositivEouth Development

In the Center, there should beragence of caring, committediults who willprovide moral and
emotional supporiThere should ba pesonal, familylike atmosphere, a sense of camaraderie
with peers and staff, and a sense of belonging.

Strategies must be developed to increase postigagementf residens in several programs
including social integrationskills building, inculcatinga sense of belonging, and incorporating

the elements that seem to drive the success of the most effective youth programs. These will lead
to the development of their leadership skills, -ssifeem, and resiliency to derive the best from
their peer cultureand resist negative influences

Strengthening PublicSupport and Building Capacity

To further improve the services to the residents, active participation of the government-and non
government organizations (NGOs) shall be strength&€hede is a need taordinatewith local
officials and other stakeholders to develop clear, compelling .gBR&lsognizing the need for
public and pri v astreng soemmitment oin the wghupteers tmust also be
obtained Traings and resource persons will be smad from DLSUD, TechnologySkills
Development Authority (TESDA), Department of Trade and Industry (DTI), and other
institutions/agencies. Local governmentits andother benevolent donors shall also be tapped
for funding commitments to improve the fatids of the Center and tmeet the needs for food,
clothing, footwear, transportation assistance, school supahdsnedicines

12
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An orientation or a reorientation seminar/workshop has to be designed from time tfmrtime
memberof the PNP social workers from the DSWD, officials from the barangays, or the LGUs

so that going about the rather holistic approach to dealing with children in conflict with the law
will at least be in accordance with the very conceptual framework upon which the bat.
Technical assistance from the DSWD relative to the implementation of the services and projects
shall be sought.

Monitoring and Evaluation

A monitoring and evaluation component must be in plazebuild a record of effective
approache@ promoting development outcomes for the residéResearch can also be dobhe
studyimpactsof the program.Gatheringevidence on the effects of prograraomponentswill
support the broader goal of increasing tbenmitment of thauniversityto continuousy address
the problems othe CICL.

Organization and Management

The DLSUD Bahay Pagasa is proposed to be supeedsbythe College of Criminal Justice
Education (CCJE) which is under the Office of the Vice ChanctlloAcademicand Research
(VCAR) (Figure 3).[19]. Its direct supervision shall be under the Dean of CCJE who will at the
same time be the Director. It will become a laboratory of the CCJE and the Department of
Paediatricof the DLSU Medical Center.

The training on livelihood skills Wi be coordinated with the Livelihood and Enterprise
Development Center (LEDC), College of Business Administration and Accountancy (CBAA) of
the University, and government agencies like Technical Education and Skills Development
Authority (TESDA), Departrant  of Science and Technology (DOST), Department of
Trade and Industry (DTI), and the Local Government Units (LGUS).

The Bahay Pagsa Director will oversee the operation of all project compone®tiee shall be
assisted byan Administrative Assistant anthe Resident Supervisor. The Resident Supervisor
will manage the house prefects, cook, and security staff of the BahegsRadglhese staff shall

be hired and paid on a fulltime basis. The Administrative Assistant will handle thkyfac
volunteers, foster parents, physician, and legal counsel who will work pro bono either from
DLSU-D or DLSHIS campuses. Also, under the Director are the House Prefect, Spiritual
Adviser/Chaplain, an@ounsellor

The full swing operation of the Bal Pagasa will start in early 2012. During the period under
study, facilities of the Bahay Pagsaarenearing completion. Initial planning and coordination

with the concerned agencies and institutions such as the Department of Social Welfare and
Develgpment, Local Government Units, Regional Trial Court, academic institutions, and the like
as well as screening and evaluation of qualified residents are being conducted.

13
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DLsSU-D
Board of Trustees
DLSU-D
President
T
| |
DLsU-D DLsSU-D
Vice-Chancellor for Wice-Chancellor for

Academics and Finance and Admin
Research Services

DLSUD-BPYC L
Director

House Prefect Counselor Spiritual Adviser Administrative
Assistant
Resident
Supervisor
Facilities Clerk Cook Security
Head Guard
Faculty Foster Physician Legal
volunteers parents counsel

Figure 3. Proposed om@nizational structure of DLSUD Bahay Pagasa
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Abstract

This study aimed at examining the degree of possession of critical thinking skills
among postgraduate university students at Yarmouk University in Jordan. A
purposive sample of 53 students was chosen for the study during the second
semester othe academic year 202D12. A valid and reliable instrument named

the California Critical Thinking Skills Test was used to achieve the primary
purpose of the study. The results of the study indicated that graduate students
under study possess criticalirtking skills below the pedagogically accepted
level of 80% with no statistically significant differences being detected among
them due to gender or qualification. In the light of such findings, a number of
recommendations were suggested for the fielti@fstudy.

Keywords Critical thinking, Skills, California test, Postgraduate Students, and

Jordan.
Introduction
Critical thinking (CT) i's one of isaiamddto mo st S i

develop the human march on this planet. # baen receiving interest since the earl{f @ntury

as a scientifically cognitive field, just as shown in the writings of John Dewey mainly in 1910

1939, where he wused terms |ike OReflective Thi
liberation from nental effort in thinking, particularly in his bodkemocracy and Educatioi\

broader sense of the term 0 Crdimainyirallo40IPBé0ibyn ki ngod w.
Edward Glasser so as to entail O6item testingb

Based on the importance of CT, marglle have emerged for how necessary schools should
generally pay attention to it. Education not only aims at exchanging expertise and information
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bet ween teachers and | earner s, but al so to deve
him/her keepn line with the immediate progress of knowledge and technology. Hence, CT is an

important life skill for people today, teachers need to mdaeiElskills to their students and

explicitly teach them to think critically. Teachers cha transformed in theiteaching and

students can be transformed in their learning through continued, consistent use and application of

CT skills(Cheryl, 2005).

Having reviewed the educational literature, we found several definitbrike term critical
thinkingd or CT as justised in this papérdue to the various theoretical perspectives of authors.
The CT frame traces its roots in analytic philosophy and dates back over 2,500 years. The one
sense of t he t euciat aGacond sense detives frome laadmtiEus or Greek

kritikos with the meaning ofliscerning judgmentet us herein state in general that CT is defined

as:

* a set of mental processes and strategies that learners employ to solve problems, make
decisions and learn new concepts (Sternberg &ialtik, 2004);

*a ment al process that aims at assessing onebbs
evidences, evaluating causes and developing reasonable pretenses (Gunn, 1993);

* a rational manner of thinking that entails analysis, eoptation and imagination, is based
on causes with sefhade evaluation and direction and concerns with making decisions upon
what one believes in with what this all involves of inquiries, hypotheses, alternatives and
primary plans (Elkins, 1999; Jarwan, @20 Norris, 1985);

* a set of skills that one can use for defining remedies, seidetts and specifying problems
(Giroux, 1978); and

* a set of skills and processes with a continuous attempt to test facts or opinions in light of
certain evidence and then reach reliably tested results within a medium of objective
discussion (Watson &Glaser, 1980);

In light of the differences that one can obviously notice in addressing the CT concept by many
authors, a number of common factors exist. CT is neitghekills of decisiormaking nor
problemsolving. It cannot be also subject to a specific strategy (or a certain order of skills) to

process any situation; it requires a judgment to be made by the one who practices it using
individually or collectively theules of logic and reasoning. CT is not similar, as some educators

might consider, to logical reasoning, decisioaking or problensolving or even to the higher

order thinking skills stated in Bloombés (1956)
conparison has led some teachers to believe that they teach their students CT skills when they are

to put emphasis on problesolving strategies. In fact, CT:is

[ € pur p o s-edulatbry judgneeht,fwhich results in interpretation, analysis,
evaluation, ad inference, as well as explanation of the evidential, conceptual,
methodological or contextual consideration that this judgment is based upon
(Facione, 1990; p. 2)].

Critical thinking is an important topic coming in harmony with charigethe modern wdd,

with transformations and immenselvancemenof knowledge.lt will certainly be even more
important aswe help our students acquire CT skidich will enable them to use these in
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analysng, interpréing, evaluating, makinginferenes defining and udgng the various sorts of
newknowledge.

Henry and William (1995¢laimedt h a t CT enlarges onebswanognitive
into more details andoncluded that CT isundamental to and forms tH#asic elements of
communication plays an impatant part in social change, hslpncover bias and prejudice,

allows freedomfrom half-truths and deceptions, chasgene point of viewto anotheras we

continue to examine and-examine ideas that may seem obvious. In fact, critical thinkers can
distinguish between facts and opiniortsin ask questionsgan make detailed observationsan

uncover assumptions agdnmake assertions based on sound logic and solid evidence.

It is essential thakearningCT skills is included in all curricula alorgide speific CT-related
educational programs. Davies (2006) affirms that a stuetgumipped withCT skills will be able

to confidentlyfacethe challenges ahe future.CT is also seensaa liberating educational force,
according tadhe APA Delphi Report (1991andis thereforean influential resource isociey and
oneds personal Ilife (cf. Brookfield, 1997).

Accordingto Ferrett (1997), a critical thinker:

fasks pertinent questions, assesses statemetl
a lack of understandinor information, has a sense of curiosity, is interested in

finding new solutions, is able to clearly define a set of criteria for analyzing

ideas, is willing to examine beliefs, assumptions, and opinions having them

weighed them against facts, listensrefally to others and is able to give

feedback, sees that critical thinking is a lifelong process ofasskssment,

suspends judgment until all facts have been gathered and considered, looks for

evidence to support assumption and beliefs, is able tstampinions when new

facts are found, looks for proof, examines problems closely and is able to reject

information that is incorrect or irrelevant ( Wa d e , 1995)

In terms of Arabidanguagedeachingand learningthe CT skills are necessaamd forma mapr

part of theobjective. Students of Arabi€Curricula and Teaching Method€TMs) need such

skills during their learning as well ashen they become teachemhen they need these to
examine, analyse and evalu#teughts encountered, for instance, wittiie given literary texts

by either reading, listening, writing and speaking (Ashour & Hawamdeh, 2009). Language and
thinking are strongly related,; it is ne\emivisablgo separate them.

Thereforeteachers plagnessential role in CT development as Bef#987) stresses that young
people should be directly guided and taught so that they can effectively employ CT skills within
flexible CT situations. Teachers anstrumental in respect of Cdevelopmen{Paul (1985)lt is
theresponsibility of directorsf educatiorto support those teachgfunter, 1991).

Jordan has been training teachers on CT skills since 48@had resulted for exampie the
establishment of th&ing Abdullah 11 Schools for Excellenc& heseschoolsenroll brilliant
students fom all over the countryand have as theiaims and programsare to sharpen the

s t u d pemstnal @spectnd todevelop theiracademic preparedness and CT leadership skills
(JMoE, 2003; 2005).

It is also a requirement in Jordan tbedcherswith postgraluate educational qualifications must
provide activities that address specific mental functions and pradeas whichenhance their
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student sé pr aicdlassc(Abduthdmid,Cl¥99)sSuchIquialified teachers are largely

relied on to inspire thin-class skills of thinking, research, investigation, planning and execution.

Following observations of a large number of teacl8aghir (2007)concluded that the current

practice is for questions to be answered by grangsoftentimes by the teachereniselves as

time is limited.Exacerbating this situation is the fact thHag¢ fyuestionsequired no thinking but
regurgitatingwhat had been already memorizdttough repetitious actions. Naturalguch

situationsdo not develoghest udent s 6 hGufF & Hawamdéhs 2000)Adeed, what
actually happens during t eachiforguchdeeentecahmi nes st U
either:

- supporting as they enable a student to practice his or her skillsramtives
logical inferencepretense assessmemd concept and hypothesis definition;
or

- hindering, as theyprecludethat practice andesultsin quick (uninformed)
judgment, prejudicepersonahttitudes fanciful ideas legendary thought and
blind imitation (Kafafi, 2000).

Clearly, the aboveignalsthe need for a teacher who is able to provide an inspiring climate in the
classroom. The research reported in this paper investigates the importance of possessing CT skills
in postgraduate students of Arabic Curricula and Teaching Methods (CTM¥aratouk
University (YU).

Review of Literature

Ziyadat and Awamref2009)examined the extend tvhich the teachers of history within Al Salt
Educational Directorate possess CT skills. The
teachers. The sellts of the study revealed that history teadhpossession of CT skills were

below the pedagogically accepted lewsleraged at around 80%here was no statistically

significant difference between genders although there is on the extent of experisacéce.

Maraei and Nawfal (2007) examined CT levels among (510) students from the Faculty of
Education at the university levellhe CT degree among students was below the acceptable
average, which was then determined at the level of (80#@.authordound a difference in the

CT level according to gender in favor of females. Besides, there were differences according to the
university level in favor of the first and second year studénsositive relation was also found

bet ween t he-schal avtrage andl she @Ti leydl and another to be between the CT
skills of deduction and evaluation.

Rabadi(2004) explored the effect of a @ksed training program on the degree at which the high

school teachers in Jordan had possessed and practiced ®i6ll€TA sample of (84) teachers

was selected using observational approach to respond to an instrument comprised of (25) skills
covering the main five CT skills. The degree at which the subject teachers had possessed (and
practiced) the CT skills was geadly low (37%) withameanof 2 .. 6 0The ski | | of Oar
came first and was foll owed by &éinductiondé, o6dec

Abdullat (2003) investigated the effect of a training program based on prblieed learning on

the development of CT skills using the CCTST 2000. A sample of (112)geatlepupils was
divided into experimental and control groups. There were statistically significant differences
betweenthe two groups in favor of the experimental group whereasffevahces existed due to
gender, group and the interaction between gender and group.
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Khraisha(2001) explored how effectively the high school teacherdistory in Jordan assisted

their students to develop CT skills. A sample of (33) teachers was detectespond to a
guestionnaire. The questionnaire consisted of (55) behavioral aspects with 24 of them being CT
aspects along with an-ttlass observation. The level of that assistance was found to be low and
below the pedagogicgllaccepted level of 85%ith no statistically significant differences existed

due to gender, qualification and years of experience.

Tsai (1996) investigated the attitudes of high school teachers in China toward the Cih skills
Social Studiesand how effectively they possess Isuskills. A sample of (11) teachers was
selected and an instrument was developed to collect information about the theory and practice of
CT. It was found that the teachers were uninformed of the concept of CT and that their students
had not acquired the C3kills. Out of the sample chosemly (7) of the teacherawere familiar

with thepracticeof CT.

Cave (1993) attempted to specify the relationship betweschingbehaviorand st udent sé C
development. A sample of (50) teachers was selected. A pastat®nship was found between
the quality of the teaching and the studentsd CT

Wright (1988) investigated the effesaf gender, age and computer literacy on the development
CT ability. A sample of (263) students was selected from &fgity of Nebraska in the USA. No
effects of gender weréound on CT ability.

Following this review, the authorfound that few if any studies explored and examined the
degree by which the postgraduate students of Arabic CTMs at YU possess CT skillgy Mgki

of this literature in terms of the research instrument of the CCTST and the subject population, the
present paper came to give a step forward in this CT field of research; it confirmed what the
previous studies concluded regarding the importan€&Taskills unto a new particular sample of
students.

The critical thinking skills for posgraduate students have been selegté@d the following
assumptions:

9 Ciritical thinking skills are acquirethroughorganized learning starting from the
basic thinkirg skills to the higher thinking skills. Every student can think in a
critical manner if he/she has the opportunity to be trained on and to practice the
same. Critical thinking is a trainable and developable aspect just like any of the
other thinking skills Based on this fact, researchers have found it necessary to
explore and investigate the degree at which the postgraduate students of Arabic
Curricula and Teaching Methods possess critical thinking skills.

9 Critical thinking by postgraduate students is atlueational necessitjo allow
them to have the capability foesearch, exploration, inference and dedudtion
order to reach a sound conclusiortlie research topidfiey are conductingn
fact, they need the critical mental perspeditreat are deeme to be one of the
essential life requirements in the age of IT revolution.

9 The other is administrative in relation to the Curricula and Teaching Department
at Yarmouk University that is restricted to the postgraduate students only and
does not receive urdgraduate students.
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Problem Statement

CT skills have become as essential requirement that postgraduate students should fulfill with the
aim of beingequipped fothe accelerating changes in all the various aspects of the modern life. In
fact, the degre by which such students possess CT skills largely depends on how critically their
instructors think and effectively invite their students to do so. Some studies as mostly shown
above (e.g. Jaafren & Kharabsheh, 2009; Maraei & Nawfal, 2007; Qatami & QZRDO;
Ziyadat, 1995)oncluded CT is impeded mostly lgctorssuch ashe inferior, traditional and
CT-unrelated programis programs teaching and prepariogr wouldbe teachers at the various
faculties of education.

This paper aimat:

a) using the ©€TST 2000to investigae the degree of CT skills possessed fystgraduate
students of Arabic CTMs at YU,

b) describing the impastof gender on that degree in terms of any statistically significant
differences among students at@®0 . )oasd

¢) describing the impastof qualifications on the same degree in terms of any statistically
significant differences aa(O0 . Y0 5

It is anticipated thatfuture benefis will accrue in curriculum planning, teaching method
development anih-class and oubf-class activies

Equally if not more important is the opportunity for tlaeulty members at Ylnhvolved inthe
unconventional thinkindgpased variety of education can trgaridetheir postgraduate students of
Arabic CTMs tobemore a&tive CT skills practitionersand thus developetter CTbasedeaching
performance when at service.

The authors hope that this papét lead tofurther scholarly inquiry about Cbf teachers and

will enrich the educational literature with more-topdae information in relation to CT.
However, this paper isoncerned with the postgraduate students of Arabic CTMs at YU who
were enrolled at Semester |l 2011/2@Q#kRy. Its findings were also: a) related to the type of the
instrument used and b) based othbimow much the subject represented the target population and
how reliable the subject response was to the CCTST 2000 items.

Research Methodology

Having adopted the descriptive analytical approach, this paper concerned itself with collecting,
arrangingand analyzing data and information and then producing the findings and conclusions in
relation to the subject problem.

Subjects Thepopulationfor this study is 53 randomly selected students fronbthpostgraduate
students of Arabic CTMs at YU in Jomlavho wereenrolledin the second semester of the
academic year 2011/201@btained from theStatistical Report of the Faculty of Postgraduate
StudiegTable 1)
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Table 1: Frequencies and Percentages of the Subject Students in Terms of Gender and

Qualification

Variable Categories Frequencies Percentages
Gender Male 28 52.8

Female 25 47.2
Quialification Master 30 56.6

Ph.D. 23 43.4
Total 53 100%

Instrumentation

Being available in two forms and currently one of the most frequently used taoksasure CT
skills, the California Critical Thinking Skills Test (CCTST) 2000 is based on the definition of CT
from the APA Delphi Report of 1990. It is a-8ém, multiplechoice test developed to measure
CT skills. The test is disciplineeutral and has target audience of colleggged individuals
(Facione & Facione, 1994). In fact, the original version of the CCHF&T B was developed by

A. Facione and C. Facione in California in 1991/92. The CCTST is theoretically based on the

APA Delphi consensus coaptualization of CT. A sum of 34 items contained in the CCTST are
drawn from a pool o2 0 ifems developed in a 2fear research program aiming at testing the
validity and reliably of CT. Items selected for inclusion in the CCTST cover the domain of the
five CT cognitive skills identified by the Delphi experts: interpretation, analgseluation,
explanation, and inference. Each one is a mulhleice item designed to be dichotomously
scored, with one correct answer and three or four distracters.

The CQCTST measure a

participantds
inference, evaluation, deductive reasoning, and inductive reasoning (Facione, et al., 2002b) with

ability

t

o] dr aw

30 of the 34 CCTST items being classified as either inductive or deduetisening. The five
subscales of assessment according to Facione, et al. (2082a)

1 Analysis (categorizing, decoding significance, clarifying meaning, examining ideas,
detecting arguments and analyzing arguments into their component elements);

9 Evaluation (assessing claims, assessing arguments, stating results, justifying procedures
and presenting arguments);

1 Inference (querying evidence, conjecturing alternatives and drawing conclusions);

9 Deductive

necessitating the truth of conclusion) and

9 Inductive reasoning(l nducti on)

(an

but not necessitated, by the assumed preafiseth).

argument 6s

reasoning Deduction) (assumed truth of the premises rgmrtedly

concl

Having been determined to be 0.78 to 0.80 using the KRdtiardson 20 Internal Reliability
Coefficient, the CCTST 2000 Version was shown to correlate positivigtycollege level grade
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point average, Scholastic Aptitude math and verbal scores, and Nisoy reading scores
(Facione, et al., 2002bMore to the point, a Jordanian version of this instrumental test was
developed by Shatnawi (2003) after it had been translated into Arabic and also made valid by:

a) presenting it to specialists of measurement and assessment and educational psychology as
all approvedhe strong correlation between the items and the @Etoeasured skills;

b) applying it to a pilot sample of 50 students with the correlation coefficient between their
test scores and aggregate averages being 0.67; and

¢) counting the correlation coeffemt between the total test score and the CT tesscuies
with all being significantly ofJO0 . @abging0 . -B 1 .8TBe test was alsmade reliable
by counting the Alph&rontach Q . )8afd the reliability coefficient using the sghialf
Spearman Brow equation @ . )8 §he test was applied to a randorablected
6adaptationd sample of 1,485 student s; Muat a
sections of Humanities and Sciences at the Faculty of Education (Shatnawi, 2003).

The validity and reliabity coefficients that werebtainedfor the present instrumeahteither the

original ones or the ones that had been modified to suit our Jordanian envi®rwezatall
effective research indices approving the CCTST for the specified case of measurement.

Reallts and Discussion

Degree of Possession of CT Skills

For examining the degree at which the postgraduate students of Arabic CTMs at YU possess CT
skills, the means and standard deviations were drawn out for the response of the subject sample to

the CCTST2000 as shown in Table 2 below:

Tabl e 2: Means and Standard Deviations Pedagogi
Skills Using the CCTST 2000

CT Skill N. Mean Standard Rank Pedagogically
Deviation Accepted Medium

80%

Analysis 6 2.566 1.2482 4 4. 8

Evaluation 6 2.867 1.1608 3 4. 8

Inference 12 6.000 1.8187 1 9. 6

Deduction 4 1.679 1.1397 5 3.2

Induction 6 2.886 1.2505 2 4. 8

Total 34 16.000 4.0000 27 . 2

As shown inTable 2 above, the CT skills of the subject students were below the peddgogica
accepted level of 80%, along with a total mean and standard deviation to be 16.000 and 4.0000

respectively. The o6inferenced skill occupied th
be 6.000 and 1.8187 wher e ahs last ramk withdaenmtbancand on 6 s k
standard deviation to be 1.679 and 1.1397. The other skitslko r d e r ; 6i nducti ono, 0
and 6éanalysisd had the second, third and fourth

gathered for the CT skd#l in general ranged between 1.679 and 6.000, which all were below that
pedagogically accepted level.
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The low pedagogicdével as stated above ssiggested here to Ibest attributed to the design of

the university postgraduate curricula and couvagish do not encourage CRs a resultfaculty
members araot using the CT skillsThis is exacerbated hine difficulty to acquire and/or
practice such skills. The authors also attributed this finding to the traditional teaching methods
and strategies thab notchallengestudentdo think creatively and independentlyhese findings

are echoingresultsfound by Ziyadat & Awamreh (2009), Maraei & Nawfal (2007), Rabadi
(2004) Khraisha (2001) and Tsai (1996).

Effects of Gender onthe possessiomf CT

In order to uncover significant differences in the possession of CT between gehdargans,
standard deviations andt@&st were drawn out for those subject responses to the CCTST 2000 as
shown in Table 3 below:

Table 3: Means, Standard Deviations andTieg for Differences among the CCTST 2000
Responses due to Gender

Skill/Gender N. Mean Standard T. Sig.
Deviation

Analysis Male 28 2.5000 1.20185 404 .688
Female 25 2.6400 1.31909

Evaluation Male 28 2.7500 1.32288 .780 439
Female 25 3.0000 95743

Inference Male 28 6.0000 1.76383 .000 1.000
Female 25 6.0000 1.91485

Deduction Male 28 1.4286 1.10315 1.727 .090
Female 25 1.9600 1.13578

Induction Male 28 2.7857 1.28689 .619 .539
Female 25 3.0000 1.22474

Total Male 28 15.4643 4.23812 1.033 .307
Female 25 16.6000 3.70810

As seen inTable 3 above, no statistically significant differences arithe means of the subject
responses to the CT skills and the total CT test due to gefdher tvalue was alculatedto be
1.033,which is not statisticdy significantata O 0. Ths5all meanghat the possession 6T

in postgraduate students of Arabic CTMs at igihdependent ajender.

Effects of Qualifications on the possessiorCT

In order to find out if qualificationsfiect the possession of Cthe means, standard deviations
and Ttest wereextracted from th€CTST 2000for those subject responses as shown in Table 4
below:

Table 4: Means, Standard Deviations andTest for Differences among the CCTST 2000
Responses duto Qualification
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Skill/Gender N. Mean Standard T. Sig.
Deviation

Analysis MA 30 2.3478 1.25762 1.117 .269
PhD 23 2.7333 1.22877

Evaluation MA 30 2.6522 1.18855 1.189 .240
PhD 23 3.0333 1.11227

Inference MA 30 5.7826 1.62063 .759 451
PhD 23 6.1667 2.06610

Deduction MA 30 1.8696 1.16658 1.066 292
PhD 23 1.5333 1.09977

Induction MA 30 2.9130 1.16658 133 .895
PhD 23 2.8667 1.37883

Total MA 30 15.5652 3.91578 .689 410
PhD 23 16.3333 4.15414

Table 4 shows that theris no significant difference in responses between those with different
qualifications.The tvalue was alculatedto be .689, whiclis not statisticdy significantata O

0.05 this meanshat the possession OfT Skills bythe postgraduate students of Arabic CTMs at
YU is not affected by qualifications.

This result provides simplifications to the development of curricula as they do not need to
consider gender differees and qualifications in developing curricula to encourage and develop
CT skills. These findings arein line with the results reached by Khraisha (2001); howetey,
contradict the ones reached by Vaudfirobel, Sullivan and Smith (1997) where the CTlsk

were significantly higher for those baccalaureate students who had completed another degree.

While Facione (1990) found similar results from a survey of 1196 students in four different
courses at the pttests (p=.366), the results of the ptesits(p=.016) did show some significant
differences between genders. However this observation was thought to be due to other factors
such as Scholastic Aptitude Test (SAT) and Grade Point Averages (GPASs) rather than curricula
or pedagogical methods use in tloaises or in the way in which women and men learn critical
thinking.

Recommendations

Based on the findings above and in light of the present objectives and limitations, it is
recommended that:

1 More attention be paid to develop the CT skills of the grastuate students of Arabic
CTMs by letting their study plans include one or morer€lated courses and providing
them with interactive Cnotivating class environments;

1 Provide sipport and continag professional development for current and future
postgaduate students in both CT and probksmiving approaches

1 More effort be directed toward the development of CT standards that are appropriate to
the Arab environment in general and the Jordan in partjauidr
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1 More studiesonducted tanvestigae CT lewels of the various age groups, particularly at
the early educational stages.

Finally, this paper may be used to help improve institutional research in Jordan generally and in
specificinstitutions in particular. The findings of this study might be of hiedpevise the teacher
preparatory programs to be developed during both the undergraduate and postgraduate stages.
The findings alsoidentified the needo pay more attentiorior education to focus on the
acquisition of skills to deal with and produce knedde instead of merely being the acquisition

of this knowledgeThere are several strategies in order to learn andaggical thinking. The

first strategy is to let teaching motivate thinkidgvo fundamental elements towards CT tore

provide the envonment where critical thinking is encouraged and the other element is the
teacher.

This requires the university teacher to provide a democratic atmosphere within the classroom,
make the learning environment rich of resources mode the students to sedr, think and
effectively take part in taking decisions and developing the various techniques of assessment.

At the same timethe university administrati@managemenshould beopen, less bureaucratic
and provide positiveeadership.

The second stragg is to teach critical thinkingxplicitly by means of programs and textbooks
specially designed for the development of critical thinking skills.

The third strategy is by integrag the critical thinking skills and the contemf thecourse.
Finally, the authors invite those in charge of postgraduate programs to explore the possibility of
including the teaching of critical thinking to their postgraduate students. This may involve

revising the teaching methods, techniques and strategies that haee exithe university and
use modern methods which can will devel op studer
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Abstract

The employnent d e mand on uni ver shavey@eseric gr aduat es
Competencies (GCs) hddini ver si t i Ke b teawgessavamteadia | ay si abd s
the wuniversity és(.ec btim Relaians, yand dstamic and

Asian Civilizations [TITAS]), rethink their teaching and learning methods. This

paper discusses the perspectives of the lecturers on the issue of integrating GCs

into the wuniversitydstaticeosoryeydlisvedrtbya cour ses. A
focus group discussion was conducted. Analysis of surveystiatasthat the

lecturers were in the opiniahat GCs has only partial basier integration, and

they did not think that GCs are able to be integrated into the dsampiwcourses

or UKM has provided appropriate operational context for GCs development.

They also disagreetthat6t he appropriate mechédyni sm i s abl e
lecturers to assess stud#nitCsd evel opment . 8 The findings of
discussio supported the survey data. These outcomes imply that more training in

teaching and learning of GCs for the lecturers are cruciakyed.

Keywords: generic competencies (GCs); basis of integration; integration ability;
operational context; and mechsmi of assessment

Introduction

The integration of generic competencies into Ma
Malaysian Qualification Agency (MQA), an agency responsible for quality assurance of higher
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education for both public and the pate institutions MQA bases its work on thMalaysian
Qualifications Framework (MQF)o effect quality assurance of higher educatidrhis is the
reference point for the criteria and standards for national qualifications. MQF emphasizes eight
domains of larning outcomes that include generic competencies (GCs), namely: (a) knowledge;
(b) practical skills; (c) social skills and responsibilities; (d) values, attitude and professionalism;
(e) communication, leadership and team skills; (f) problem solving emhtsic skills; (g)
information management and lifeng learning skills; and (h) managerial and entrepreneurial
skills. The aims of integrating GCs into university curricular are to: (a) support the development
of personal, professional and career manaant skills of future graduates; and (b) improve their
GCs capability and employability (Nelson, 2002; University of Sydney, 2002).

In Universiti Kebangsaan Malaysia (UKM), the responsibility of integrating GCs into university
compulsory courses was punder the Centre for General Studies. Hence, the process of

integrating the skills would have to be embraced by 22 lecturers of the Centre who teach the
university compul sory courses. I n the <course o
compulsorycourses four main concerns are needed to be addressed by the lecturers to assure the
success of the integration of the skills. Thus, this paper discusses the perspectives of the lecturers

on the four concerns, namely: (a) the extent to which this setngpetencies provide a suitable

basis for integration into university courses, in that whether or not the competencies were
6naturally occurringd within the existing cour sc¢
be developed to make those congpeies explicitly recordable and assessable; (b) the extent to

which this set of competencies can be integrated into the courses by individual lecturers during

the planning, implementation, and assessment stages; (c) the appropriate operational context

where the competency development is expected to occur; and (d) the appropriate mechanism to
assess st ude imthdsescomdpeteneiédso p me nt

Asl ecturers ar e key pl ayer s i n i ntegrating GCs
effectiveness of the integtion is dependeno a large extentn the willingness of the lecturers to

integrate the skills into the university compulsory courses, it is interesting for this paper to

explore the perspectives of the lecturers on the best way to address the foumscalhaied to

above.

Concerns in Integrating Generic Competencies (GCs) into University
Courses

The literature reviewed reveals interesting views by previous researchers on addressing the four
concerns in integrating GCs into university courses, ite, lasis of integration, integration
ability, operational context, and mechanism of assessment.

The Basis of Integration

In terms of whether or not the competencies wer
structuresHager & Holland (2006argued that the set of competencies provide a suitable basis

for integration into university courses, in tha
university course structures. Emphasis in teaching and learning is on how people leard best an

GCs are significant components of initiatives to improve teaching and learning. It requires

learners to deploy some combination of GCs if they are to be successullsld the ones that

lead to good learning outcomes. Thus, by embedding the develbingeneric attributes in

courses we can improve learning overall. For example, it is natural for us in UKM to require

learners to deploy GCs such as fluency in communicating their learning experience of Ethnic
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Relations course through verbal presentatia this case, we can see communication skill (i.e.,
one of the GCs) is naturally occurring in the course structures.

As for the methods to record and assess GCs, research on GCs teaching and learning methods
indicates that there is a strong and reairliek between the development of GCs by learners and
methods of teaching and learning. Previous researchers suggest a strategy for explicitly assessing
graduate GCs throughout the curricular utilizing a variety of assessment methods. Thus, the
lecturersneed to ensure that students (Hart et al., 1999): (a) experience a variety of learning
experiences; (b) have structured opportunities for reflection and interaction with other students
(e.g., peer consultation) throughout the course; and (c) developeprdaiil their learning
experiences from the commencement of their course programs. Ideally, this individual account of
GCs development should be integrated as a core component of the curriculum.

Integration Ability

UKM would need a shift inthe way lectures handle the planning, implementation and
assessment stages of teaching and learning to enable this set of competencies to be integrated into
its compulsory university courses by the individual lecturers.

The extent to which generic competencies (G@® ablet o be integr ated i nt
compulsory courses by individual lecturers in the planning stage depends on at least four factors.
For students to progressively develop GCs, firstly, a shift in teaching and learning practices from

a teachingcentred andcontentfocused transmission model of teaching and learning, to a
studentcentred and proceg$scused constructivist model of teaching and learning, is necessary
(Campbell, 2001). Secondly, it also depends on whether or not the content of the course and
assessment method used matched amedppropriate. Thirdly, thekill to identify GCs to be
integrated into the university courses by the individual lecturers is also important in assuring the
integration ability of the GCs into such courses. Last buteadt, curricular revisioespecially

onthe objectives and the learning outcomes of the courses as well as the identification of the type
of students involved and resources needed (by both lecturers and students) are also essential in
determining whetheor not the set of GCs is able to be integrated into the courses.

At the implementation stage, the integration ability of the GCs into the courses is largely
depenénton the teaching and learning methods as well as the techniques used in integrating GCs
into the courses. The type of GCs addressed and the type of activities employed to integrate the
GCs into the courses are also an important factor to be well considered (Mohd Safarin &
Kamaruddin, 2009). The choice of eitherclass activities such as skEroom discussions, group
works, presentations, as well as role play and simulations; edoautactivities such as field
assignments, project reports, independent study, field trips and site visits will largely depend on
the type of GCs to be instillethe actual content of the course subjects, the number and type of
students, the availability of resources, and the subject credit hours. Another factor that could
determine the smoothness of the integration is whether or not GCs modules have been developed
and used in the teaching and learning of the competencies. Such modules have been used in
several developed countries. Another important factor to be considered is the type of approaches
adopted to implement GCs: the diffusion or the infusion models?rdicgpto Aini Hussain et al.

(2005), most higheeducationinstitutions have applied the diffusion models (or also known as
scattered model) such as creative thinking, technical writing, and public speaking etc. in their
curricular studies. However, thefirsion model approaches is the most suitable and relevant to
apply nowadays where the GCs are integrated into the course content. In addition, previous
studies found that GCs courses are not very effective, particularly for university and adult
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students (Httie et al., 1996). Shahrin et al. (2009) also stated that in the initial phase of
implementation stage, only some subjects are identified and ready to be deployed. This is to
control the implementation stage by not edeing the incorporation of GCsver the main
contents of the course subjects.

At the assessment stage, the integration ability of the GCs depends mostly on thewdieh

the GCs are able to be assessedlhis level is normallydefined bythe Bloom taxonomy.
According to Shahrin et a{2009), for the overall assessment of course subjects in relation to
GCs, a substantial portion of assessment marks baeuatlocated in order tadequately reward

the demonstration of such skills. Appropriate scores should be given to the criteria dai®dns

by students to reflect their importance of effectiveness, orderliness and rank of such
achievements. Presentation, participation, communication, teamwork and problem solving are
considered quite easy to assess since the performance criteriaargight forward.

Another key factor to be considered in the assessment stage is the tools used for assessing the
GCs. There are many methods that are readily available to measure the outcomes of GCs and
each method has its own advantages and disadyemt&or example, peer assessment is one of

the methods used in assessing team working. By usisgrtthod it will somehow relievihe
burdenfor the lecturers in assessing GCs especidly large number of students. However, the
results of peer assesent have showthat more often than not, most of the students generally
gave maximum scores to everyone in the group. Perhaps, this is due to the Malaysian cultural
values of helping one another, even though it is noticed that not all members in theegithyup
participate equally when executing given tasks. Thus, some sort of moderation and monitoring by
the lecturers is necessary (Shahrin et al. (2009).

With respect to other attributes such as self esteem and integrity, Shahrin et al. (2009) found that
not all courses could use peer assessment method since it is difficult to implement and assess, for
example in the engineerifltased subjects. As a result of this difficulty, such GCs are
incorporated into the humanities, management, English languagkeacalcurricular courses.

Operational Context

Developing appropriate operational context for GCs in a university is vital. Outcome Based
Education (OBE), the quantity and quality aspects of human resource, the infrastructures and
facilities, and servicesuch as a University Careers Office are amongst the important elements of
operational context for GCs:

(1) Outcome Based Education (OBE), which promotes stuckmtred learning, adopted by
UKM creates appropriate operational context in that generic congiese(GCs) add a
further dimension to disciplinspecific discourse by providing the basis for a consistent
terminology for describing course outcomes. The common lack of such consistency, in
the higher education sector, means there is no agreed refpantahen, for instance,
lecturers attempt to develop tragisciplinary courses (Hager & Holland, 2006).
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Human resource in terms of quantity and quality are also important factors in two ways:

(a) the implementation of GCs requires lecturers to pay taterto individual
students and have an appropriate contact hour with them. This is not possible if
the ratio between student and lecturer is high; and

(b) a qualified and weltrained lecturer is vital to infuse or integrate GCs into the
curriculum.

(2) Sufficient and GCs friendly physical infrastructure like lecture halls, seminar rooms,
laboratories, etc., are important factors for providing a conducive GCs teaching and
learning environment. Similarly, sufficient and fully functioning teaching aids such as
conputers, LCD projectors, screens, etc., are vital. Last but not least, a reliable GCs
assessment system, i.e., generic competencies assessment system (in UKM, the system is
known as SPKG) is also important.

(3) University Careers Office would be an importanitun UKM if UKM is really serious
about instilling GCs into its graduates so as they are marketable and employable. The
Office would act as a source of information on careers and vacancies. The Office would
provide curriculum vitae workshops, guidance wmdividual interview skills, and
assistance on the cold enquiry letter to companies and prospective employers, sample of
typical interview questions, and assistance on coping with difficult questions and
assessorsé6 guidelines.

Mechanism of Assessment

Two most pressing antiighly neeé&d mechanisms of assessment of GCs in Ukidacademie
industry collaboration and variety in assessment methods.

The overall development of generic competencies (GCs) requires a full cooperation, participation
and partnersp between students, lecturers, universities and the industries. Feedbacks from
industries through surveys and questionnaires to assess the impact of incorporating GCs as
needed by the industries, drnghly desirablgo help incontinual improvement ancedelopment
(Shahrin et al., 2009). Meanwhile, a varied assessment method is needed to give antvetter
verifiable representation of the student performance. Moreover, a better meclshusid be
provided to communicate and trans@€s to the studentsedturers university and industrieis

orderto gainmoreaccurate results when doing assessment. According to Hart et al. (1999), only
when there are explicit links between universitld professionaligefined graduate
competencies, student learning aliges, learning opportunities, and assessment strategies will
there be confidence in the quality of the program as a preparation for professional practice. This
resemblance is best illustrated in an individualized student profile of experience thatroerniple

the transcript of achievement. The student profile of experience facilitates the process of
effectively matching individual students to specific graduate employment opportunities. It
explicitly addresses the development of desired graduate GCs.

Methodology

Quantitative approach with a cressctional study as research design was adopted in this study as
data were collected only at one point of time for the same respondedta quantitative survey
guestionnaire as research instrument was useskt of questionnaire was distributed to all 22
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|l ecturers who teach UKMés compul sory courses, i
lecturers,and nine of them responddédence, the response rate of the lecturers is 40.9 per cent.

Of the sample m the lecturers, 55.6 percent are male and 44.4 percent are female; and 100
percent are Malay Muslim. Additionally, all 22 lecturers were invited fofoeus group

discussion, and seven of them responded, hence focus group discussion was conducted with
seven lecturers of Ethnic Relations and TITAS.

The perspectives of the lecturers on addressing the concerns in integrating GCs into university
compulsory courses were tapped via the quantitative survey and focus group discussion
techniques of collecting dati.e., on

(a) the extent to which this set of competencies provide a suitable basis for integration

into UKM6és <compul sory courses, in that wh
6naturally occurringé within trhoemethods sti ng ¢c
are able to be developed to make those competencies explicitly recordable and
assessable;

(b) the extent to which this set of competencies can be integrated into the courses by
individual lecturers during the planning, implementation, andsassent stages;
(c) the appropriate operational context where the competency development is expected to
occur; and
(d)the appropriate me c blgpméantsomthoseoconpetenaes.s st u d
The survey instrument was based largely on variablexdfauportant in the literature
on the issues of integrating generic competencies into university cobigesikert
scale from 1 = strongly disagree to 5 = strongly agree was used in this study.
Reliability test was conducted and resulted in the alpbkéficient was well above 0.8
for each of the variables, ranging from 0.853 to 0.884 amongst the lecturers.

Results and Discussion

This paper discusses the concerns in integrating GCs into university compulsory courses, i.e., the
basis of integration, tegration ability, operational context, and mechanism of assessment, from
the perspectives of the lecturers who teach the courses. The results obtained provided many
insights on the concerns as well as implications to assist in future efforts of ing@&tminto
university courses.

The Basis of Integration

On the question of suitability of these GCs to be integrated into current cahesesqjority of

lecturers (55.5%}yid not agred h at GCs were Onaturally occurring
structures of the compulsory courses, but the majority of them (55.5%) agree that methods are

able to be developed to make those competencies explicitly recordable and assessable (Table 1)

Meanwhile, focus group discussion reveals that the lecturers fréguestion that skills like
communication, information & communication technology (ICT), and team work are explicit and
can be easily seen as naturally occurring in the course structures as the criteria of assessment of
the courses involve presenting vdrlad written research projects using power point presentation
format and the projects are done in groups. However, other generic competencies like values,
attitudes and lifdong learning are alien to the course structures, e.g., in the learning outcomes,
and the possibility of the competencies to occur naturally is almosgxstence.
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Table 1: Perspectives of the Lecturers on the Basis of Integration

Lecturer (%)

Statements (the Basis of Integration): Agree Unsure  Disagree
1. Generic competenciesver 6 nat ur al |y
the existing course structures of Ethnic Relations an| 22.2 22.2 55.5
TITAS.

2. Methods are able to be developed to make generic
competencies explicitly recordable and assessable. | 55.5 22.2 22.2

Source: Analysis of Suey Data

Thisis h contrastoHager & Holl anddés (2006) argument that,
occurringé within the e xbutgdquireegphasis irtheieteashing y cour s
and learning

Focus group discussion with the saviecturers reveakhat the university compulsory courses
were not structured to measure all the GB&n if the Centre for General Studies UKM wishes

to re-structure the courses that way not all of the GCs are able to be put into the structures of the
courses because they are too alien tanttare of theourseslf they are forced into the structure

of the coursesnegative impacts on the integration procesx onthe effectiveness of the GCs

on studentsvill occur.

While lecturersthought thatmethodscould bedeveloped to make those competencies explicitly
recordable and assessabiée d | i n et al . (2003:63) noted that
met hods do not implicitly result in the devel op!
This implies that lecturers will need to be willing to use a variety of teaching and assessment

methods. This will ensure that students will:

a. Experience a variety of learning experience

b. Have structured opportunities to reflect and interact with other mside.g. peer
consultation throughout the course, and

c. Develop profiles of their learning experiences from the commencement of their course
programs (Hart et al 1999)

According to the focus groupembersthey are willing to develop method to record analssess

the GCs. Such methodsuld bevia group projects, for instancd social responsibility is to be
measured group project givenould be on solving local environmental problemdf
entrepreneurship is to be measured the project assagmed beon solving issues in business
corporations. However, the lecturers in the focus group discussion frequently redttiainit is

vital to identify which GCs to assess before the methods are developed to assure the methods
match the GCs meant to be recorded assessed. Although the lecturers voice out their cacern

on recording and assessing GCs such as values, attitudes, team work and lifelong learning of the
students they are willing to develop methods, i.e., reflection activities on daily routinesartsl ev

or incidents occurred; peer review; field trips; menat@ntee system; and pre and post diagnostic
tests, to record and assess such GCs.
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Integration Ability

Quantitative survey data reveals that most of the lecturers are either unstitkeoopnion that

GCs are unable to be integrated by individual lecturers into Ethnic Relations and TITAS courses
(Table 2). Focus group discussion discloses that lecthearsproblems integrating GCat all

stages of developmentith implementation and assessm stages being the hardest stages of all

as current course structures are nodesignedto integrate the GCs into the planning,
implementation, and assessment stages. Additionally, the lecturers noted that items for each GCs
are too many hence almost ingstble to be integrated into the three stages.

Table 2: Perspectives of Lecturers on Integration Ability

Lecturer (%)

Generic competencies can be integratedthmic Relations | Agree  Unsure  Disagee
andTITAS courses by individual lecturedsiring:

1. Planning stage only 22.2 55.6 22.2
2. Implementation stage only 22.2 22.2 55.5
3. Assessment stage only 11.1 44.4 44.4
4. Planning & implementation stages only 22.2 44.4 33.3
5. Planning & assessment stages only 11.1 44.4 44.4
6. Implementation & asses®nt stages only 22.2 22.2 55.6
7. Planning, implementation & assessment stages 0 33.3 66.7

Source: Analysis of Survey Data

The focus group discussions also revealed that there is reluctance to adopt new ways of teaching
and learning that would incorpie GCs. Such reluctance for the shift from traditional teaching
and a new one that would incorporate GCs include:

(1) from a teachingcentred and conteiivcusedstyle of teaching and learninp a student
centred and procedgscused constructivist model eéaching and learning (Campbell,
2001);

(2) from pen and paper examination assessment method tegmmgnassessment method,;

(3) from not having to work on identifying GCs to be integrated into the courses to having to
work on identifying GCs to be integratedarthe courses;
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(4)

(6)

(6)

()

(8)

9)
(10)

from not having to revise the old curriculum to having to revise the curriculum, i.e., the
objectives and the learning outcomes of the courses as well as the identification of the
type of students involved and resources needed by botindexcaand students;

from the traditional teaching and learning methods and techniques to, for instance,
mediated instruction, i.e., the teaching and learning of the skills is supplemented with
audio and visual materials (Oliva and Henson, 2001);

from lectue-based method of teaching to activitgsed method of teaching (Mohd
Safarin & Kamaruddin, 2009) which would raise another issue, i.e., the choice of either
in-class activities such as classroom discussions, group works, presentations, as well as
role play and simulations; or otdoor activities such as field assignments, project reports,
independent study, field trips and site visits will largely depend on the nature of GCs to
be instilled, the actual content of the course subjects, the number and sypaeoits, the
availability of the resources, and the subject workload credit hours (Shahrin et al (2009);
from not having to develop GCs module to having to develop the module to be used in
the teaching and learning of the competencies to provide the leésinents of
instruction, i.e., objectives, learning activities, and evaluation as well as the guide to the
measurement process of GCs (Krathwohl, 1974);

from not having to work on the type of approaches adopted to implement GCs to having
to choose betweethe diffusion model, i.e., also known as scattered model such as
creative thinking, technical writing, and public speaking etc (Aini Hussain et al. (2005)
and the infusion model, i.e., the GCs are integrated into the course content which allow
field-bas@& experiences (i.e., real problems drawn from the physical and social
environments of a community to be incorporated into the teaching and learning
processes), and make the choice works for GCs bearing in mind that past studies found
that GCs courses amot very effective, particularly for university and adult students
(Hattie et al., 1996);

from not having to allocate a substantial portion of assessment marks for the
demonstration of GCs by students to having to allocate such marks; and

from not havingto identify methods used for assessing the GCs, for instance, peer
assessment in assessing team working, to have to identify such assessment methods.

The implementation of GCs gairesthe shift in emphasis from conteaitiven to skiltdriven
curricula Lecturers are therefore required to revise their curricula. From Table 2 it is clear that
lecturers at UKMare both reluctant to do so and have not been trained to carry that out.

Operational Context

Table 3shows that lecturers do not believe that UKiss provided the appropriate operational
context where the competency development is expected to occur in terms of:

a.

b.

C.

d.

e.

the atio between student and lectufeas the implementation of GCs requires lecturers
to attend to individual stude@igearning and havan appropriate contact hour with them;
gualification and training for lecturers to integrate GCs into the curriculum of the courses
T as the quantity and quality aspects oifftan resource are important;

infrastructures like lecture hall, seminar roonddaboratoryi as they are important for
providing a conducive GCs teachiagd learning environment;

sufficient and fully functioning teaching aids like compute€D_projector and screen;

and

a reliable GCs assessment system.

Findings from the foas group discussion support the findings of the quantitative surveystesult
The lecturers identifiethe inappropriate ratio between lecturers to students as the rooff@ause

37



Volume 10 Number 2 October/November 2012 JIRSEA

the inability to integrate GCs into the courses. The lecturers would prefér Sidents per class
instead of the current average of 100 students per Wasaster for new activities such &sld

trips, assessent of their individual GCs, etc. As for a reliable GCs assessment system, the
lecturers explaihat it should not mislad or unnecessarily disadvantaged students.

Table 3: Perspectives of Lecturers @perational Context

Lecturer (%)
Statements (the Operational Context): Agree Unsure Disagree

1. Outcome Based Education (OBE) which promotes
studenicentred learning cedes appropriate operational

context to operate the development of expected gener 22.2 556 22.2
competencies.
2. Ratio between student and lecturer is appropriate. 0 0 100
3. Lecturers of Ethnic Relations and TITAS are well
qualified and trained for integiiag generic competenciey 22.2 0 77.8

into the curriculum of the courses.

4. Infrastructures like lecture hall, seminar room and
laboratory are sufficient and appropriate for teachinga| 11.1 11.1 77.8
learning of generic competencies.

5. Teaching aids likeamputer, LCD projector and screen

. . 22.2 22.2 55.6

are sufficient and well function.
6. éslgebslzment System of Generic Competencies (SPKG 0 a4.4 555
7. UKM establishes University Careers Office. 55.5 22.2 22.2

Source: Analysis of Survey Data

In addition it was argued thatudents do not need to acquire all of the GCsrderto secure
employability. According to the lecturers, the assessment tool is not at all effective due to too
many students to be assessed using too many items per gengratermey with some of them

are not even relevambd the courseThe lecturers suggest that the assessment system should be
retooled to catefor specific GCs at specific faculties, e.g., GCs assessment system for faculty of
science and technology, GCs assesnt system for faculty of Islamic studies, and GCs
assessment system for faculty of social sciences and humanity.

Table 3 also illustrates that the lecturers are unsure of whether or not OBE which promotes
studenicentred learning could create approf@iaperational context to operate the development

of expected GCs although according to Hager & Holland (2006) OBE provides a framework for

GCs in evaluating and assessing course outcomes, and the basis for a consistent terminology for
describing course ecomes. The focus group discussion reveals that although OBE is in place it

i s not assisting in generating and devel oping ¢
meant to be assessed are too many, not relevant or alien to the courses, and thieesttassfis

too big to use the framework of OBE in assisting the development of GCs of the students.

However, the majority of lecturers aoé the opinionthatthe University Careers Officgehould
contribute to the @gpropriate operational context sinces the unit in the university that has been
dealing with helping students gaining GCs to make them marketable and employable. It also
provides work readiness programmes, curriculum vitae workshops, guidance on individual
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interview skills, and assistancen the cold enquiry letter to companies and prospective
employers, sample of typical interview questions, and assistance on coping with difficult
guestions and assessorso6 guidelines.

The focus group discussion reveals that lecturers are in supporivefrsity Careers Office, and
suggest that this Office should identify students to assist in GCs needed for employability; hence,
this Office should be incorporated with the Centre for General Studies UKM. The lecturers
emphasize the vital role of this Qfé particularly since it is the first contact point for would be
employers when looking for graduates to employ.

Assessmentlechanism

Table 4 shows thdecturers disagrewitht h e s t dhe apprepniate: meahanism is able to

be identified by lecuer s t o assess student &ds . beetwreesildo p me n't
not feel that they receivéull cooperation and participation from students, colleagues, and
industries, and thegre unsure about the feedbacks from industeeslone to have ingtries

contribute in assessing GCs of their students via, for instance, workzlaed assessment
methods such as direct observation, dzmsed discussion, mipeer assessment tool, and
procedurebased assessment (Beard et al., 2009).

It also meanshiat they are not always aware of what is expeofdtieir graduates by potential
employers regarding the skills needed for employmkElence, it is hard for them to make
continual improvement and development of GCs (Shahrin et al.,).200@ focus group
discussionfurther underlinedthe survey findings that lecturers prefeollaboration with
industriesaccordingand relevant téthe academic background of the studettst is, hospitafor

medical students, accounting firms for accounting students, acidries for engineering
student s, i n assessi ngaresalsouareerdad shét thé& @ssessmenth e |
mechanism of GCs employed by UKM not comprehensive. i@ lecturer questiord the
subsequent role of UKWMhen students are found with sHalis in their GCsWhat would UKM

do next teersure that this student obtained that competéydhe time s/hgraduated.

Table 4: Perspectives of Lecturers dhechanism of Assessment

Lecturer (%)

Statements (the Mechanism of Assessment): Agree Unsure  Disagree

1. Lecturers received full cooperation and participation fr¢ 33.3 22.2 44.4
students, colleagues, and industries.

2. Lecturers received feedbacks from industries via surve 0 66.7 33.3

to assess the impact from the integration of generic
competencies.

3. Lecturers are using various student assessment methq 77.8 11.1 11.1

Source: Analysis of Survey Data

Meanwhile, the lecturerdaimed that they have made wdfevarious student assessment methods

to give a better representation of the studesfgpmance but looking at the zefoAgr e e O
responsef the lecturers on the receipt of feedbacks from industries, in Table 4, it is clear that the
student assessment methods emplaj@aot involveindustries. Hence, lectured® not receive
assistance itrying to achiewe one of the most important goals of GCs education, i.e., meeting
employmentequirementgor graduates. Hart et al. (1999) and Medline et al. (2003) believed that

39

ect



Volume 10 Number 2 October/November 2012 JIRSEA

by bringing together experts from various stakeholders including industdakl enable the
revision of theassessmertriteria of GCs to meet the needs of employers. While admitting that
input from industries is important the lecturers who patrticipated in the focus group discussion
discloses that they should only teach the aspet theory and concept of GCs while the
assessment of GCs achieved by the students should be left to the lecturers in the faculties of the
students accordingly because the faculty lecturers know the students better, hence would be able
to assess the inddual GCs of the student®rrectlybefore the students graduated. Additionally,

they areof the opinion that each of the industries is different and requires different GCs.

Therefore, faculties know bett er graduatewhyahe GCs ar
industries. The top management of the university, lecturers and representatives from industries
should come together in developing university st

Conclusion

The survey results, control group deliberations and other obsewai@nted to the need for
vigorous training in GCs for lecturers who are to implement university decisions on this. In fact
the lecturers themselves indicated through these mechanisms that they are currently not trained to
integrated GCs to their respe@icourses.

In addition, the lecturers alspef ut ed UK M6 s hag praevided sthe apprapriatei t
operational context where the competency development is expected to occur. Hence, UKM
should seriously look into providing the appropriate operationatest for GCs to develop and
consequently meeting the goal of GCs education which is to create marketable and employable
graduates. The lecturers amee ofthe key players in integrating GCs into university compulsory
courses iNJK M. He nc e, perbpectiveseoaghtua be taled into account in decisions
made for every aspect of the implementation of GCs in UKM.

In addition, future research sholldgin with ect ur er s6 per spectives on in
into compulsory university courses batso into the otheruniversity coursesf the infusion
method of implementing GCs is to be adopted by the university.
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Abstract

Writing is one of the important language skills for effective communication. In
the classroom, students need to write several types of writing assignments both in
their language class and other subjeetter classes. Meanwhildn the
workplace, employees need to develop their writing abdityce it directly
influences hiring decisions. Concerning the importance of writing ability, the
present study chose thethased instruction, teaching a language through content
matters, asa treatment for teaching English grammar and structures, namely
themebased grammar instruction. It explored the effects of tHemsed
grammar instruction on the enhancement of English writing ability of Thai EFL
students.To answer such an issue, twesgven Thai EFL undergraduate
students at a public university in Nakhon Pathom Province, Thailand were
recruited. The data were collected from the-teit, postest, and interview
responses. The results showed that after the treatment, the students had
improvement in their English writing ability with statistical significance (t =
3.091, p = .005). From the ptest to postest, grammatical errors were reduced
from 122 errors to 56 errors whikexical and other writing errors decreased from

93 errors tb2 errors. The interview of the students also indicatedttiegt had
positive attitudes toward thenrtsed grammar instruction that helped improve
their English grammatical knowledge and writing ability.

Keywords:themebased grammar instruction, gramioak knowledge, writing
ability

Introduction

Basically, the term Awritingo is defined as the
writer (Anderson, Hiebert, Scott, & Wilkinson, 1985). Writing is one of the productive skills,
which is needed imost contexts of life; not limited to only school, but also in the workplace and
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the community (Graham & Perin, 2007). In the classrooms, students usually encounter various
writing assignments both in their language class and other suhgétetr classesvieanwhile,

most employees in the workplace need to develop their writing ability since it directly influences

t he ¢ o ripng decidians. To respond to such various needs, writing classes are widely
offered in both ESL and EFL contexts. For studemtspdrticular, writing ability is one of the
criteria the teacher can use to make prediction about their academic success (Graham & Perin,
2007). This is because writing practice encourages the use of strategies, such as planning,
evaluating, and revisingxts (Keys, 2000; Shanahan, 2004; Sperling & Freedman, 2001). That is
to say, such strategies help students achieve a variety of learning goals like writing a report or
expressing their opinions, all of which they must do when they learn a language atlesen
subjects.

Based on the aforementioned importance of writing ability, many types of instruction have been
experimented on in writing classes including development of writing ability through grammar
instruction (Hinkel, 2002a, 2004; Lorenz & Met, B9&antos, 1988). Such a trial is based on the
belief that there is a positive connection between grammatical knowledge and writing ability
(Pazaver & Wang, 2009)n other words, as a method to make a writing task easier, grammar
instruction tells studeatto use and arrange words, phrases, and clauses appropriately and
correctly. To clarify this belief, past research has found that the grammatical systems, such as
conjunctions, references, and tenksage effects on writing ability since thegn enable text to

show some particular kinds of meanings that contain their own functions in particular contexts
(Schleppegrell, 1998). Thus, to effectively teach grammar, meaningful contexts should be
provided during the instruction (Celddurcia, 2007; Larsefrreeman, 2001). This is because
grammar itself not only consists of rules governing form but also includes grammatical
knowledge that is the knowledge of how and when to use the forms to convey meanings in
specific contexts (LarselRreeman, 2001). Thereforgq | e s s on shoul d start W
understanding derived from a context instead of focusing merely on discrete grammar points
(LarsenFreeman, 2001). To explain further, CeMarcia (2007) points out that grammar
instruction is much more effective whéhis taught in a meaningful context, embedded in
authentic or sermuthentic discourse, a state in which the teacher can help students reach the goal
of learning by assigning them to do a suitable task.

Concerning context matters as noted earlier, theased instruction is one of a broader approach
fcondaesndd instructional model 0, which emphasi ze:
lessons are usually developed around selected topics which are drawn from one content area (e.g.
medicine) or fromacross the curriculum (e.g. global warming). Topics or themes play the role as

a vehicle for language development (Brinton, Snow, & Wesche, 1989). When considering its

benefits, it is believed that with therhased instruction, the content of the lessbas is relevant

and interesting to students will make them try harder to stay focused in their language study as

well as have higher motivation (Brinton, Snow, & Wesche, 2003).

In regard to the role of grammatical knowledge that contributes to the deestopf writing

ability, the present study explored the effects of grammar instruction using themes in the
studentsdé subject matters as the context to enhe

Grammatical Knowledge

Traditionall y, t hnedast &hbramch &fthe description of langsagedthatf deals
with the way words are combined to form sentences (Crystal, 1995). As regards language
learning, Leech (1983) contends that grammar (formal system of language) and pragmatics (the
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principles of laguage use) are complementary domains needed for studying because such
domains have a connection with meaningful communicatiorctwis the nature of language.
Grammatical knowledge is important for the comprehension of the conventions of Standard
English Haussamen, Benjamin, Kolln, & Wheeler, 2003). Meanwhile, pragmatic competence
accounts for the ability to use words and utterances in context (Bachman, 1990). It enhances the

studentsdé ability in using socileakel, $997Q.ppr opri at e

As found in many previous studies, grammatical knowledge itself has been proven effective for
writing instruction. Pazaver and Wang (2009) conducted a study with 16 immigrants ESL
students who came to Canada from China, Iran, Lebanom, I8yria, Israel, and Sri Lanka and
found that these students credited grammatical knowledge as an instrument for communication,
claiming that they saw a positive connection between grammatical knowledge and their
improvement in writing ability (Pazaver &ang, 2009. In other words, in order to be able to
write appropriately, students needed to apply different grammaticaltouigsntify the mistakes

in their writing assignments. They believed that this process facilitated their language
communication.n another study which took place in public primary schools in Ibadan, Nigeria,
Akinbote and Komolafe (2010) found that 290 students who received grammar instruction had a
higher mean score in composition writing when they were compared to those who idideinad

the treatment. They concluded that such an improvement was the result of teaching grammatical
and linguistic features, like capitalizaticcomma, and punctuation

The aboveentioned studies show that grammar instruction can enhance writinty albil
students and it can be more effective when grammatical features are taught embedded in
meaningful contexts. At this stage, raising the importance of context, pragmatic competence
should be mentioned since it deals with appropriate use of wordsti@nadnaes in particular
situations. To further explain, when grammar is taught through authentic texts, it can give
additional comprehensible input fetudentsand facilitate themin acquiring appropriate use of
grammatical words, making students betteleao see a connection of grammatical words than
when grammatical points are taughisatetely (CelceMurcia, 2007; Krashen, 1985). Also,
Nunan (1998) suggests that grammar instruction will be more useful in the classrooms when
students are given opporitias to explore the functions of grammatical words in authentic texts.

To confirm the effects of grammar instruction with authentic texts, the present study employed
themebased grammar instruction with thetthemes
content for the teaching of English grammar.

Theme-Based Instruction

Themebased instruction (also named tep&sed instruction) is a subcategory of conterged
instruction (Brinton, Snow, & Wesche, 1989). Among the three teaching methods -{iheatk
instruction, sheltered instruction, and adjunct instruction), tHeassed instruction puts a greater
emphasis on developing language competence through the use of a specific topic area with a
focus on language skills and functions, whereas the otltemethods seem to deal with content
mastery (Brinton, Snow, & Wesche, 1989). To clarify the differences of tfsed instruction

from sheltered instruction and adjunct instruction, the following figure describes primary
purposes, instructional formastudent population, instructional responsibilities, and focus of
education of these three contégised instructional models.
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ThemeBased
Instruction
1) Devel op
competence of theriget
language, using specific
topic area

Adjunct Instruction

1) Help student master content in
their subject areas

2) Introduce academic discourse
to students and develop
transferable acadgc skills

1) Language course 1) Require coordination between
teachers of language and
content course

1) Non-native
speakers

1) Language course: narative
speakers

2) Content course: native and
nortnative speakers

1) Language teacher 1) Language teacher

2) Content area specialist

1) Language skills and
functions

1) Content mastery

Figure 1: Comparison of Them#ased Instruction with
Sheltered Instruction and Adjunct Instruction
(Brinton, Snow, & Wesche, 1989)

Concerning its benefits tanguage learning, thentmsed instruction gives students assistance in

the learning of new vocabulary items by providing a meaningful context for understanding and
promoting natural use of both written and spoken discourse types (Cameron, 2001). lof terms
cost and time preparation, Masako (1986xdditionclaims that themdased instruction is easy

to use in a language classroom when it is compared with the other two teaching methods because
it allows language teachers to design curriculum, colledenads for teaching, and develop
learning activities by their owrMost importantly, inRcasecontent specialists are available and
language and content courses are-setperated, a ther®sed course can be further developed

to be an adjunct instructiah course (Brinton, Snow, & Wesche, 1989). Besides, tHmased
instruction can further develop the communicative competence of students in the linguistics,
sociocultural, and strategic domains of the target language (Masako, 1996). As a result, students
will be more aware of using the target language as a means for learning. That is to say, the
instruction encourages them to read, listen, speak, and write to learn instead of studying in order
to read, listen, speak, and write. As for language teacherspndfer to use therAeased
instruction, they need to keep a balance between content from a theme or topic and the language
skills the students are required to master through classroom activities. They need to be certain that
the language skills are praait and the content in subject matter and activities are directed by
the students (Mumford, 2000).

To develop thembased lessons, Mumford (2000) suggests the teacher to plan learning lessons

with students. The theme or topic can be introduced by thdéeear developed from the
studentso interests since student s may have i
advantageous for the learning. Thema s ed | essons derived from the
easily meet individual needs and increase theditipe motivation in learning (Mumford, 2000).

Apart from this, Berry and Mindes (1993) and Howe et al. (1991) advocate that the theme should

a

be related to studentsd interests and topics ta
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make them tnyharder, staying focused in their study, with a higher level of motivation (Brinton,
Snow, & Wesche, 2003).

Other than the aforementioned points of view, previous studies have confirmed thab#seie

i nstruction can enhanEoeinswarica; Algtakin, £@etid, @ad Bayyarge abi |
(2007) investigated the effectiveness of a thémeed syllabus and a grammatical syllabus in a

Turkish primary school setting. They found that EFL students who studied under abhssde

syllabus developed ber English listening, reading, and writing skills. Similarly, Yang (2009)

examined the perceptions and impacts of thbased instruction on levels of interest in an

Engl i sh course for pri mary ESL students i n Ho
perceptions of thembéased instructionvere very positive. The studerfedt that activities and

tasks were more integrated and wejanized, making their learning more meaningful and

increasing their vocabulary knowledge. This was because such instrgpcboroted more

interesting feelings than teaching English grammar discretely. The researcher suggested that for

future research in concern with theiv@sed instruction, there should be a placement test
administered to ascertain the current language lewbkectudents before the course begins and a

posttest to evaluate the effectiveness of the théased course. Moreover, the themes selected

for teaching must be appropriate for the competency levels, wants, and needs of the students.

They need to be ralant to their realife communicatioras well.

Evidently, grammatical knowledge contributes to the enhancement of writing ability of students.
The advantages of grammatical knowledge are not limited to only the ability to use Standard
English but actuayi cover the ability to make comprehension in the meanings of sentences, the
ability to identify writing mistakes, and the ability to create accurate sentences. With respect to
themebased instruction, not only does it provide meaningful context for uadeiag language

usage, but it also promotes communicative competence of students in the linguistics, socio
cultural, and strategic domains of the target language. For these reasons, the present study aimed
at exploring the effects of themmased grammar dtruction on the enhancement of English
writing ability of Thai EFL students. To support the statistical results, the attitudes of the students
toward the instruction wetasoinvestigated.

Research Questions

1. To what extent did therAgased grammar imsiction improve English grammatical
knowledge of Thai EFL students?

2. What were the effects of the grammatical knowledge together with thasss
instruction upon writing ability?

Methods

Participants

The participants of the study were 27 fiygetr undergraduate students at a public university in
Nakhon Pathom Province, Thailand. All of them were sports science students. Nineteen students
were male, and eight were female. Their ages were between 18 and 22 years. All of them studied
English as a faign language. They finished high school in Thailand and had been studying
English for 12 years on average. Basically, the university offered four levels of English courses
and the participants of this study were considereditdgrmediate EFL students duplaced in

the English Level 1 course. This course mainly focused on the use of grammatical knowledge in
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the context of daily life language, whereby the four language skills of speaking, listening,
reading, and writing were integrated. The criteria folgjag groups of students were determined

by the university faculty that was in charge of English instruction. That is, the students who had
the ONET score (Ordinary National Education Testinig) the English subject of less than 45
points needed to studhe English Level 1 first. Meanwhile, the others who had higher scores
could skip to the English Level 3 course. As for the group selection, sports science students were
chosen as the participants of the study because a large majority of them usudtiy fwadest

English language competence and experienced the most difficulty in writing when being
compared with students from other faculties. Based on the data of the 2010 academic year, for
example, it was found thdtom the total of 50 pointghis groyp of studentdhad the average

mean score of 24.31 the writing part which was less than the avenaganscore of 28.9 of

the whole student population from other faculties

Teaching Topics

A needs analysis was conducted with the participants of thidy ¢b find out the English
grammatical features and structures as well as content matters which were used as the themes for
teaching. It was found that word order seemed to be the most important grammatical structure,
followed by parts of speech, verb sess, articles and determiners, active and passive voices, types

of sentences, fragments and Ham sentences, and subjeerb agreements. As for the content
matters, the students were likely to have interest in the topics, suotoas sports, fair play
nutrients, balls, jobs in sports management, four main streams in sports science, body testing, and
stress of sportsmen during the competition. These content matters were extracted from authentic
texts, such as magazines, newspapers, and Internet esaund then they were altered to be

error recognitions.

The following table describes the themes used for each lesson:

Table 1: Themes and English Grammatical and Structures

Week Themes English Grammatical and Structures
1 Indoor Sports Types of Senteces

2 Fair Play Articles and Determiners

3 Nutrients Subject and Verb Agreements

4 Balls Parts of Speech

5 Jobs in Sports Management Active and Passive Voices

6 Four Main Streams in Sports Science Run-On Sentences and Fragments
7 Body Testing Verb Tenses

8 Stress of Sportsmen during the Competition ~ Word Order

Concerning the instruction, the reasons for choosing error recognition were derived from the
needs of students and their teachers. This is because past expafid¢aaehers who had taught

the studentshowedthat the students usually made errors when writing and cloze tests seemed to
be difficult for them. The students themselves also preferred to do error recognition because this
test type was mostly included in their mterm and final eaminations in their regular course.
Thus error recognition was used to transfeertfebased grammar instruction the present

study.

! The test that high school studeate required toake before entering the universityThailand.
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Pre-Test and Posfest

The topics for writing werteesitMyanRlelfioHioewd tSop oCd o
Weight 0 f o r -tedt. Tlee stpdergstwere assigned to write freely at least 80 words for each

topic (Figure 2) The total score of the test was 100 marks with the time allotment of 30 minutes.

The <criteria for gradi ng t h etedsfiora dhe wiriiversity pi ece s
requirement which included content (15 marks), punctuation (10 marks), paragraph organization

(10 marks) and grammar rules and usage (15 maBks) Appendix for Writing Rubrjc

Pre-test Posttest

Topic: My Beloved Sport Topic: How to Control my Weight
Use the following keywords to write a paragraph Use the following keywords to write a paragraph
at least 80 wordgYou can add some more of at least 80 wordgYou can add some more
information if you want.) information if you want.)
Keywords:your favorite spdz type of sport Keywords:your height, weightfavorite foal,
(indoor, outdoor, international, local), number of number of meals you haveegular exercises, etc.
players, rules for playing, weknown players, etc. eéééeecééeecéééeecéeééecté
ééééééééééééééééééééy 7

Figure 21 Sample of instructbon sheets for the two writing assignments

Interview Protocol

The interview was employed to gain-depth information about the attitudes of the students
toward the effects of grammatical knowledge and thbased grammar instruction on their
English witing ability. In the present study, six students were interviewed on a voluntary basis.

The interviewees were required to answer the qu
has effects on your English wr iDoyon thinkahermel i ty and
based grammar instruction has effects on your Eu

The interview process lasted 20 minutes. The Thai language was used in the interviews to allow
students to overcome a language barrier.

Procedures

The data were collected from March to May in the year 2011. First of all, theegirevas
administered to the students in the first week of March. The purpose of ttespreas to find

out their background in English grammatical knowledge ariting ability before the treatment.

During the experiment, the students were taught about 20 minutes after class every Tuesdays
from 3.00 to 3.20 pm. An example of instruction is illustrated below:
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Sample

At the beginning of the lesson, the teach@spnted the students a passage with 15 words printed
in bold. In this number, there were 10 errors. The students needed to identify the words, whether
they were right or wrong. They also needed to correct the wrong ones.

A ball is aspherical but sometiras oval object. Balls come in madiference
shapes and even in the games that koklarity like beach volleyball and court
volleyball, players stilrequirementdifferent balls. Balls are made fromariety
materials, such as rubber, animal bladderagaskins. They are one of the most
commonused sportequip that sportsmen from various games neegdesess
from volleyballs to basketballs, baseballs to softballs, and soccer balls to
footballs. In ball games, the ball is hit, kicked or thrownpbgyers. Since the

ball is usually usedheavy the quality of the ball is veliynportancein the game.
When you are heading to buy a ball, it is necessakeépin mind that a newer

ball is better for you, especially in aompetitive This is because in a
conpetitive game, even a few things can make the competitors take
advantageou®f the other and may result in great success for the competitor. All
in all, you need taememberthat you must buy a ball from a big store if you
really want to get the latest \&on of the balls.

Teacher: Have a look at this passage. [The teacher presents the passage on the board.]
What is it about?
Students: Different types of balls.
Teacher: Good job! What do you know about balls?
Students: We use balls when we play sporige basketball, baseball, volleyball, tennis,
and so on.
Teacher: Letdbs see. Did you see any mistakes in th

are 10 errors out of 15 words. Can you tell me which ones are right and which
ones are wrong? [Teacherdea al oud t he f i r spherisaent ence]

but someti mes oval obj ectsphéricaboolboatyouhe
think it is right or wrong?

Student A: I t hi nkg ibtedcsa unsreodt h es @rl taiceelde ifma front of i
noun after an article.

Teacher: Thatdés partly correct, but i f you | ook «caza
after it, which i s sfherlzgloe dtso .r i ctt.hi s wor d

Teacher: OK. Look at the passage again. [Teacher reads aloud thedsecere nt ence] . HfABa
come in manyifference shapes and even in the games that kioklarity like
beach volleyball and court volleyball, players stuirementd i f f er ent bal | s
In this sentence, t h e rdiferemaece, simitarity@e bol d t
a n dequirementdo . What do you think?

Student A: They are all wrong.

Teacher: Why? Can you tell me?

Student A: The plural noun fAshapesod is placed after
Andi fferento. As for t blswesmgberausewemeed fAsi mi |
to use an adjective form after the verb i

Teacher: Right! The right one is the adjective f ol
Arequiremento.

Student B: I think it is wrong becausokeadtiesubpct ur al n o
of the sentence. So, we need to use the v
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Teacher: Good job! [The teacher keeps asking students and explaining the word forms in
the passage.]

After the teaching period, in the last week of May, the stisdir@n needed to take the ptesdt.

The purpose of the test was to find out to wh

knowledge and writing abilityvere enhanced after receiving thesnased grammar instruction.

To gain indepth information about ko themebased grammar instruction had effects on their

English writing ability, the interview was conducted.

Data Analysis

1. The scoring data from the ptest and postest were analyzed by pairsdmples -test.
I't compared t he ydefaredandmattesréceiving ithe tieatngenta b i | i t

2. To ascertain the reliability of the scoring process of the tests, the tests were graded by
two raters and  then the scoring results were analyzed-(ategrreliability ceefficient
U = 0. 93t éant tadred pU e= -test). 0.95 in the post

3. The interview data were transcribed and analyzed by content analysis. The data from the
interview responses were used to support the results of thegpi@nd postest.

Results

Improvement of the Studentsd English Grammati cal

According to the results of the prest and podtest, it was found thahe number of grammatical
errors dramaticallgecreased from 122 errors to 56 errors.

Table 2: Types of Grammatical ErrorSound in the PreTest

Types of Frequenc Percent (%) Types of Frequency Percent (%)
Grammatical vy Compared  Grammatical (Number Compared
Errors (Number to Other Errors of Word to Other
of Word  Grammatic Errors) Grammatica
Errors) al Errors | Errors
Nouns 20 16.4 Infinitives 1 0.8
Verbs 4 3.3 Gerunds 1 0.8
Modal Verbs 1 0.8 Conjunctions 2 1.6
Auxiliary 2 1.6 Relative 1 0.8
Verbs Pronouns
Adverbs 3 2.5 Passive Voice 8 6.6
Adjectives 5 4.1 Active Voice 5 4.1
Prepositions 10 8.2 SubjectVerb 12 9.8
Agreemen
Articles 30 24.6 Present Perfect 1 0.8
Quantifiers 1 0.8 Present Simple 3 2.5
Pronouns 5 4.1 Past Simple 7 5.7
Total 122 100
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As shown in Table 2, the students made a lot of grammatical errors, such as nouns, verbs, articles,

etc. Howeverafter they had received therbased grammar instruction, their errors dramatically

decreased. Most importantly, as shown in Table 3, the errors in the use of prepositions,
guantifiers, pronouns, infinitives, present perfect tense, present simple tedspast simple

tense were not found in the paste st . Such findings suggest t he
grammatical knowledge had improved.

Table 3: Types of Grammatical Errors Found in the PeBgst

Types of Frequency  Percent (%)  Types of Frequency Percent (%)
Grammatical (Number of Comparedto Grammatical (Number of Compared to
Errors Word Other Errors Word Other
Errors) Grammatical Errors) Grammatical
Errors Errors
Nouns 14 25 Conjunctions 1 1.8
Verbs 3 5.4 Gerund 3 5.4
Modal Verbs 1 1.8 Relaive 1 1.8
Pronouns
Auxiliary 2 3.6 Passive Voice 6 10.7
Verbs
Adverbs 1 1.8 Active Voice 2 3.6
Adjectives 1 1.8 SubjectVerb 3 54
Agreement
Articles 18 32 Total 56 100

Apart from the improvement in English grammar uses, as a whole, the studenthadls
improvement in their writing ability after receiving thefnased grammar instruction.

Enhancement of the Studentsd®é English Writing Abi

When comparing the gain scores from thetest to the post e s t it was found t ha
mean scorgincreased from 24.85 in the gest to 33.59 in the postst. Also, the difference in

the mean scores of English writing ability was statistically significant (t = 3.091, p = .005), as

shown in Table 4 below.

Table 4:Comparison between the PiBestand PostTest Writing Scores Using
Paired Samples T Test

Test N Mean SD t Sig. (2tailed)
PreTest 27 24.85 13.91 3.091 .005
PostTest 27 33.59 6.13

In addition, when comparing the statistical results from Tables 5 and 6, they had cthsidera
higher average mean scores in content, punctuation, paragraph organization and grammar rules
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Tabl e 5: Descripti v é&coRsimGontentt Rueckiatianf Paradnaph St uden't

Organization, and Grammar Rules and Usage of the Hrest

Writing Criteria N Range Minimum Maximum Mean Std. Deviation
Content 27 15 0 15 8.63 422
Punctuation 27 10 0 10 4.63 3.27
Paragraph Organizatior 27 10 0 10 5.15 3.70
Grammar Rules and 27 14 0 14 6.44 3.77

Usage

Tabl e 6: De

scriptive

Statistics of t

he

Organization, and Grammar Rules and Usage of the Pdstt

Writing Criteria N Range Minimum Maximum Mean Std. Deviation
Content 27 8 7 15 10.15 2.36
Punctuation 27 8 2 10 6.44 1.95
Paragraph Organization 27 6 4 10 7.19 1.71
Grammar Rules and 27 10 5 15 9.81 2.17
Usage

Besides, not only did the students get the enhancement in their writing abiliiroven by a
significantly higher mean score in the ptest, it was also found thahe number of lexical and
other writing errors dramaticallgecreased from 93 errors in the fpest to 52 errors in the pest

test.

Table 7: Lexical and Other Wrihg Errors Found in the PreTest

Types of Errors

Frequency (Number of
Word Errors)

Percent (%) Compared to
Other Writing Errors

Word Order

Word Meaning
Incomplete Sentence
Spelling
Capitalization
Punctuation

Total

5
3
27
35
14
9
93

5.4
3.2
29
37.6
15.1
9.7
100
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Table 8: Lexical and Other Writing Errors Found in the Podtest

Types of Errors

Frequency (Number of
Word Errors)

Percent (%) Compared to
Other Writing Errors

Word Order

Word Meaning
Incomplete Sentence
Spelling
Capitalization
Punctuation

Total

3
1
7
23
12
6
52

5.8
1.9
13.5
44.2
23.1
115
100

As shown in Table 7, majority of the students made a lot of errors, such as word order, word
meaning, incomplete sentence, spelling, capitalization, and punctuation. However, Table 8
reveals that after theyadreceived thembased grammar instruction, these errors dramatically

decreased.

Furthermore, to shed light on the usefulness of tHeased grammar instruction, the following
extracts of writing show how the same student who waghtathis teaching method made better

progress in her writing.

Pre-Test My Beloved Sport

il & m i[patt efrsgesch]in basketball. In englisticapitalization] called

basketball too[incomplete sentence]
at school

baské b al |

Ités an international
ltés an outdoor sport.

we requiredverb tensep players. For playing ifcomma]there are some rules
we like[word meaning]to know it firstfcommaj]s uch as t he pl ayer canot
the other one, etd ever play[verb tensel]it at school and | play it sometimes
dondét k n o wplusahfgrm] indhie spors It gndda y e r
for my health[incomplete sentence]lt make [subjectverb agreement]me

[word order] I

stronger .

0

PostTest How to Controlmy Weight

il consi

der myself overweight. | am 170

have a good weight loss idea which is to limit the amount of calories, but

sometimes | find that it is so hard for me to manage. This is because | need to
reducethe amount of my favorite junk food. | have three meals a day. It seem
[subjectverb agreementthat | tend to have fats and carbohydrates more than

other food groups. [

li ke to eat pizza. o

It can be seerrdm the above exampldésatthis student made amy errors in the preest, such as

parts of speech, capitalization, incomplete sentences, verb tenses, punctuation, word order, word

meanings, plural forms, and subjeerb agreement. However, in her ptesit, she had only the
wrong use of subjesterbagreement.
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The statistical data as menti oned above show
grammatical knowledge and writing ability. A statistically significant difference of the mean

scores of the preest and the pogest was found. Grammati¢cdéxical, and other writing errors

were reduced. The students could also apply English grammatical knowledge to write more
skillfully and appropriately.

Attitudes of the Students toward the Effects of Grammatical Knowledge and THaased
Grammar Instrudion on English Writing Ability

From the interview responses, it was found that the students had positive attitudes toward theme
based grammar instruction. In terms of grammalt, of them claimed that grammatical
knowledge had great effesain their writng ability:

iGr ammati cal knowl edge i s very i mportant.
comprehension in English grammar, we may not be able to write meaningful

sentences. We may not be able to express our thoughts as what we want. If we

cannot write in the meanifg way, readers may misinterpret our thoughts. We

are pretty sure to say that grammatical knowledge helps us write accurately and
meaningfully.o

Besides three of them claimed that sufficient grammatical knowledge allowed them to identify
and correct thie writing mistakes easily:

filt is important because if we have gramma
correctly. We also know our writing mistakes

With respect to thembased grammar instruction, all of them claimed thathsa teaching
method provided them examples for writing:

Ailt is |ike the teacher gives us examples ab
theme helps us learn English grammar better. We can use such examaples as
clue to develop our own pieces of writidg.

Four of them alselaimed that they could seecannection ofgrammaticawords easily
through this teaching approach. This assisted them in chotsngght grammatical
words:

AfWe | earned how to use verb tengads better. W
words from the passage. We knew that in that place, we had to use a past tense

form while in the other place, we needed to use a past perfect form. We learned

this from surrounding sentences. For example, if a former sentence had a past

tense verb, wautomatically knew that the latter sentence needed to use a past

tense verb as well .0

In addition, all of them claimed that teaching English grammatical features and structures using
themes derived from their subject matters could help them improveskngliting ability
because they werehat they were familiar with:

il am pretty sure that wusing the themes | am
will help me write better. The themes are derived from what we specialize in.
Therefore, we have suffet background information. When English
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grammatical features and structures are taught using such the themes, it is easy
for us to understand and apply for uses in o

To sum up, from t he -baseduglaenmdr éndictiom was iworth theing , t heme
employed in writing class. Grammatical knowledge itself helped them write more accurately and
meaningfully. When grammatical features and structures were taught using the themes they were

familiar with, it was quite easy for them tttain comprehension. They hereby applied such a
comprehension for uses in thairiting work.

Discussion and Conclusion

The first research question addresses the enhancement of English grammatical knowledge of Thai
EFL students after receiving thefhesed grammar instruction. The findings showad
statistically significant reduction in the number of grammatical errors, thdisating the

effectiveness of the instruction to i mprove st ucf
the second researajuestion, it was found that grammatical knowledge together with theme
based instruction could enhance the sistdentsd w

was higher than that of the prest with statistical significancélhat is to saythe sudents
developed better wetirganized and meaningful paragraphs in the -fes$t There was a
reduction in thenumber of errors of word order, word meaning, incomplete sentepedling,
capitalization, and punctuatian the postest. Besides, as pegged in the interview resultg,
appears that the students had positive attitudes toward besed grammar instruction.
Grammatical knowledge gave them assistance in identifying and correcting the errors. With good
comprehension in English grammar, yheould write meaningful sentences. They could show
their thoughts as they desired.

Such findings as mentioned yield support to previous studies that confirm the advantages of
grammatical knowledgeBateman and Zidonis (1966) found that the students welseived
grammar instruction had a greater improvement in their writing ability than those without such
instruction. Also, grammatical comprehension could reduce a number of errors in writing
(Hulstijn & Hulstijn, 1984). Azar (2007) found that students waxgperienced grammar
instruction had advantages over the students who lacked sufficient grammatical knowledge. The
latter group with limited grammatical knowledge usually had difficulties in academic writing
even though their speaking and listening wergcdbed as fluent (Azar, 2007). This is because
these students did not know why certain verb forms were used, how a sentence was formed, and
how sentences were related in a paragraph. However, though it seems that grammatical
knowledge has advantages toiting, sentencdevel drills camot give sufficient contexts for
students to learn when and how to correctly or appropriately use the grammatical features (Celce
Murcia, 2007). Moreover, in red¢ike situations, choices of appropriate use of grammar chn on

be conducted with references to the context and the purpose of the communication (Nunan,
1998). In this respect, the present study used a thesed approach, teaching a language
through content matters, to teach English grammar.

As a result of such mix, it was found that therAgased grammar instruction had greater effects

on writing ability of the students. The themes derived from their subject matters helped them

write better because they were what they specialized in. They had sufficient badkgroun
knowledge about the topics. For example, an interviewee Salle s aw a connecti o
grammatical words from the passage. We knew that in that place, we used a past tense form while

in the other pl ace, w €eThisuraspodse adicaethat thenmbased e c t for
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instruction provides sufficient context for students to make comprehension about a connection of
grammatical words and learn to use them appropriately. Likewise, previous studies have
documented that thenimsed instruction has signifitaeffects on writing abilityPark (2005)

believes that this teaching method is a key concept in stditested learning which can develop

the studentsd | anguage competence, especially w
found that the impl@entation of the thereased model and cooperative process writing helped

Malaysian students improve their motivation and writing ability, while Alptekin, Ercetin, and

Bayyurt (2007) found that EFL students in Turkey who studied under a ihesee syllabsi

developed better English listening, reading, and writing skills. Besides, in terms of the attitudes
toward instruction, Yang (2009) -based mgdructioh at st ud
were positive because this teaching method helped them tleartarget language with more

interests than did discrete grammar instruction.

In summary, the findings of the present and previous studies as pointed out confirm the strength
of grammar and themgased instruction on the enhancement of English wrébility. That is to

say, when they were mixed together like in the present study, not only did it enhance grammatical
knowledge, but the approach also improved writing ability of the students.

Implications on Institutional Research and Education

Due tothe advantages of thermased grammar instruction as found out in the present study, such
instruction should be promoted for future research and used in language classrooms.

Future Research

1. Other than developing writing skills, future researcharsuse such instruction to examine the
improvement in other productive skills, like speaking. Researchers can assign students to practice
speaking after students receive thdmased grammar instruction.

2. Researchers can add a control group to comparkearning achievement between the group
that receive thembased grammar instruction and the group taught with traditional instruction.

3. Researchers can try the experiment with students from other language proficiency levels by
upgrading the levelsfdoext difficulty.

Language Classrooms

Language teachers who want to use thbamed grammar instruction in the classrooms can
choose the texts derived from the studentso6 pre
complicated to comprehendhe teachers can use authentic texts extracted from media, such as
newspapers, magazines, journals, or Internet resources to present grammar usage. This can help
students learn writing from various forms. The teachers can highlight the uses of grammar in

phrases and clauses and then explain a connection and roles of words in the passages. After that,

the teachers can assign other different text types to students. Students can work in groups, discuss

about grammar usage in the passages, and present atemm@and functions of grammatical

words in the passages to other student groups. After the discussion, the teachers can give writing
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assignments to students to evaluate their comprehension in and the ability of using English
grammatical features for wnitg

Acknowledgements

We thank Ms. Pikul Phumchang, Ms. Pim Gengsumrong and all the participating students for
their contribution to this research.

References

Akinbote, R. O., & Komolafe, A. T. (2010). Explicit grammar strategy and primary schoospupil
achievement in written English in Ibadan, Nigefawropean Journal of Social Sciengces
14(1), 67 73.

Alptekin, C., Ergetin, G., & Bayyurt, Y. (2007). The effectiveness of a tHeased syllabus for
young L2 learnerslournal of Multilingual and Multicliural Development28(1), 1 17.

Anderson, R. C., Hiebert, E. H., Scott, J. A., & Wilkinson, I. A. G. (19BBfoming a nation of
readers: The report of the commission on readiWashington, DC: National Academy of
Education, Commission on EducatiordaPublic Policy.

Azar, B. (2007). Grammabvased teaching: A practitioner's perspectiveSL-EJ, 1X2), 1/ 12.

Bachman, L. (1990Fundamental considerations in language testidgford: Oxford University
Press.

Bateman, D., & Zidonis, F. (1966).he eféct of a study of transformational grammar on the
writing of ninth and tenth grader€Champagne, lllinois: National Council of Teachers of
English.

Berry, C. F., & Mindes, G. (1993Rlanning a themdased curriculum: Goals, themes,activities,
and plannig guides for 4s and 5&lenview, IL: Good Year Books.

Brinton, D. M., Snow, M. A., & Wesche, M. B. (1989%Contentbased second language
instruction.New York: Harper & Row.

Brinton, D. M., Snow, M. A., & Wesche, M. (2003Jontentbased second languagestruction.
Ann Arbor: The University of Michigan Press.

Cameron, L. (2001)Teaching languages to young learne@ambridge: Cambridge University
Press.

CelceMurcia, M. (2007). Towards more context and discourse in grammar instrucE&t-EJ,
11(2), 1i 6.

Crystal, D. (1995)The Cambridge encyclopedia of the English langu@genbridge: Cambridge
University Press.

57



Volume 10 Number 2 October/November 2012 JIRSEA
Graham, S., & Perin, D. (2007). A maaalysis of writing instruction for adolescent students.
Journal of Educational Psychology, (39, 445 476.

Haussamen, B., Benjamin, A., Kolln, M., & Wheeler, R. S. (20@ammar alive! A guide for
teacherslllinois: National Council of Teachers of English.

Hinkel, E. (2002a). Grammar teaching in writing classes: Tenses and cohesion. In E&Hkel
Fotos (Eds.),New perspectives on grammar teaching in second language classrooms
(pp.181 198). Mahwah, NJ: Erlbaum.

Hinkel, E. (2004).Teaching academic ESL writing: Practical techniques in vocabulary and
grammar.Mahwah, NJ: Lawrence Erlbaum Assdeist

Howe, D., Payne, K., Rohde, B., Spalding, G., Stein, L., & Whitbeck, D. (1984aghing young
children using themes&lenview, IL: Good Year Books.

Hulstijn, J.,& Hulstijn, W.(1984).Grammatical errors as a function of processing constraints and
explicit knowledgeLanguage Learning34(1), 23i 43.

Keys, C. W. (2000). Investigating the thinking processes of eighth grade writers during the
composition of a scientific laboratory repodiournal of Research in Science Teaching,
37(7), 676 690.

Krasten, S. (1985)The input hypothesitondon: Longman.

LarsenFreeman, D. (2001). Teaching grammar. In M. Gélegcia (Ed.),Teaching English as a
second or foreign languadpp.251 266). Boston: Heinle & Heinle.

Leech, G. N. (1983pPrinciples of pragratics.London: Longman.

Lorenz, E. B., & Met, M. (1988)What it means to be an immersion teachdnpublished
Manuscript, Office of Instruction and Program Development, Montgomery County Public
Schools, Rockville, MD.

Masako, D. O. (1996)A themebasd approach: Curriculum design for teaching an advanced
course of Japanese as a foreign langudgetrieved from
http:/iwww.jpf.go.jp/j/japanese/survey/globe/06/08.pdf.

Mumford, D. (2000)Planning a themdased unitCanada: Pacific Edge Publishing Ltd.

Nunan, D. (1998). Teaching grammar in cont&iT Journal, 522), 101 109.

Osman, S. R. F., Ahmad, E. A., & Jusoff, K. (2009). Nurturing writing proficiency through
themebased instructioflCCSE: International Education Studie¢3p 40 146.

Park, J(2005).Writing at the edge: Narrative and writing process theory. Newk: Peter Lang.

Pazaver, A. & Wang, H. (2009) . Asi an student so
classroomThe International Journal of Language, Society and Cultur&)2274 35.

58



Volume 10 Number 2 October/November 2012 JIRSEA

Sant os, T. ( Yeadidhy to thePacaddmix svritimgrofsndative speaking students.
TESOL Quarterly, 2@), 69 90.

Schleppegrell, M. J. (1998). Grammar as resource: Writing a descrifitiesearch in the
Teaching of Englisi82(3), 182 211.

Shanahan, C. (2004). Teaching science through literacy. In T. L. Jetton & J. A. Dole (Eds.),
Adolescent literacy research and practipp. 75 91). New York: Guilford Press.

Sperling, M., & Freedman, S. W. (2001). Research on writing. Inith&Rdson (Ed.)Handbook
of research on teaching4th Ed) (pp. 370389). American Educational Research

Association.

Stalnaker, R. C. (1972). Pragmatics. In D. Davidson & G. Harman (E#syantics of natural
language(pp. 380 397). Dordrecht: Reidel.

Yang, J. C., Ko, H. W., & Chung, I. L. (2005). Wbkased interactive writing environment:
Development and evaluatioBducational Technology & Society(23, 214 229.

59



Volume 10 Number 2 October/November 2012 JIRSEA

Appendix

Scoring Rubric for Writing Tests (50 Marks)
Criteria Maximum Score

Punctuation: 10 marks

The spelling is correct.

Capital letters are used correctly.

There is a period after every sentence.

Commas or other punctuation marks are used correctly

NN W

Content: 15 marks

The paragraph fits the assigant and is relevant to the topic. 6
The paragraph is interesting to read. 3
The paragraph shows coherence (paragraph unity and sentence cohesionh

Paragraph Organization10 marks

The paragraph begins with a topic sentence that has botttatwhi 3
a controlling idea.

The paragraph ends with an appropriate concluding sentence. 3
The paragraph contains several supporting sentences. 4

Grammar Rules and Usage: 15 marks

Check for sentence fragments and-aimsentences.

Check forvarious types of sentence (simple and compound sentences).
Check for overall grammar and sentence structure (seNgelstagreement,
verb tenses, articles, and pronoun agreement).

o1 o1 o1

* Adapted from the scoring rubric of the English Level 1 coufseulty of Liberal Arts, Mahidol University
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THE EFFECT SOF COMPUTER
SI MULATI ONS ON STUDENTS
CONCEPTUAL UNDERSTANDING OF
ELECTRIC CIRCUITS

Saed Sabah

Department of Curriculand Instruction,
Hashemite University, Jordan
saed_sabah@yahoo.com

Abstract

The purpose of this study was to examine the effects of computer
simulations on understanding Direct Current (DC) circuits, and to
understand how they enhance studentsd co
circuits. It also identified what simulationfeatures that facilitate
understanding electrical circuits. Both of the quantitative and qualitative
approaches were adopted in this study; the explanatory design in which
the researcher collected the quantitative data before the qualitative data
was folloved. This research involved thirty participants who took Science

| for Elementary Teachers course at the Hashemite University in Jordan in
the spring semester of 2009/2010. The experimental group outperformed
the control group on the test of understandhyconcepts of DC circuits.
After completing the quantitative part of this study, four students were
interviewed to understand how computer simulations promoted their
understanding of DC circuits. This study identified some key features of
simulations thta were very helpful to students in understanding DC
circuits. The present study introduced several implications for teachers,
administrators, and science education researchers.

Keywords: Conceptual Understanding, Elect@acuits, Simulations
ScienceEducation
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Introduction

Computer technologies, especially computer simulations, are powerful tools in improving
scienceteaching Computer simulation can provide students with experiences that are
more difficult and expensive to obtain in traditional situatig@uoqgiang, 2002). They
give students the opportunity to witness or perform experiments that might be too
expensie, time consuming or too dangerous for them to do in therdédries(Lejeune,

2002; Snir, Smith & Grosslight, 1995). In addition, they could be used to supplement to

challenge and overcome studéntalternative conceptions. Interactive Computer
simulatians which allow students to test hypotheses can be used for enhancing conceptual
change (Zhou, 2002).

Computer simulations provide representations with different abstraction levels that may
be close to the complex scientific concepts or phenomena. Gdbdrireton (2003)
recommended providing students with experiences in the use of computer technology for
presenting their constructed models to others, finding data and resources to use in their
models, interaction with others to share and exchange ddtecting and processing
reattime data in théaboratoryand field using probes, modeling phenomena in inquiry
format by manipulating set variables, constructing and testing-epéed models using
pre-defined objects, and constructing models from retd da the internet (see Gilbert

and Ireton, 2003, p.69). Computer modeling can make the scientific material more
interesting (Valanides & Angeli, 2008).

The literature indicates that students have hard time understanding the scientific concepts
such as he concepts of electricity (Duit, 2006). The researcher was interested in
examining the effectiveness of computer simulations on understanding the concepts of
Direct Current (DC) circuits. In order to improve the pedagogy of integrating simulations
in teading science, it may be necessary to provide science educators with description to
the process of integrating simulations in teaching and learning science.

Computer Simulations as a Constructivist Tool

Computer simulations play an important role inmpating conceptual understanding of
scientific concepts though the pedagogy of using computer simulations in learning
science is relatively new. They help in creating discrepant event in hopes of producing
cognitive conflict and curiosity (Monaghan & Clemgef999). Monaghan and Clement
believed that computer simulations can provide an experience that produces dissonance
and then lead to schematic model that relies on mental simulation.

From a social constructivism perspective, cooperative learning mayneanh
understanding scientific concepts (Linn, 1998). Chou (1998) found that cooperative
learning environment was successful. It offered students the opportunity to analyze the
subject from more perspectives, and to be more emotionally involved. However,
Guogiange (2002) recommended researchers to investigate whether cebaseier
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simulation favors individual learning or collaborative learning. The present study adopts
the social constructivism as a framework for integrating simulation to promote

conceptualchange and understanding of DC cirdbiitsoncepts in a collaborative
environment. In the present study, computer simulations were utilized to challenge

student8alternative conceptions in a collaborative environment.

Constructing computer models by démts develops studedthinking about dynamic
processes (Boohan, 1997). Educators distinguish between modeling process and the use
of computer simulations. When students use computer simulations, they are exploring a
model which has already been createdmputer simulations as a true constructivist tool
allow students to control their learning. Students can explore their questions and
construct their own meaning and experiences (Chou, 1998). Several versions of the
programmable modeling environment LOG@re developed and released (Wilensky,
1999) . Logo was developed to make model]
ceilingo that it meets the needs of bri
software (e.g., Crocodile Clips) has beerveleped to make modeling accessible for
most students in several subjects.

Modeling which refers to learning series of steps or procedures may enable students to
construct their mental models. Greace and Moreira (2000) defiresdal modelsas
internal epresentations constructed by students that help them learn, explain, and predict
phenomena. Treagust, Chittleborough and Mamiala (2002) found that students
appreciated the visual value of scientific models in helping them generate or reconstruct
their own mental models. In other words, modeling conceptual models, external
representations, help students construct complete and coherent mental models.

Many researchers investigated the effectiveness of computer simulations in science
education. Lejeune (20D2used Metaanalysis technique to synthesize the findings of
forty studies on the effect of simulations on students in science education. The findings
indicated significant positive effect for computemulated experiments on students'
achievement in scee. Lejeune found that computer simulated experiments contributed
a significant positive effect on both lelevel achievers (effect size = .34), and highel
achievers (mean effect size =. 38) in science. Zhou (2002) found that computer

simulations hadsignificant effect in fostering studeBtzonceptual change. These
simulations were used in the exploration stage to address swiplestsnceptions. Baser

(2006) examined the effect of computer simulations (QUCS) ofsgmace teacheds
understanding of electric circuits. The simulations were designed in a way to address

students alternative conceptions, in a constructivist use infutations. Baser (2006)
found that the use of simulations had positive effects on conceptual change. On the other
hand, Tomshaw (2006) found the series of simulated experiments had no significant

effect on studen&conceptual understanding of physics ogpts. Tomshaw pointed out
that some problems with the implementation of the treatment might inhibit the
effectiveness of the simulated experiments. Monaghan and Clement (1999) recommended
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researchers to identify factors that may lead to improved pedafisgiategies for using
simulations.

Alternative Conceptions of Direct Current Electricity

The literature showed that students hold many misconceptions about the basis of
electricity even after formal instruction (Duit & Rhoneck, 1998; Duit & Tregd2303,;
Shipstone, 1984). Stocklmayer and Treagust (1996) emphasized the importance of
addressing the problems experienced by students in electricity because, as to them,
understanding of electricity is required in most countries. Some of these misconsepti

are current consumption, battery as a constant current source, sequential reasoning, local
reasoning, and superposition reasoning. Many researchers tried to explore these
misconceptions and what internal representations students construct and (b mmex

the basic concepts of electrical circuits (Borges & Gilbert, 1999; Shipstone, 1984).

Borges and Gilbert (1999) summarized the following models that had been explored by
other researchsr Some of these models are:

1. Unipolar Model: There is aldw of current from the positive terminal of the
battery to the blb where it is all used up;

2. Two Component Model or Clashing Current®plusmand"minusicurrents travel
from the battery terminals to the bulb where they meet and produce energy; (3)

3. Closed Circuit Model: this model recognizes the bipolarity of circuit elements but
it suggests thacurrent is not conserved;

4. Current Consumpti on M thethis model ckrBné ifuenc e
consumed as it goes through resistive circuit compoadnaction of current will
return to he other end of the battery;

5. Constant Current Source Model: It encompasses bipolar circuit elements, the
circulation of current in a cycle and the need for a closed circuit. But, it is
constructed that the currenupplied from the battery is always the same
regardless of circuit features;

6. Ohm3® Model or'scientific viewt A current flow around circuit transmitting
energy. Current is conserved and differentiated from energy. The circuit is seen as
a whole system where a change in one point will affect the whole system.

Computer Simulations and Conceptual Framework

Computer simulation may play an important role in promoting conceptual change and
understanding of scientific concepts. Conceptual change is one of the instructional
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approaches within the framework of constructivism. Based on constructivism, two
Piagetian tams have been continually related to conceptual change; these terms are
assimilation and accommodation. While assimilation refers to the use of existing
concepts (i.e., fitting new experience into existing schemata), accommodation refers to
the successfureorganization of or@ central concepts (Posner, Strike, Hewson &
Gertzog, 1982). Glynn and Duit (1995) defined the constructive learning of science as a
dynamic process of building, organizing, and elaborating knowledge of the natural world.
In their view, students learn science meaningfully when (a) existing knowledge is
activated and related to educational experiences, (b) intrinsic motivation is developed,
and (c) new knowledge is applied, evaluated and revised. As to Treagust, Chittleborough
and Mamiéa (2002), learning science under the constructivist theory requires students to
take the ownership of an idea or concept, reconstruct it, internalize it and be able to
explain or communicate it to others.

Posner et al. had proposed a widely acceptentyref conceptual change in 1980s. They

considered learning as a rational activity. This theory was relied on Biagetk in
developmental psychology of how learners learn through the assimilation and
accommodation of knowledge that are guided by thecynie of equilibration. They set

four essential conditions for conceptual change. These common conditions are: a)
students must bdissatisfiedwith the existing concepts; b) the new conception must be
intelligible; c) the new conception must pkausibleand; d) the new conception must be
fruitful that students find it useful (Hewson, 1992hmputer simulations could be used

to conflict studen@misconceptions and get them dissatisfied with their non scientific
prior knowledge. The multiple representatns of simulations provide users with

perceptual choices that make the sygkeralationships more intelligible and, as a result,
the conception will be more plausible.

A range of teaching strategidmve beendesigned and used to promote conceptual
charge (Lee & Law, 2001; Scot, Asoka & Driver, 1991). Although these teaching
strategies had the same purpose of helping students toward a more scientific view, there
are differences on how this purpose is reached. Computer simulations may play an
important rde in promoting conceptual change and understanding of scientific concepts.

They could be utilized to challenge studématiternative conceptions, and offer students
the opportunity to model circuits and test their hypotheses.

Computer simulations helm icreating discrepant event in hopes of producing cognitive

conflict and promoting conceptual change (Duit & Rhoneck, 1998; Monaghan &

Cl ement , 1999) . Learning science wunder the
take the ownership of an idea asncept, reconstruct it, internalize it and be able to

explain or communicate it to othergTreagust,Chittleborough & Mamiala, 2002).
Students appreciate the visual value of scientific models in helping them generate or
reconstruct their own mental modélseagust et al., 2002).

Computer technologies can enhance the social interaction, and a group of learners can
achieve more understanding than a learner could achieve alone (Linn, 1998). Moreover,
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they facilitate addressing the features of scientifgquiry. Therefore, the present study
was guided by using simulations in creating cognitive conflict in a collaborative learning
environment. Also, the simulations were employed to address the features of inquiry
instruction The findings of this study magentify the key features of simulations that
promote understanding DC circuits. This research may improve the pedagogy of
integrating simulations in teaching science. The purpose of this study was to understand
the effects of computer simulations on untiarding the concepts of DC circuits. More
specifically, this research aimed at answering the following research questions: (1) What
is the effect of computer simulations on understanding the concepts of DC circuits; and
(2) What are the key features of gomter simulations and how they help students
understand the concepts of DC circuits.

Methodology
Instrument

The author basically used DIRECT 1.0: Determining and Interpreting Resistive Electric
Circuits Concepts Test (Engelhardt & Beichner, 2004) daltecting the guantitative

data. DIRECT covered instructional objectives related to the physical aspects of DC
electric circuits (e.g, short circuit, taendedness, resistance, and interpreting circuits and
diagrams), energy, current, and potential défere (voltage). DIRECT 1.0, a 29 multiple
choice question, was developed to cover these objectives and rigorously validated, a
sample of items are presented in Fig. 1

3) Compare the resistance of branch 1 with that of branch 2. A branch is a section of a circuit. Which has
the least resistance?

(A) Branch 1 — P —iN— e
(B) Branch 2 | B
(C) Neither, they are the Branch 1
same "
Branch 2

Figure 1. Sample items of DIRECT 1.E&fGgelhardt & Beichner, 2004)

Benefiting flom my experience in teaching the topic of DC circuits in Englishiand

Arabic at several schools, | translated the instrument into Arabic language but using the
same circuits and diagrams. The original copy and the translated copy were presented to
faculty members and science teachers to check the appropriateness of the translation,
some terms were modified based on their comments and suggestions. Because energy and
the microscopic aspects of current flow were not covered in the curriculum, the related
guestions were excluded and the translated instrument ended up with 21 questions. A
pilot study was conducted to examine the reliability the test, the participants were 45
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students. The reliability was estimated by CronbBadilpha, and it was 0.74 which
consdered Slight modifications were made based on participants' feedback.

Participants

The participants were all enrolled in Classroom Teacher program. This program is
designed prepare teachers to teach in the lower elementary grades in Jordan. Those pre
service teachers are prepared to teach all subjects but English for the first four grades
(Grade 1 to 4). The program study plan involves three science courses. This study
involved thirty female students who took Science | for Elementary Teachers cothise a
Hashemite University in Jordan in the spring semester of 2009 /2010. The participants
were all female since the majority, if not all, of students whose major was Classroom
Teacher were female.

Research Design

Both of the quantitative and quatitze approaches were adopted in this study. Johnson
and Antony (2004) believe that the goal of using both approaches is to draw from the
strengths of both approaches and minimize their weaknesses in a single research. This
study used the explanatory designwhich the researcher collects the quantitative data
before the qualitative data (Creswell, 2002). The explanatory design enabled the author to
elaborate on the quantitative results, and to obtain insight about how simulations affect
understanding of DCircuits.

As for the quantitative part, a true experimental design was employed. The participants
were randomly assigned to control group fn15) and experimental group.(s 15).

Both groups were taught a unit of DC circuits differently. The experiahgroup was
taught DC circuits with emphasis on using simulations in teaching while the control
group was taught DC circuits traditionally, without using computer simulations.

The study implemented an interviewing design for the qualitative partioktidy to
understand how computer simulations affected

Procedures of the quantitative part

The participants athe experimental group were taught the unit of DC circuits
with emphasis on the use of computeocadile Clips simulations
(http://www.crocodileclips.com). Crocodile Clips is educational software which is
available in several languag®s using Crocodile Clips, students were able to model a
range of modls in electricity and test their hypothesis (Crocodile Clips, 2010). In
addition, students were able to control some variables such as the voltage or the number
of bulbs in the series circuit to examine the effects of a parameter (e.g., voltage) on other
parameters of the DC circuits, as shown in Figure 2.
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Figure 2: An Example of Modeling Simple DC circuit using Crocodile Clips

The participants were randomly assigned to two groups, experimental and control groups.
The experiment laste for three weeksFor each lesson, the participants of the
experimental group were asked some questions to guide their soffinsed
investigations, given the opportunity to set hypothesis, build a model by Crocodile Clips
to test hypotheses, and askeddiscuss and interpret their evide#ised conclusions.

On the other hand, the participants in the control group were taught the unit of DC
circuits traditionally (without computer simulations). The participants of both groups
were given a podest afte studying a unit of DC circuit for around three weeks to
compare the mean score of experimental group with the mean score of control group with
regard to understanding of DC circuits. Because the participants were randomly assigned
to two equivalent grougpand to avoid the cargver effect of testing, the participants
were not given a preest.

Procedures for the qualitative part

The participants of the experimental group were asked if they would like to volunteer to
participate in the follow up inte®ws. Four students from the experimental group were
selected to be interviewed. The interviews lasted approximately fre?® bdinutes. The
interviewds pr ot ostrucrtured open endedtgeedtions that sliesteri

around understanding studdhfserceptions of the simulation experience in electrical
circuits. Participants were asked questions like: (1) How did you benefit from computer
simulations in understanding the concepts of DC circuits, and (2) What are the key
features that were very helpfio you; how did they help you understand the concepts of
DC circuits.
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In this analytical procedure, the researcher coded the data based on common patterns and
themes.

Results
Quantitative Results

An independent sampleést was conducted to examite difference between the mean
scores of the control group and experimental group on thetggistThe results of

Levends test indicated that there was no statistically significant difference between
variances of scores for the two groups (F = 1.118,30).

The experimental group (M, = 13.13, SD exp = 4.61) outperformed the control group
(M controt = 9.13, SD control = 3.52) on the test of understanding the concepts of DC
circuits. The {test confirmed a significant difference between the twamadt (28) =

2.67, p=.012].

Qualitative Results

After completing the quantitative part tfis study, four students wersterviewed in
depth to understand how computer simulations promoted their understanding of DC

circuits. Since the crossaseanalysis allows for constant comparisons of particigants
answers to the interview questions, | conducted ectass analysis among participants
and coded the data based on common patterns and themes.

In what follows, | present the findings of the cresse analysis under two basic thematic
categories: (1) the availability of electronic components and the ease of building circuits
and testing hypotheses; and (2) the benefits of collaborative work while using computer
simulations.

The availability of conponents and the ease of building circuit was an important factor
that benefited students who built and used simulations. For example Amall mentioned
that "It was easy for everyone to build a circuit using the available components such as
batteries, lightbulbs and resistors”. As for Rana, "the availability of components in
di fferent aspects was an i mportant helpf
easy to build a circuit in very short time". The informants emphasized the importance of
the avdable meters (voltmeters and ammeters), and how the ease of measuring the
current and voltage helped them test their hypothesis and promote understanding of DC
circuits as stated in the following excerpts:

“Sara: the most important feature helped undesthat the current was the same in a series circuit was the
availability of measuring instruments

Reema: the software offered an opportunity to test many cases (hypotheses) and understand the concepts

2 All names are pseudonyms
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Rana: the availability of the measuring instrunseamid the ease of using them was most important feature
of Crocodile Clips.

The second theme was emphasizing the benefits of collaborative work while using the
software in the sciendeaboratoryas illustrated in the following accepts:

Sara: workingingr oups hel ped in discovering mistakes, everyo
finally we reach the correct answer after discussing them.

Rema: the collaborative work was helpful, we benefited from each other by discussing the ideas everyone
hadle f ore, and we worked together in testing é..

Amal: the collaborative work was helpful because it enabled students to cooperate and think together, and
to benefit from the software together.

Rana: | prefer to work on simulations in groups provided ¢aah student is given the opportunity use the
software without dispute.

Discussion

The present study found that computer simulations could be effective in improving

studentdunderstanding of DC circ@ concepts. This finding was consistent with many
related studies (e.g., Lejeune, 2002; Baser & Durmus, 2010). Computer simulations, as a
constructivist tool, were very effective in creating discrepant events to produce cognitive
conflict (Zhou, 2002) and curiosity in a collaborative learning environm@amputer
simulations could be considered as an effective tool to promote ifopsgd instruction

in science classrooms. The educational software used in this study enabled students to
build models, test hypotheses, and form explanations from evidéna#her words, the
software enabled them to implement the essential features of inquiry provided by the
documentnquiry and the National Science Education Stand&BC, 2000).Moreover

the present study found that the cooperative environment was assfudcone for
integrating simulations in teaching science as suggested by Linn (1998).

This study identified some key features of simulations that were very helpful to students
in understanding DC circuits. The availability of components (ammetersadimcieters)

and the ease of building circuit were important factors that benefited students who
modeled and used Crocodile Clips simulations. Thus, the developers of educational
software are recommended to develop 48endly software which enables usexs
implement the essential features of inquiry instruction. As for the topic of DC circuits, the
developers are advised to design the software in such a way that enables students to
easily measure current and voltage at any point in an electric circuit.

The present study introduces several implications for teachers, administrators, and
science education researchers. Science teachers are encouraged to integrate simulations in
teaching the concepts of DC circuits. They are advised to utilize simulation in
implementing the essential features of Inquiry introduced by NRC (2000). Also, science
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teachers should plan and arrange to involve learners in a collaborative learning
environment while using computer simulations.

Science education researchers are invitedinvestigate the effect of computer
simulations on understanding other topics under the umbrella of the social
constructivism. In order to improve the pedagogy of integrating simulations in teaching
science, it is recommended that researchers introdudetesst models for integrating
simulations in teaching science. Also, they are invited to identify what key features of
simulations that may improve studetaderstanding of other topics.

The small sample size of participants was a limitation of tkdoeatory study.
Due to the small class sizes at the institution where the study was conducted, the
researcher was not able to involve a larger sample size. Therefore, future studies that
examine the effect of computer simulations on understanding elegtduits may
involve larger sample sizes.
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Abstract

The primary purpose of this study wisdetermine the level of cognitive
knowledge amongphysical education students enrolled in volleyball
classes at Yarmouk University in Jordamother purpose ofhe study

was to determine the impact of gender and academic year upon cognitive
knowledge of students under study. The sample of the study composed of
175 studentavho responded to the researchers' designed questionnaire.
The resultsof the study indicatedveak to modestlevels of cognitive
knowledge amongparticipants of the study. Results also indicated that
gender and academic yearstfidentsdid not have any statistical impacts
upon the main construct investigated in the stugipally, the study
provided recommendations for the field of study.

Keywords: cognitive knowledge, volleyballstudents, andYarmouk
University.
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Introduction

The vast and tremendous advances in communication technology made it possible to
have an access to acadefoagniive knowledge relevant to university level academic
disciplines.Since he university is consideraasthe mainprovider of human knowledge

it is important to understands responsibilitytoward student@and the community at

large Through its interactio with students and the community, the university can
strengtherstudentsskills andnurturethe spirit of innovation (Mohammag008).

It is well-articulated in the literatur¢éhe virtue of science and knowledge and their
progress in all areas of publiée, including sports, which had a positive impact on the
development of the educational process witthia educational system. Today, higher
education institutions takadvantage ohdvanced technologiemd modern educational
methodso develop the sks and capacities of students. Furthegmitive knowledge in
any academic discipline iat the centerof academic knowledgéo link theory with
practice(Linder, 2002. Thus, hgher educationinstitutions must come up with a solid
curriculum that coverthe cognitive aspects ttieacademic specialization.

One aspect of improving cognitive achievement of studenisiig) varioustechnology
systens (Salovara 2005) focusing on studentgjoals, beliefs, abilities, and incentives
(Lawson 2005) and faobrs such avappinessphysical health, cognitive development

and languaggNadin, Pascal, Michal, Ginette, Jean, Fronk & Richard, 20@7is
speculated by previous research that other factors related to physical fitness is also
related to cognitive acevement. For exampl&rissom (2005) indicated that there is a
strong positive relationship between fitness and cognitive knowledigen and Shin

(2004) emphasized thagihysical activities practiced by students outside school treve
greatest impact ortiedents' cognitive learninghatarat and Hussain (2005tjessed the

fact that students should first develop cognitive learning then such learning may lead to
exemplary practice in any physical spdscheuer and Mitchell (2003) indicated that
student's Wo receied additional physical activitieswitnessed improvements in
cognition and academic achievement more than students who did not practice these extra
activities. Other studies provided major findings related to the tfzatt physical activity

may leal to improve brain work, energy levedelfesteem and behavio6¢heuer&
Mitchell, 2003; Dwyer, Sallies, Blizzard, Lazarus & Dean, 2001; Linder, 1999; Linder,
2002; Shephard, 19%7Finally, previous research indicated that factors important to
determinng the cognitive knowledge in volleyball may incluidetors such atness,

law, basic skills, tactics, team leadership, history and sports injf@essom 2005
Mohammad2008 Scheuei& Mitchell, 2003.

Statement of the Problem
Theimportance of cgnitive achievement tmmany sports especialthe volleyball game

has emerged as an important subject represented bgedeto provide modern mettsod
to measurestudents' cognitive knowledge. To the researchers' best knowledge, empirical
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evidence is ra#r limited with regard to determining the level lefrel of cognitive
knowledgeamongphysical education students enrolled in volleyball classes at Yarmouk
University in JordarAnother primary purpose for the study was to test forefifect of
gender anécademic year of the study sample upon cognitive knowledge of volleyball.

Research Questions

This study aimed to answer the followiresearclguestions:

1. What is the level of cognitive knowledgemong physical education students
enrolled in volleyball lasses at Yarmouk University in Jor@an

2. What is the impact of gender and academic year upon cognitive knowledge in
volleyball?

Methodology
Population and Sample

The target population for this studymprised of250 studentdfrom the Faculty of
PhysicdEducation at Yarmouk Universiip Jordarwho areregistered fothe volleyball

course 2) and advance volleyball coursdaringthe summer semester of the academic
years 2007/2008. The sampié this study consisted of 175 students chosen randomly
from the populationof the study The sample distribution was 77 (44%) males and 98
(56%) females. There were 74 (42.29%) second year students, 71 (40.57%) third year
students, and 30 (17.14%) fourth year students.

Instrumentation

The cognitive knowledgtestused in the study was developagthe researcherafter a
comprehensive review of previous theory and research related to the subject under
investigation. The instrument consisted @& items distributed over the following
domains:fitness, law, basic #ks, tactics, team leadership, history and sports injures in
volleyball. Table 1 shows these domains in more specificatidnsording tothe table,
guestions were suggested to cover all proposed areas; 66chuitie questions were
proposed and presedtdo experts to study their suitability in terms of words and
proximity and measurement of the domadtiter that, depending on expert's opinion,
some questions were changed and modified and written off and exchanged with others.

Table (1)

Specificationstable of areas and number of suggested questions

Domains Number of proposed questions | Total
Knowledge Comprehension | Application
Fitness 2 2 5 9
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Domains Number of proposed questions | Total
Knowledge Comprehension | Application

Law 4 4 7 15
Basic skills 3 3 6 12
Tactics 3 3 6 12
Team leadership 1 1 4 6
History 1 1 1 3
Sport inuries 1 1 1 3
Total 15 15 30 60

Validity of the Instrument

The ontent validity ofthe instrumentwas established through expert opiniomso
assured the suitability of questions and their relation to respective doofiaiognitive
knowledge. Further logical validity was extracted through the square root of the
reliability coefficient Table 2 shows the results of tlogical validity.

Table (2)
Validity and Reliability coefficients of the domains and whole scale
Domains Coefficient of Level of significancel Reliability of the
validity correlation
coefficient
Fitness 0.797 0.011 *0.635
Law 0.892 0.001 **(0,795
Team leadership 0.759 0.024 **0.577
Tactics 0.727 0.043 *0.528
Sport injuries 0.732 0.040 *0.536
History 0.851 0.002 **(0.724
Basic skils 0.725 0.044 *0.526
Total 0.902 0.001 **(0.814

* Significant at level 0.05
** Significant at level 0.01

Coefficients of discriminated and difficulty indexes of the test

After the extradbn of the validity and reliability of the instrumenthe test was applied

for the main sample. Before extraction the main results, the coefficients of discrimination

and difficulty were confirmedOf the 60 questiongl8 questions were extractemhd12
guestions were del eted be alywuxeptabiciratios t have
discrimination and difficulty coefficientsThe questions that have difficulty coefficients

between (0.3®.70) and discrimination coefficients above (0.30) were aedefdee

Table 3).

77



Volume 10 Number 2 October/November 2012 JIRSEA

Table (3)
The discrimination and difficuty coefficients index of cognitive knowledge test
Question| Discrimination| Difficulty Question | Discrimination| Difficulty
number | coefficients | coefficients number coefficients | coefficients
1 0.41 0.50 31 0.22 0.47
2 0.23 0.48 32 0.55 0.43
3 0.35 0.55 33 0.54 0.57
4 0.25 0.45 34 0.57 0.47
5 0.33 0.47 35 0.34 0.62
6 0.36 0.45 36 0.56 0.50
7 0.37 0.25 37 0.52 0.65
8 0.40 0.45 38 0.59 0.60
9 0.46 0.60 39 0.50 0.48
10 0.31 0.50 40 0.65 0.55
11 0.61 0.50 41 0.33 0.50
12 0.55 0.67 42 0.50 0.60
13 0.44 0.52 43 0.37 0.50
14 0.33 0.55 44 0.50 0.50
15 0.34 0.68 45 0.30 0.40
16 0.31 0.40 46 0.33 0.50
17 0.23 0.45 47 0.48 0.48
18 0.28 0.45 48 0.33 0.60
19 0.31 0.48 49 0.54 0.50
20 0.37 0.30 50 0.22 0.52
21 0.36 0.43 51 0.41 0.75
22 0.38 0.37 52 0.65 0.57
23 0.42 0.58 53 0.47 0.48
24 0.47 0.53 54 0.49 0.53
25 0.45 0.58 55 0.23 0.55
26 0.47 0.53 56 0.41 0.60
27 0.45 0.52 57 0.23 0.52
28 0.35 0.38 58 0.44 0.55
29 0.28 0.57 59 0.23 0.52
30 0.56 0.37 60 0.25 0.45
Data Analysis

To answer the fitsresearch question which t® determine thdevel of cognitive
knowledgeamongphysical education students enrolled in volleyball classes at Yarmouk
University in Jordanmeans, standard deviations and percentiles wsee. To answer

the second researcjuestion which is to test for the effect of gender academic year
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upon cognitive knowledge in volleybatnalysis of multivariate test (MANOVA) was
used.

Results

The data collected from all participants were coded, entered into SPSS spreadsheets, and
analyzed using SPSS version 17. Descriptive statistics for all variables were examined
using SPSS frequencies. The minimum and maximum values for each variable were
examined for accuracy of data entry by checking for out of rang values. No out of range
values or missing subjects were detected.

ResultsPertain to the first research question

The first research questioaof this study wasto determinethe level of cognitive
knowledgeamongphysical education students enrolled in volleyball classes at Yarmouk
University in JordanAs shown inTable @), the mean of cognitive knowledgetal score

was (0.473) while the percentage reaches (47.33%) which reflect scores average
below the mean. Mean scores on the domains of cognitive test were as followf thers
game (0.483), team leadership (0.475) tactics (0.455), sport injuries (0.447), history of
the game (0.430) and skills of the ga(@e428) These mean scores indicate low score
below average meardowever, mean score of fithess aspect of the gamealage
average with a mean score of (0.574) vétpercentage of (57.4%). According to these
results it is appeared tht aweek level of cognitive knowledgexists forstudents irthe
volleyball game

Table (4)
Means, standard deviations, and percensilfor the domains of the instrument
Domains Standard Number of
frequency | Mean | deviation Percentile items
Fitness 175 574 0.27 %57.43 9
Law 175 483 0.25 %48.30 15
Team leadershiy 175 A75 0.27 %47.50 6
Tactics 175 455 0.23 %45.54 12
Sport injuries 175 447 0.37 %44.76 3
History 175 430 0.35 %43.00 3
Basic skills 175 428 0.24 %42.86 12
Total 175 473 0.11 %47.33 60

The second research question for this study was to determine the impact of gender and
academic year upon cognitive knowledge dam in volleyball. Ashown in Tables 5, 6,

7, therewere significant differences appeared for the fitness, basic skills, and law
domains of cognitive knowledge test in volleyball with respect to gender varidbse
indicates significant differences beten male and femaktudentson these domains for
thefavor of malesin fitness and basic skills domains whide the favor of females in the
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law domain, which refer that the fitness and basic skills cognitive knowledge fas imale
more than femakwhereas law cognitive knowledge for femake more thanthat of
males. Also, as shown irthe table there were no significant differences between male
and femalsonthe total averagscoreof thetest andbnthe other domains.

Also, for academic year vahke the table indicates thttterewere significant differences
appeared for just the sport injures domain of cognitive knowledge test in vollejiall.

table also showed that there were no significant differences between second, third, fourth
year in cogitive knowledge in the total average of test and in the other domains. And to
determine the preferences of difference for each year in sport injures domain the Multiple
Comparisons fcheffg test was usedThe table indicates that the main differences
appeared between just second and third year group (p=0.010) anldeftavor of the

third year which have the higher mean (0.575)

Table (5)

Mean and standard error for gender and academic year variables

Domain Descriptive Gender Academic year
statistics Male Female| Second| Third | fourth
Total Mean 462 482 461 484 472
Standard Error .014 .012 .014 .014 .021
Fitness Mean .632 .529 542 .622 576
Standard Error .034 .029 .032 .034 .050
Tactics Mean 479 448 491 .408 492
Standard Error .028 .024 .027 .028 .041
Team leadershig Mean 470 .034 433 512 485
Standard Error 484 .029 .032 .034 .050
Basic skills Mean 492 .367 373 455 .460
Standard Error .025 .029 .027 .029 .042
History Mean A71 .399 373 455 460
Standard Error .044 .038 .027 .029 .042
Sport injures Mean .502 .399 .348 575 428
Standard Error .046 .039 .043 .045 .067
Law Mean 423 511 520 457 423
Standard Error .032 .027 .030 .031 .046

Table (6)

Analysis of Multivariate test (MANOVA) for the impact of thender and academic
yvear on cognitive knowledge domains

Dependent | Type Il Sum
Source Variable of Squares Df Mean Squar; F Sig.
gender Total .015 1 .015 1.125 .290
Fitness .389 1 .389 5.408 .021
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Tactics .035 1 .035 .704 403
Team leadershil .007 1 .007 .098 754
Basic skills 571 1 571 10.806 .001
History .189 1 .189 1.542 216
Sport injuries .392 1 .392 3.009 .085
Law .284 1 .284 4.583 .034
academi Total .016 2 .008 .615 542
Fitness .200 2 .100 1.392 .251
Tactics .267 2 133 2.686 071
Team leadershil .198 2 .099 1.338 .265
Basic skills .257 2 128 2.433 .091
History .069 2 .035 .282 754
Sport injuries 1.639 2 .820 6.295 .002
Law .220 2 110 1.771 173
Table (7)
Multiple Comparisons $cheffe test for the impact acadeimyear of sport injures
domain
Dependent () J) Mean Difference
Variable academic academig (1-J) Std. Error Sig.
Sport injures second Third -.1844* .05994 .010
domain Fourth -.0462 .07810 839
third Second .1844* .05994 .010
Fourth .1382 .07857 .216
fourth Second .0462 .07810 .839
Third -.1382 .07857 .216

Discussion

The primary purpose of this study was to determine the level of cognitive knowledge for
volleyball among physical education students at Yarmouk University ritdiado The
results indicated a wkdevel of cognitive knowledgamongvolleyball students. This
result is justified by the fact thatudentsunder study placenore emphasison physical
fitnessas well as thakill aspects of the game which are more relateperformance in

the playing field than other aspects of the gaiie ftness aspect of the game emerged
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as themost prominenin this studybecause it is introduced continuously in volleyball
curriculumat colleges especially in the applied part of turriculum.

A perplexing resultwas the lowscoresthat emergean the skills aspect of the game.

Lack of studentods interest and insufficient
another explanatiorthese results are consistent with othedi&s such aRahahlah and

Shajah (2007) Hatamleh (200Q)and Fartuy study (2004) which revealed a vdow

level of cognitive knowledge among students that revealed poor cognitive knowledge

scores among students in various games.

The results also indated variations in fithessebveen male and femastudents as well
asbasic skillsfor the favor of males, where as for the favor of females itethe@omains

of cognitive knowledge. These results can be attribtmethe weakness of cognitive
knowledge for both male and femalestudents involleyball. With regards tothe
superiority of male students in fithess and basic skills domiinsuld beattributedto

the fitness abilitie®f males which isalwaysbetterthan females. Thi&emalepreference

for the law domaincan be attributed to thiaterestof femalestudentsn the theoretical
knowledgeof the game more than the practical knowledge. These results are consistent
with the study ofGrissiom (2005who found thatcognitive knowledge for femadeis
higherthan mals.

The study provides the following recommendations based on the results of the study:

(a) the cognitive knowledge tests should be utilized in evaluating students of volleyball
courses in Yarmouk University (after verification of resbaand statistical measures
employed in this test relative to the validity of the test ifems

(b) ocoaches and referees of volleyball must be subjected to si@ethrcognitive
knowledge tests; and

(c) oonstruct cognitive knowledge tests in volleyballother Jordanian university and
compare results in Jordanian academic institution.

References

Al Kurdi, Aismat. (2006). TheCognitive Knowledge of Coaches andPlayers for the
National Teams ofTable Tennis ArabFederations, Seminar on thRole of Sport
SciencesAthletic Performance, College of Education, King Saud University. Saudi
Arabia.

Chen, Ang & Shen, Bo. (2004). A Web of Achieving in Physical Education: Goals,

Interest, Outsidé&chool Activity and Learning, Learning and Individual Differesc
14,169 182.

82



Volume 10 Number 2 October/November 2012 JIRSEA

Dwyer, T., Salles, J. F., Blizzard, L., Lazarus, R & Dean, K. (2001). Relation of
Academic Performance to Physical Activity and Fitness in Children. Pediatri
Exercise Science, 13, 22538

Fartuy, Ali (2004). Studying theCognitive KnowledgeLevel of ElementarySchool
Students inBasketball in DiyalaDistrict, Journal of Faculty of Physical Education,
University of Diyala, 1 (4), 175 191.

Grissom, B. James. (2005). Physi¢ainess andAcademicAchievement, Journal of
Exercise Physlogy, 8 (1), 1125.

Hatamleh, Mahmoud. (2002). Cognitive Knowledge of Volleyball Coaches and Players
in JordanUnpublished Master Thesis, University of Jordan, Amman, Jordan.

Haouri, Mohammad. (2003). Cognitive Knowledge for Jordanian Karate Coaches,
Unpublished Master Thesis, Yarmouk University, Irbid, Jordan.

Khasawneh, Aman& Zoubi, Zouhair. (2007) Scientific Cognitive Knowledge for
Jordanian Track and Field Players and CoachesN&ah University Journal for
ResearchHumanities, Nablus, Palast, 2 (3), 626656.

Lawson, Sonia. (2005). Achievement Goal Orientations in Physical Rehabilitation,
Doctoral Dissertation, Faculty of the Graduate School, University of Maryland.
U.S.A.

Linder, K. J. (1999). Sport Participation and Perceived Acadesariofance of School
Children and Youth. Pediatric Exercise Science, 11;1420

Linder, K. J. (2002). The Physical Activity Participatiohcademic Performance
Relationship Revisited: Perceived and Actual Performance and the Effect of Banding
(AcademicTracking). Pediatric Exercise Science, 14,-159.

Mazani, Khalid & Ankari, Abed Rahman. (2003)Cognitive Knowledgein Physiology
Exercise and Biomechanics Bhysical EducationTeachers in the&€ity of Riyadh,
Journal of King Saud University, EducatarSciences and Islamic Studies1110.

Mograbi, Arabi .(2044). Establishing thMorms of Fitness for the Sports Excellence
Students in Jordanian university, Amman, Jordan.

Mohanmed ,Mahmoud (2008). Higher EducationRole in Support of theAffiliation,
Journal of Social Sciences, University of Sohag. Available online at:
http:/www.swmsa.com/modules.php?name=News&file=article&sud=2169

Nadine, Forget., Pascal, Lemeline., Michel, Boivin., Ginette, Dionne., Jean, Sequin.,
Frank, Vitaro & Richard, Tremblay2007). Predicting Early School Achievement

83



Volume 10 Number 2 October/November 2012 JIRSEA

with the EDI: A Longitudinal PopulaticBased Study, Early education and
Development, 18 (3), 46526.

Ohio, Zang. (2003). Construction aN@lidation ofKnowledgeTest for theUnited State
Volleyball Associaton Level Coaching Ccertification, Doctoral Dissertation,
university of lowa, U.S.A.

Phillip, Tomporowski., Catherine, Davis., Patricia, Miller & Jack, Naglieri. (2008).
Exercise and Children's Intelligence, Cognition, and Academic Achievement,
EducationaPsychology Review, 20 (2), 141131.

Rahahale, Walid & Shogah, Nart. (2007)CaAmparative Study of Cognitive Knowledge
in FitnessAspect between Faculty of Physical Education in Jordanian and Yarmouk
Universities,Abhath al Yarmouk Humanities an8ocid Science Journal, 23 (4), 47
56.

Salowara, Hanna. (2005). Achievemef@oals andCognitive Learning Strategies in
Dynamic Contexts ofLearning, University of Oulu, OULU UNIVERSITY PRESS,
Finland. Available on: http://herkules.oulu.fi/isbn95142778&3¥$59514277635.pdf

Scheuer, Leslee & Mitchell, Debby. (2003). Does Physical Activity Influence Academic
Performance, Sporta Polis Colunthe New P. E. & sports dimension. Available on:
http://lwww.sportsmedia.org/sportapolisnewsletter19.htm.

Shatarat,Diab & Al Hussin, Abdel Salam. (2007). Constructing a CognitiMest of
Students in Advance Volleyball Course for Faculty of Physical Education at
Jordanian University, th&econdScientific Conference ResearchFolder, Yarmouk
University, 297- 311.

Shephard RJ. (1997). Curricul&hysical Activity and AcademicPerformance. Pediatric
Exercise Science, 9,111®5.

Singer, Robert & Dick, W. (1980). Teachimysical Education, aSystem Approach,
Seconded, Houghton, Boston, U.S.A.

Taha, Ali & Taha, Aiman.(2007). Constructing a Technical ar€mputerized
Knowledge Test of Students in theLaw of Volleyball, the Second Scientific
Conference,Scientific Developments inSports andPhysical Education Research
Folder, Yarmouk University, 535582.

Taha, Ali. (2001). Proposed Cognitive Test of Teaching Volleyball for Faculty of
Physical Education Students, Scientific Journal , Suez Canal University, PorSaid,

Egypt.

Tremblay, M. S., Inman, J. W & Willms, J. D. (2000). The Relationship Between
Physical Activity SelfEsteem, and Academic Achievement in-YiearOld
Children. Pediatric Exercise Science, 12,-372.

84



	Introduction

