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ABSTRACT
ARMANDO RIOS
BOLIV IAN BILINGUAL ELEMENTARY TEACHERS' BELIEFS ABOUT
EDUCATION, SECOND LANGUAGE TEACHING, AND
THEORETICAL ORIENTATIONS TO READING
MAY2010
The purpose of this quantitative survey study was explore bilingual Bolivian
elementary teachers ' beliefs about education, their beliefs about second language
teaching, and their theoretical orientations to reading instruction to assess the
effectiveness of the Bolivian teachers ' training in constructivist approaches .
The literature review of educational philosophies, second language teaching, and
theoretical orientations to reading provided the theoretical context for this study. Data
were collected using a demographic data gathering form and three survey instruments:
The Philosophy of Education Inventory (PEI) , the Foreign Language Attitude Survey
(FLAS), and the Theoretical Orientation to Reading Profile (TORP). These instruments
were translated from English to Spanish. A convenience Sample of 90 Bolivian bilingual
teacher from the rural area of Cochabamba, Bolivia completed the instruments.
The information obtained from the PEI, the FLAS, and the TORP surveys was
scored using each survey scoring systems. Then, the results were grouped by gender, age
of the participants, years of experience, and level of participant's education. Next, the
results were analyzed to determine the number of participants in each educational
VI

philosophy orientation (behaviorist, liberal , progressive, humanistic, and social change),
each approach to second language teaching (grammar-translation, audiolingual, and
communicative), and each theoretical orientation to reading (phonics, skills, and whole
language). After that, a descriptive statistics was performed to get the frequencies,
percents, means, and standard deviation of the data. Finally, to determine if differences
exist between different groups of participants (gender, age, years of experience, and level
of education) a series of MANOV A, correlation, and Chi square with cross-tabulation
procedures were performed.
The results of the PEI and the TORP surveys showed that the majority of the
teachers had a behavioral philosophy of education and a skills theoretical orientation to
reading. These two findings suggested that the mandated goal of the Bolivian government
to implement the constructivist approach to learning and the whole language approach to
reading was not adopted by the majority of teachers. However, the finding of the FLAS
survey that most teachers had a communicative approach to second language teaching
was consistent with the goal of the Bolivian government to implement a bilingual
education program using constructivist methods.
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CHAPTER I
INTRODUCTION
Lawmakers, educators, parents, and communities strive to improve the education
of all children through educational reforms. Reforms like standards-driven accountability,
whole-school, market strategies, shared decision-making, and others have been proposed,
debated, and implemented (Cuban, 2000). Debates continue about ways that budgetary
problems, communication, cultural considerations, curriculum, teachers and students 1
educational beliefs and attitudes hinder reform movements.
Teachers' beliefs about the best way to improve the education of all children are
at the center of these debates. Cuban (2001) argues that reforms do not pass the
classroom door because the teachers' "knowledge, beliefs, and attitudes shape what
teachers let enter, what they adopt, and what they keep out of their classrooms" (p. 131 ).
An elementary teacher who believes that a child-centered education is the best way to

engage in learning will organize his/her classroom differently from what a teachercentered education reform mandates.

In my educational experience as a teacher, school administrator, and doctoral
student, I realized that teachers have a variety of educational philosophies, beliefs about
second language teaching, and theoretical orientations to reading. I found that researchers
have identified main educational philosophies (Elias & Merriam, 1980; Ozmon & Craver;
1981; Zinn, 1983, 1996), beliefs about second language teaching (Abd Al-Magid, 2006;

Fotos, 2005; De Garcia & Reynolds, 1977; & Savignon, 1974, 199), and theoretical
orientations to reading (Deford, 1985; Harste & Burke, 1997; Moss, 1980; Rupley &
Logan, 1985; Vigil, 1985). Scholars from the United States and foreign countries have
studied relationships of each one of these categories with teachers' educational practices
and students' achievement (Bandura, 1986; Chiou, 2004; Clark & Peterson, 1986; Collins
& Cook, 2001; Covington, 1997; Elliott-Johns, 2004; Franks, 2000; Harste & Burke,

1977; Hofer, 2002 ; Mastrini-Mcteer, 1997; Moss, 1980; Paria, 1997; Pence, 1996;
Richardson, 1996; Rupley & Logan, 1985). To my knowledge there are no previous
studies exploring bilingual Bolivian teachers' educational philosophies, their beliefs
about second language teaching, and their theoretical orientations to reading instruction.
Purpose of the Study
The purpose of this quantitative survey study was to explore bilingual Bolivian
elementary teachers' beliefs about education, their beliefs about second language
teaching, and their theoretical orientations to reading instruction to assess the
effectiveness of the Bolivian teachers' training in constructivist approaches.
The 1994 Bolivian educational reform goal was to change teachers' behavioral
teaching culture. In fact, one of the mandated key components of the reform was the
training of teachers on constructivist approaches (Mengoa, Paz, Catacora, & Anze, 2002).
To accomplish this goal, the Bolivian government, the multilateral banks, and donors
increased the educational expenditure to support teachers' training (Contreras &
Talavera, 2003). Also, the Bolivian government developed a training system with three
cohorts of pedagogical advisors and incorporated private and public universities in this
2

process (Mengoa et al. , 2002). Although there is a report that half of Bolivian teachers
stated that they use a constructivist approach (Mengoa et. al. 2002), there is no conclusive
evidence to suggest that the reform changed the teachers' behavioral teaching culture to a
constructivist teaching culture.
This survey study was designed to help those researchers who work in
international education in general and Bolivian researcher and policymakers in particular
understand bilingual Bolivian teachers' educational, second language teaching, and
reading beliefs in a time of debate and development of a new Bolivian national
educational policy. In addition, this research was designed to help school personnel to
design staff development opportunities based on the fi ndings related to teachers ' beliefs
about education, second language teaching, and reading.
To assess bilingual Bolivian teachers' educational beliefs , their beliefs about
second language teaching, and their theoretical orientations reading instruction three
survey instruments were utilized: The Philosophy of Education Inventory (PEI) (Zinn,
1983, 1996) (Appendix A), the Foreign Language Attitude Survey (FLAS) (De Garcia,
Reynolds, & Savignon, 1976) (Appendix B), and the Theoretical Orientation to Reading
Profile (TORP) (DeFord, 1985) (Appendix C ). These instruments were translated into
Spanish (Appendix D).

3

Research Questions
I . What educational beliefs do selected bilingual Bolivian elementary teachers have?
2. What second language acquisition beliefs do selected bilingual Bolivian

elementary teachers have?
3. What reading theoretical orientations do selected bilingual Bolivian elementary
teachers have?

Assumptions
This study was conducted under the following assumptions:
•

Each teacher has an educational epistemological belief.

•

Each teacher has a theoretical orientation to reading.

•

Each teacher has beliefs about second language teaching.

•

Research included in this study is valid and reliable.

•

Teachers participating in this research will respond truthfully.

•

Instruments utilized in this study are valid and reliable, have been utilized by

some researchers to identify teachers' perceptions about their beliefs concerning language

teaching, or have been recognized, in the literature, as empirical works that serve to
identify teachers' assumptions about foreign language teaching.

4

Significance of the Study
Although Bolivia is the only country in Latin America that "has succeeded in
providing bilingual education" to more than one third of its indigenous population in
rural areas (World Bank, 2005 , p. 6), research about bilingual teacher educators in
Bolivia is limited. Scholars have directed their attention to examine:
• the training needs of bilingual teachers (Benson, 2004 ),
• the relationship between family language policy and gender socialization in
bilingual Aymara households (Luykx, 2003),
• the relationship between bilingual-intercultural education and social
marginalization (Luykx, 2003),
• the advantages of bilingual programs in developing countries (Benson, 2002),
• the relationship between language policies and the continua of bi literacy
(Hornberger, 2002),
• the causes of inequities of indigenous students in Bolivian primary schools (Mc
Ewan & Jimenez, 2002),
• the implementation of bilingual education in Bolivia, and its relationship to
linguistic and cultural rights of the indigenous (Comboni & Juarez, 2000),
• the relationship of multilingual policy and practices for indigenous in Peru and
Bolivia ( Hornberger, 1998),
• and the effects of intercul tural bilingual education in the training of human
resources (Gagliardi, 1995).

5

However, no study has been conducted to explore bilingual Bolivian elementary
teachers' beliefs about education, second language acquisition, and theoretical orientation
to reading instruction. Therefore, this study is significant because it initiates the
exploration of bilingual Bolivian elementary teachers' beliefs about education, their
beliefs about second language acquisition, and their theoretical orientation to reading
instruction. The results of this research would increase the theoretical knowledge of
bilingual Bolivian teachers' educational, second language teaching, and reading beliefs.
Also, this research could help those researchers who work in international education in
general and Bolivian researcher and policymakers in particular to understand bilingual
Bolivian teachers' educational, second language teaching, and reading beliefs in a time of
debate and development of a new Bolivian national educational policy. In addition, this
research could help school personnel to visualize staff development opportunities based
on identified teachers' beliefs about education, second language teaching, and reading.
Bolivian Educational Context
The future of reforms geared toward meeting the educational needs of the
Bolivian children is uncertain. Such uncertain politics bears relevance to current barriers
and movements for change occurring in the US, particularly in relation to the education
of minority cultures and the various groups of indigenous people living in the U.S. In
order to understand the context of the Bolivian education and what all countries can learn
from our experiences, this section will provide a brief history of Bolivian educational
policy, followed by an analysis of current reforms and their relationship to more
culturally responsive policy and pedagogy.
6

Bolivia's education has its roots in the colonial period. In that time, education was
limited to the children of elite families. After Bolivian attained independence on August
6, 1825, the government offered a public, universal, and compulsory primary education.
But, the government implemented only primary urban schools to serve elite children
leaving most urban and rural indigenous children without education. By the early 1900s,
a teaching delegation from Belgium established primary schools in rural areas creating
the foundations for indigenous education (Kluck, 1989; McEwen, 1975).
In 1931 , Elizardo Perez and Avelino Siriani founded the Ayllu de Warisata School
near Lake Titicaca. The Ayllu de Warisata school was a serious effort to promote
indigenous education based in a productive model of education (Salas, 2004). However,
because of lack of funding and governmental interest, there was not a real expansion of
educational opportunities for indigenous children during this period (Kluck, 1989; Salas,
2004 ). In 194 7, the government of Enrique Hertzog passed a law calling for an end of
illiteracy. This law required every literate person to teach at least one illiterate person to
read and write. Also, the law imposed fines for adult illiteracy. But, the law did not work.
In fact, when the 1952 national civil revolution happened, more than two-thirds of the
adult Bolivian population was illiterate (Kluck, 1989).
Three years after the national revolution of 1952, the government promulgated the
Bolivian Education Code, a legislation that laid the foundation for the Bolivian public
education system (Salas, 2004; Kluck, 1989). In the code, the government established
that the education is free, compulsory, democratic, and unified. Also, in the code, the
government acknowledged the difference between rural and urban schools. Since its
7

promulgation, The Bolivian Education Code has been the most important instrument at
the service of the national revolution. It helped convert education into a powerful
ideological tool for the indigenous groups and adults in rural areas (Rivera, 1992).
In 1968, under the government of General Rene Barrientos, a decree for the
restructuration of the educational system was enacted (Rivera, 1992). The statute
imposed four levels of education: regular education, adult education, special education,
and extra-scholar education. The regular education had three levels: primary, middle, and
superior education. The purpose of this decree was to establish a new national pedagogy
that addressed more than two-thirds of the adult country's illiteracy reality. To
accomplish the reform, the government fired all teachers and asked them to apply again
under less economically favorable conditions. Most regulations of this decree that was
directed to help people become literate were not implemented. In fact, the only measure
that worked during this period was the restructuration of the educational system (Rivera,
1992).
Between 1969 and 1970, President General Ovando attempted to build an
educational policy based in the reforms of general Barrientos (Baptista, 1973; D' Emilio,
2001; Rivera, 1992). Ovando pointed out that the state has the responsibility to offer
education. Also, based in the ideas of Freire, General Ovando pointed out that people
have the right to obtain an education with dignity, solidarity, and desire for perfection. In
fact, General Ovando's educational policies were influenced by the principles of Freire's
reconstructionist education (Rivera, 1992). During the Ovando government, the first

8

National Educational Congress was organized. Some important conclusions of this
congress were:
•

The idea of the creation of a National Counsel of Education with equal
representation between the government and the National Union of
Teachers.

•

The suggestion to create the special education profession to help educate
special education students.

•

The suggestion to train educators in modem literacy and native language
techniques to educate adults (Baptista, 1973; D'Emilio, 2001; Rivera,
1992).

On February 1, 1973, President General Banzer enacted an educational law. The
purpose of this educational law was to build an educational program that would help to
accomplish the goal of the General Banzer government. The goal of General Banzer was
to develop a nationalist state with order, work, peace and justice. To facilitate the
achievement of this educational law, General Banzer ordered the realization of an audit of
the Bolivian education system. The audit was finished and published in 1974 (Rivera,
1992). Some conclusions from this audit were:
•

Education was not the development pillar of the country.

•

Education left behind most people including indigenous people.

•

The secondary education was organized to impart a liberal arts education only and
not a vocational education.

9

•

There was recognition of the cultural diversity of the Bolivian society (Albo &
Anaya, 2004; D' Emilio, 2001; Rivera, 1992).
The second National Educational Congress was organized in 1979, during the

presidency of General Padilla. Some suggestions of this congress were the suppression of
the division between rural and urban education, the incorporation of native languages in
teaching and learning, and the identification of the educational process with the working
class and its revolutionary practice (Rivera, 1992).
The government of President Dr. Paz Estenssoro (1985-1989) prepared the terrain
for the actual educational reform (Rivera, 1992). In fact, at the end of the presidency of
Dr. Paz Estenssoro, the minister of education, Enrique Ipina, published two books with
major education reform proposals, the white book and the pink book. These books
included ideological and political principles for an educational reform. Also the white
and pink books promoted the fusion of rural and urban education, educational
decentralization, and curricular changes that were designed to develop students' critical
thinking (Ipifi.a-Melgar, 1996). The government intention was to present these two
documents into the third National Educational Congress, but the congress did not meet,

and the government of President Dr. Paz Estenssoro ended.
The government of President Jaime Paz Zamora ( 1989-1993) continued the
educational goals of Dr. Estenssoro. Paz Zamoras utilized the conclusions of the white
and pink books to propose a project of the educational reform with approved budget from
the World Bank, UNICEF, and UNESCO. But, the Paz Zamora government ended and
the reform was not enacted into law (Rivera, 1992).
10

On July 7, 1994, under the presidency of Sanchez de Lozada, the current
Bolivian Educational Reform Law was enacted. Some important mandates of this law
are:
•

Eight compulsory years of primary school divided in three cycles: three years of
basic learning, three years of essential learning, and two years of applied
learning.

•

The access of all non-educational professionals with four-year university
degrees to teaching positions.

•

The reorganization of teacher-training schools.

•

The adoption of a constructivist, child-centered approach to learning in contrast
to the traditional teacher-centered approach.

•

The implementation of a bilingual education using the mother tongue for
teaching and learning before transitioning to Spanish.

•

The development of a testing center and tests to measure students learning.

•

The promotion of parent involvement (LRE, 1994, chaps. 2-6).
One of the most challenging mandates of the reform was the adoption of

constructivist methods of teaching (Mengoa, Paz, Catacora, & Anze, 2002 ; Pedersen,
Bonstetter , Rioseco, Briceno-Valero, Garcia, & O ' Callaghan, 2001). In fact , this mandate
caught teachers unprepared since their initial training and professional experience was
oriented by behaviorist approaches to learning. Training on constructivism methods,
whole language approach, and the cooperative learning was provided, but there was
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dissatisfaction because teachers complained that most staff development sessions were
vague and without classroom application (Mengoa et al., 2002). Another challenge of the
reform was that teachers and administrators perceived it to be a top-down attempt to
mandate improvement. In fact, "pedagogical advisors" went to the school to teach the
"pedagogical recipes" of the education reform (Barral Zegarra, 2002, pp. 7-11). The
reformers assumed that they had to start from zero and teachers and administrators did
not get credit for their experience and knowledge. In addition, the outside pedagogical
advisors were often sabotaged by school principals who felt threatened (Mengoa et al. ,
2002). A final challenge was the distribution of materials and resources to implement the
educational reform. In fact, in 1996 pedagogical advisers went to schools without
"didactic materials", learning modules were carried to schools late, and "didactic guides"
were slowly developed (Ministerio de Dasarrollo Humana, 1996).
Researchers report that these challenges are patterns of mandated reforms
worldwide. Challenges to educational reforms could be caused by lack of materials or
financial support, social and political contradictions, strong beliefs systems, lack of
hands-on training, contradictions of the intended reform, or lack of institutional support
(Escudero, 1994; Fullan, 1994; Goodman, 1995 ; Kohn, 2000). On the other hand,
researchers report that educational changes can be done when staff development sections
are formative in nature, embedded in the implementation process o new initiatives, and
delivered by the participants (Joyce & Showers, 2002).
According to the Bolivian government, the training issue in the Bolivian reform
was handled as a work in progress with first, second, and third cohort of pedagogical
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advisors. In addition to the training provided by the government, a partnership among
The Bolivian Private University, the Cochabamba Cooperative School, and the East
Carolina University of the United States made a commitment to teach Bolivian teacher on
the "whole language approach, constructivist methods of teaching, and cooperative
learning" (Pedersen et al. p.180). After eight years of the training, the results of a
quantitative research survey of 24 schools revealed that over half of teachers indicated
they use a constructivist approach, 25 percent reported they use a mixed or eclectic
approach, and the rest of teachers declined to specify their approach (Mengoa et al.,
2002).
Another field that was impacted by the reform was the bilingual education
program (Lopez, 1995). Based on previous pilot bilingual experience in the 1970s and
1980s, the reform introduced a national bilingual and intercultural education. The
purpose of the intercultural bilingual educational program was to maintain and develop
indigenous languages as well as to develop the Spanish language (Lopez, 1995). To
accomplish this purpose, the reform declared all Bolivia's indigenous language including
Spanish as subjects of teaching and instruction in all Bolivian schools. Also, the reform
mandated offering bilingual education nationwide at the primary level for a minimum of
eight years (LRE, 1994).
The current government is debating a new National educational reform (Patzi,
2000). The official proposition is to have an intercultural, productive, and decolonizing
education. The opposition wants a traditional- homogenizing education. And other groups
want to conserve the policies of the 1994 reform. However, most educational experts
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agree that the new reform debate is centered among three different educational
philosophies: the progressivism, the behaviorist, and the reconstructionist or critical
(Choque, 1998; Patzi, 2000).
Limitations
There were two main limitations in the present study:
1. This study was conducted in rural public schools where there are bilingual

teachers.
2. Because the findings of this study reflected the beliefs of bilingual teachers in
rural areas, this study could not be generalized to reflect the beliefs of bilingual
teachers in urban areas.
This introductory chapter presented the purpose of the study, the research questions, a
brief definition of terms, some assumptions, the significance of the study, a brief Bolivian
educational context, and the limitations of the study. The following chapter presents a
literature review of the main topics of this study.
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CHAPTER II
LITERATURE REVIEW
This literature review provides a background for exploring bilingual Bolivian
elementary teachers ' beliefs about education, their beliefs about second language
teaching, and their theoretical orientation to reading instruction. This literature review
consists of four parts: First, is a literature review of five major educational philosophies
identified by Zinn (2004) , Ozmon and Craver (1981 ), and Elias and Merriam (1980).
Second, is a review of theoretical orientation to reading instruction. Third, is a review of
beliefs about second language teaching. Finally, a brief review on the translation process
is presented.
Educational Philosophies

Epistemology, as a branch of philosophy, deals with the nature, origin, structure,
and validity of knowledge (Schraw, Bendixen, & Dunkle, 2002; Hofer, 2002; Hofer,
200 1; Schommer, 1994; Brown, 1993). In fact, epistemology is defined as an "area of
philosophy concerned with the nature and justification of human knowledge" (Hofer &
Pintrich, 1997, p. 88). In Cunningham and Fitzgerald (1996) words, epistemology "deals
with what can be counted as knowledge, where knowledge is located, and how
knowledge increases" (p. 37).
Personal beliefs about knowledge are called epistemological beliefs (Duell &
Schommer-Alkins, 2001; Hofer & Pintrich, 1997; Schraw & Olafson, 2002).
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Epistemological belief as a field of philosophy analyzes people believe about how
knowledge is acquired, what knowledge is, where knowledge is stored, how knowledge is
developed, and how knowledge is evaluated (Hofer, 2004, p. 1).
Epistemological beliefs are components of disciplines that have to do with
learning (Ajzen, 1988; Alexander & Dochy, 1995; Fishbein & Ajzen, 1975). Education is
one of these disciplines (Hofer, 2002). In the field of education, teachers' epistemological
beliefs are the foundation of their diverse forms of teaching (Clark & Peterson, 1986;
Marland, 1995; Perry, 1970; Richardson, 1996;), are often good predictors of the
decisions teachers make (Bandura, 1986; Harste & Burke, 1977; Hofer, 2002; Franks,
2000), and are important factors in the success or failure of curriculum and instruction
(Clark & Peterson, 1986; Richardson, 1996).
Researchers have identified epistemological beliefs that support different
educational models. For example Hofer and Pintrich (1997), in their synthesis of
epistemological theories, identified three lines of research: One group was interested in
"how individuals interpret their educational experience;" a second group was interested
in "how epistemological assumptions influence thinking and reasoning processes,
focusing on reflective judgment;" and a third group interested in "how epistemological
assumptions influence classroom learning" (p. 89, 90). The educational epistemological
beliefs of a determined learning community constitute the basis for its philosophy of
education (Merriam & Brockett, 1977). An educational philosophy is "the application of
philosophical ideas to educational problems" (Ozmon & Craver, 1981 , p. x). Then, a

philosophy of education is a complete and consistent set of principles and beliefs about
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the purpose and nature of knowledge, the role of the education in society, the purpose or
goals of learning , the role of teachers and students, the objective of the curriculum, and
the functions of effective teaching approaches (Zinn, 1983, 1996).
Researchers have identified five major educational philosophies (Elias &
Merriam, 1980; Ozmon & Craver; 1981 ; Zinn, 1983 , 1996). These educational
philosophies are: the behavioral philosophy of education or realism, the liberal
philosophy of education or idealism, the progressive philosophy of education,
pragmatism or contextualist, the humanist philosophy of education or existentialism, and
the reconstructionist philosophy of education, social change, radical, or
critical/emancipatory education. This section will review these educational philosophies
under their respective clusters; however, a full account of each educational philosophy is
beyond the scope of this dissertation.

Behavioral Philosophy of Education
The behavioral philosophy of education characterizes knowledge as objective and
located outside of the learner (Driscoll, 2000; Murphy, 1997). Proponents of this
philosophy consider learning as observable external change in behaviors (Good &
Brophy, 1990), emphasize that the learning product or outcome can be observed and
measured (Elias & Merriam, 1995), support the application of a simple lineal step by step
approach to learning beginning from basic measurable behaviors (skills) and progressing
to more complex behaviors (skills), and propose that stimulus-response and
reinforcement are essential parts of the learning activity (Thorndike, 1906; Tyler, 1949).
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The works of Thorndike, Wat on, Pavlov, and Skinner are the foundation of the
behavioral philosophy of education (Driscoll , 2000; Elias & Merriam, 1995). Thorndike
( 1906, 1913) argued that learning is the result of the associations between stimuli and
responses. He proposed three laws of learning: the law of readiness which states that
when modifiable connections between situations and responses are made and satisfy
students' purposes, objectives, and goals, the strength of these modifiable connections are
increased; the law of exercise which states that practice strengthens learning; and the law
of effect which states that rewarded responses produce habitual responses.
Watson (1913), known as the father of behaviorism, proposed that "behavior, not
consciousness" (p. 176) must be the objective of psychological studies. He maintained
that psychology is "a purely objective experimental branch of natural science. Its
theoretical goal is the prediction and control of behavior" (p. 158).
Pavlov's (1927) contribution to the behavioral philosophy was the application of
his studies of animals' responses to conditioning to humans. He argued that:
The different kinds of habits based on training, education and discipline of any
sort are nothing but a long chain of conditioned reflexes. We all know how
associations, once established and acquired between definite stimuli and our
responses, are persistently and, so to speak, automatically reproduced, sometimes
even although we fight against them (p. 1).
Skinner (1938) introduced the concept of operant conditioning to describe the
idea that a response followed by reinforcement is made stronger and is more likely to be
repeated. He stated "if the occurrence of an operant is followed by presentation of a
reinforcing stimulus, the strength is increased" (p. 21 ). It is in this framework that
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learning occurs, and because learning is a re pon e-outcome, it could be m asured
through observable changes in behavior.
Tyler (1949) is the major exponent of the behavioral philo ophy of education at
the instructional level. He proposed some basic principles for designing instruction based
on his belief that "education is a process of changing the behavior patterns of people" (p.
5). These principles are defining specific behavioral learning objectives, creating useful
learning experiences to attain these objectives, organizing learning experiences for
effective instruction, and measuring and evaluating these learning experiences.
To attain behavioral objectives, teachers under the behaviorist philosophy use
lectures, skill development worksheets that begin with lower level skills and build to
higher level skills, repetition and reinforcement with specific stimuli, and tests with
specific responses (Elias & Merriam, 1995). Also, teachers employ a direct teaching
approach. They use the direct approach because they are the experts who transmit
knowledge. They write observable and measurable behavioral learning outcomes. They
specify the desired performance in advance and verify learning with appropriate
assessments. They emphasize performance and practice. They use instructional strategies
to shape desired skills and reinforce accomplishments with appropriate feedback
(Dowell , 2002; Driscoll, 2000; Henniger, 2002). The role of students under this approach
is to receive information and demonstrate competency. They are listeners and answer
questions that the teacher asks. However, they are not permitted to interrupt the lesson
cycle (Dowell, 2002; Henninger, 2002).
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The behavioral philosophy of education is linked to the epistemological beliefs of
objectivism because of its reliance on the objectivist view of knowledge and learning
(Driscoll, 2000; Murphy, 1997). In fact like behaviorists, objectivists maintain that
knowledge is objective and located outside the knower (Driscoll, 2000; Murphy, 1997).
They consider that there is a reality independent of the interpretation or even the presence
of the knower, that knowledge relies on data gathered by the senses or scientific
instruments, and that knowledge is discovered rather than created (Cunningham &
Fitzgerald, 1996; Jonassen, 1991). Also, objectivists believe that the curriculum
delineates which knowledge the learner has to gather, that knowledge is transferred to the
learner by an expert teacher, that knowledge is presented to the learner in sequenced
lessons along with drill and practice, and that tests are utilized to measure the acquisition
of knowledge (Schraw & Olafson, 2002).
In sum, the tenets of the behaviorist philosophy of education are:
•

Knowledge is objective and located outside the knower (Driscoll, 2000; Murphy,
1997).

•

There is a lineal step-by-step approach to learning progressing from simple to
more complex behaviors (Thorndike, 1906; Tyler, 1949).

•

Education is a process of formation of behavior patterns (Tyler, 1949).

•

The goal of behavior education is to predict and control behavior through habitual
response to stimulus (Skinner, 1938).

•

Practice strengthens learning (Dowel , 2002).
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•

The teacher is the expert, lecture and teacher' centered education and relies in
inductive learning (Elias & Merriam, 1995).

•

Students respond to stimulus presented by teachers (Dowel, 2002; Henninger,
2002).

Liberal Philosophy of Education
Liberal education is one of the most ancient educational philosophies that has its
roots in ancient Greece and has influenced most of the W estem culture educational
practices (Broudy & Palmer, 1965; Kimball, 1986). Liberal educational philosophy is not
a part of the current political liberal ideology. To avoid the confusion one can see liberal
educational philosophy in terms of Classical or Liberal Arts education (Zinn, 1996).
Researchers have identified two lines of thought in liberal education: One line called the
orators by Kimball (1986), humanists by O'Malley (2004), and philosophers as a way of
life by Hadot (1995), and the second line called the philosophers by Kimball (1986),
academics by O;Malley (2004) , and the abstract or theoretical enterprise by Hadot
(1995). The Orators value practical wisdom, the appropriation of established virtues, and
the value of training good citizens to lead society. The orators' timeline goes from
Isocrates, to Cicero, to Matthew Arnold and permeates the mission statements of modem
educational institutions today (Hadot, 1995; Kimball, 1986; O'Malley, 2004). On the
other hand, the philosophers value critical thinking, a rigorous dialectic, the search for
truth, and the free-open-ended pursuit of knowledge in all its forms. The philosophers'
time line goes from Socrates, to Boethius, to scholasticism, to enlightenment, and is
embodied in modem research universities at the present time (O'Malley, 2004;
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Kimball, 1986; Hadot, (1995). Socrates and Plato have been identified as proponents of
liberal education because their writings show virtue in action, which correspond to the
orators, and methods for critical thinking, which correspond to the philosophers (Kimball ,
1986); the main difference between orators and philosophers is primarily over whether
the one way communicative style of orators or the dialectic communicative style of the
philosophers should characterize liberal education (O'Malley, 2004).
The purpose of the liberal philosophy of education is to organize and transmit
knowledge to make a person literate, to develop his/her critical intellectual powers, to
cultivate his/her wisdom, and to increase his/her morality and spirituality (Gross, 1963;
Elias & Merriam , 1995; Mckenzie, 1985; O'Malley, 2004; Zinn, 1983, 1996), to make a
person more human and less animal (Van Doren, 1945), to produce liberal individuals
who are able to promote change and advance culture (Henderson, 1944). In Hutchins
(2007) words, the aim of liberal education is:
Human excellence, both private and public (for man is a political animal). Its
object is the excellence of man as man and man as citizen. It regards man as an
end , not as a means; and it regards the ends of life, and not the means to it. For
this reason it is the education of free men (p.1 ).
To accomplish liberal objectives, teachers use the intuitive method or "logic-inuse" (Kaplan, 1964, p. 17). Also, teachers employ the dialectic or Socratic Method of
inquiry. In this method, teachers do not give direct information to students. Instead,
teachers ask questions and students obtain information by answering these questions.
Another method that teachers use is introspection or the examination of one's own
thoughts and feelings (Merriam Webster, 2006-2007; Elias & Merriam, 1995). In
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addition, teachers employ lectures, study groups, critical reading, discussion, vocational
guidance, and research to engage students in the learning process (Zinn, 1983, 1996).
Teachers that follow this philosophy "did not merely teach, but plays the role of
genuine directors of conscience who care for their students ' spiritual problems" (Hadot,
1995, p. 156). Teachers are the authorities, the experts who transmit the knowledge
(Freire, 1970). Learners under this philosophy are viewed as persons who seek
knowledge through learning activities that promote conceptual-theoretical understanding
rather than just factual information (Zinn, 1983 , 1996; Elias & Merriam, 1995). In fact,
learners' exploration of knowledge is promoted by lecture, study groups, critical reading,
discussion, vocational guidance, and research (Zinn, 1983, 1996).
The liberal philosophy of education is linked to the critical realist epistemology
because the patterns of a liberal educational philosophy are to organize and transmit
knowledge, to emphasize content and skills, to develop the whole person, and to promote
individuals' action in the community (Kaplan, 1992). In fact, critical realists believe that
knowledge is outside the learner. But, they also consider that "knowledge is a great
human achievement, resulting from the most active use of human reason and imagination
to develop ideas and semblances that do the real world justice" (Cunningham &
Fitzgerald, 1996, p. 46)
To sum up, the principles of the liberal philosophy of education are:
•

Knowledge is outside of the learner (Cunningham & Fitzgerald, 1996).

•

Learning is the result of use of imagination and critical thinking (Cunningham &
Fitzgerald, 1996).
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•

The aim ofliberal education is to organize and transmit knowledge to produce
human excellence (O'Malley, 2004; Zinn, 1983, 1996; Elias & Merriam, 1995;
Mckenzie, 1985; Gross, 1963).

•

The teacher is the expert and the authority in the learning process who transmits
knowledge through lecture, study groups, critical reading activities, discussions,
and research (Zinn, 1983 , 1996; Elias & Merriam, 1995).

•

Students seek knowledge through a conceptual-theoretical understanding (Zinn,
1983, 1996; Elias & Merriam, 1995).

Progressive Philosophy of Education
The progressive educational philosophy has become another influential
educational belief of the twentieth century. According to Elias and Merriam ( 1995), the
purposes of progressive education are to transmit culture, to promote social change, and
to give learner practical knowledge and problem solving skills to reform society. Also,
they agree that this philosophy emphasizes the use of experimental learning, thematic
units, problem solving strategies, development of critical thinking, cooperative and
collaborative learning, variety oflearning resources, life-long learning goals, and
formative evaluations.
This philosophy "has been described by historians as a revolt against formalism in
education" (Miller, 1996, p. 3). Zilversmit (2005, p. 2) states, in the electronic version of
the Encyclopedia of Chicago, that Dewey acknowledged that Francis W. Parker was the
father of progressive education (2005). However, John Dewey is considered as the most
influential figure of the progressive educational movement. In fact , his writings are the
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foundation of the progressive movement (Schugurensky, 2002; Coburn, 2001; Evers,
1998; Fidherman, 1998). But, William Heard Kilpatrick, a disciple of Dewey, was the
charismatic person who popularized the Dewey's philosophy (Beineke, 1998).
The progressive philosophy of education describes education as a process of
active-reflective inquiry with the purpose to improve both the individual and society
(Fisherman, 1998; Schugurensky, 2002). Also, education for the progressive philosophy
must help individuals function in democratic societies which are characterized by change,
relativity, and pluralism (Dewey, 1916, 1938, 1956). After a review of Dewey's writing,
Elias and Merriam (1995) found that the progressive philosophy has three important
pha es: The first phase promotes a child-centered education. The second phase advocates
that education plays a significant role in social change. The third phase supports
e perimentalism.
This child-centered education was a shift in the role of the teacher in the
educational process (Dewey, 1938). In fact, the role of teachers in the progressive
educational philosophy is to "stimulate, instigate, and evaluate" (Elias & Merriam , 1995 ,
p. 62) the learning process. They employ their experiences to assist students in planning
cooperative learning activities based in integrated curriculum (Elias & Merriam, 1995).
Also, the job of teachers is to connect the subject matter with the individual
characteristics of their students and the societal characteristic of their environment
(Dewey, 1938). On the other hand, learners are responsible for their own learning. In a
cooperative learning process, they acquire practical knowledge and problem solving
skills that will help them deal with a changing and active-lifelong learning environment
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(Elias & Merriam, 1995). According to Schugurensky (2002), this active-student
approach is based on the premise that the main mission of education is the complete
development of the mental, physical, and moral attributes of the humans.
The methods used by teachers in the progressive educational philosophy are
focused in the needs and situations of learners (Dewey, 1938, 1956; Kilpatrick, 1918).
This child-centered education is referred as a "method of instruction in which authority
for curriculum formatting is jointly shared by the learner and the practitioner" (Conti,
1985, p. 7), and its main task is to develop the physical, mental, and moral qualities of
children (Cremin, 1959; Dewey & Dewey, 1915; Dewey, 1956). Also, the progressive
philosophy emphasizes critical and collaborative experimentation and ongoing
application of theory to practice (Elias & Merriam, 1995). The assumption was that
children learn better by performing tasks associated with learning (Dewey, 1938). Finally
this philosophy advocates the method of questioning the social status to gain social and
political change (Dewey, 1938).
The progressive philosophy was linked to the contextualist or pragmatic
epistemological beliefs because progressivism describes education as a process of activereflective inquiry with the purpose to improve both the individual and society
(Fisherman, 1998; Schugurensky, 2002). Also, there are other tenets of the contextualist
or pragmatic beliefs that are embedded in progressivism. They include:
•

Knowledge exists, but knowledge is situational, and it is generated by the human
mind (Kuhn et al. , 2000; Schraw & Olafson, 2002).
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•

A child-centered curriculum based in students needs provides authentic learning
experiences (Hunter, 2006).

•

Participation is very important because there is more possibility to attain valuable
knowledge when there are more perspectives about an issue (Guest, 2007).
To summarize, the main attributes of the progressive philosophy of education are:

•

Knowledge exists, but it is situational and generated by the human mind (Kuhn et
al., 2000; Schraw & Olafson, 2002).
Leaming is an active process based in students' needs and experiences (Dewey,
193 8; Hunter, 2006).
The purpose of the education is a complete development of the mental, physical,
and moral attributes of the child (Schugurensky, 2002).

•

The goals of education are to transmit culture, promote change, and give students
practical knowledge and problem solving skills to change society (Dewey &
Dewey, 1915; Elias & Merriam, 1995).

•

People educated by the principles of the progressive education are inevitably
agents of constructive social change (Dewey & Dewey, 1915).

•

The teacher is a facilitator who stimulates, instigates, and evaluates the learning
process (Elias & Merriam, 1995).

•

Teacher uses experimental learning, problem solving strategies, and critical
thinking methods (Dewey, 1938 ; Elias & Merriam, 1885).

•

Child-centered activities are promoted (Conti, 1985).
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Humanist Philosophy of Education
The humanistic philosophy of education is defined as "a commitment to
education and practice in which all facets of the teaching-learning process give major
emphasis to the freedom, value, worth, dignity, and integrity of persons" (ASCD, 1978,
p. 9). According to Cameron (1983), the conceptual foundations for the process of
humanistic learning are based in "Arthur Combs, concept of learning as a process of
discovering personal meaning, the Carl Roger' s concept of significant learning, and the
Abraham Maslow ' s concepts of extrinsic and intrinsic learning" (p.76).
Combs (1999, 1979) described the idea that learning as a process of discovering
personal meaning is an active process where meaning is discovered by each individual
through interaction with the world. He believed that this process is influenced by
learner' s self-concept, past experiences, current meanings, available opportunities, and
individual interests, purposes, needs, values, and goals. Combs, Newman, and Blume
(1974) conceived the teacher in this process as a facilitator who uses the learner' s needs
for information, understanding, or experience, and identifies new needs, goals, and
objectives. Also, they visualized the teacher as a facilitator who can offer encouragement,
respect evidence of individual initiative and responsibility, treat the mistakes as
opportunities for new learning, and offer an environment free of threat.
The concept of significant learning, developed by Carl Rogers (1959, 1961 ,
1969), is based in the belief that each individual, as a whole person, has an innate
tendency to move toward self-actualization which provides the motivation for leaning
and change. In fact, significant learning is an event initiated and evaluated by the learner.
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It is a pervasive event able to make a difference i~ attitudes and behaviors of the learner.
Also, the essence of the whole learning event is meaning (Rogers, 1969). Under Roger's
idea of significant leaning, a teacher acts as facilitator of learning maintaining the
following principles:
Humans have an innate capacity to learn.
Curriculum has to be relevant to the learners' own purposes.
•

Leaning involves painful changes. Pain caused by leaning and pain caused by
given up previous learning.

•

External threats to learning must be kept at minimum.

•

Leaming occurs when threat to the learner is low.

•

Leaming is attained by doing.

•

Leaming is facilitated when learners are permitted to make responsible choices
and to live responsibly with those choices.

•

Leaming is pervasive when it is self-initiated by the learner.

•

Self-evaluation is basic in the learning process.

•

Leaning to learn by own-self is the most socially useful learning. (Rogers, 1969,
pp. 15 7-164).
Abraham Maslow (1962 , 1968, 1972, & 1973) extended the idea of self

actualization and presented a clear distinction between extrinsic and intrinsic learning.
Extrinsic learning has to do with information and skills deposited in a passive learner by
an active teacher. Also, the teacher, in extrinsic learning monitors student ' s learning
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based in his/her goals and curricular objectives and ignores the need and value of the
learner. On the other hand, intrinsic learning influences the learner's character. It has to
do with the value of the learner's experience and needs. This kind of learning develops a
fully human being.
Jensen (1973) presents five main beliefs of the humanistic philosophy of
education:
Humanists provide students with opportunities to explore and to understand their
sense of identity, self concepts and value-systems.
Humanists are committed to the whole education of the learners, which includes
feelings, emotions, motivations, likes and dislikes of students.
Humanists are concerned with instruction that is relevant to the students' own
needs and interests.
•

Humanists promote a sense of personal effectiveness.

•

Humanists seek to provide education for the future (pp. 341-343).
The role of the teacher in humanistic education was summarized by an

Association for Supervision and Curriculum Development (ASCD) working group
(1978):
•

"Accepts learner's needs and purposes ....

•

Develops experiences and programs around the unique potentials of the learner .. .

•

Facilitates self-actualization ....

•

Fosters acquisition of basic skills necessary for living in multi-cultured society ....
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•

Personalizes educational decisions and practices ....

•

Includes students in the process of their own education .... all levels of
implementation ....
Recognizes the primacy of human feelings .... in educational processes.

•

Develops a learning .... environment perceived by all involved as challenging,
understanding, supportive, exciting, and free from threat.
Develops in learners genuine concern and respect for the worth of others and skill
in conflict resolution" (ASCD, 1978, pp. 9-10).
The humanistic education is similar to the progressive education by its emphasis

of the child-centered approach to education, by its aim to educate learners according to
personal needs, and by its emphasis in education as a process of social change (Darling
& Nordenbo, 2003; Francis & Kristsonis, 2006;).

To summarize, the main ideas of the humanistic philosophy of education are:
•

Knowledge is a constructed process (Combs, 1999, 1979).

•

Leaming is an active process where meaning is discovered (Combs, 1999, 1979).

•

The purpose of the humanistic philosophy of education is the development of the
whole natural potentiality of people (Jensen, 1973).

•

The goal of humanistic education is to develop a sense of self actualization which
provides the motivation for leaning and change (Rogers, 1961; Maslow, 1968,
1972).
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e

Each individual, as a whole person, has an innate tendency to move toward selfactualization (Maslow, 1968, 1972).

e

Teacher is a facilitator who uses the learner's needs to prepare the learning
meeting (ASCD Working Group, 1978).

(il

The method is based in the engagement of students in self initiated, self directed,
and self evaluated activities (Rogers, 1967).
Humanistic education has a child-centered learning approach (Darling &
Nordenbo, 2003; Francis & Kristsonis, 2006).

Reconstructionist Philosophy of Education

The reconstructionist philosophy of education is also known as "Social Change,"
"Radical," or "Critical/Emancipatory" (Tisdell & Taylor, 2000, p. 9). According to Elias
& Merriam ( 1980), the roots of this philosophy are in the Marxist-Socialist, Freudian

Left, and Anarchist movements. But in the field of education, this philosophy has been
pioneered by Lindeman (1926, 1951), Freire (1970, 1973, & 1985), and Horton (1990).
In fact, Linderman (1926), in his book The Meaning of Adult Education, pioneered the
view of adult education as a way to societal change. He presumed that all educational
movements "arise from dissatisfaction" (p. 29). He was influenced by the progressive
movement in education and was concerned about social justice and the role of education
in human action and democracy (Smith, 2004). He also believed that adult education
classrooms sooner or later become social action classrooms (1945a). Indeed, he saw adult
education as the only "instrument of action" ( 193 7, p. 77) that could create social order.
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Provided that adult education "has for one of its purposes the improvement of methods of
social action" (Lindeman 1951 , p. 129)
Freire ( 1970) is considered as the most influential educator in the
reconstructionism philosophy of education. He believes that freedom is an ideal located
inside of man. Also, he believes that freedom is an indispensable condition to attain a
complete education. In addition, he maintains that reality must be studied in a dialogic
meeting between the teacher and the student where both of them are learners and actors
of social change. This dialogic meeting is an authentic pedagogical relationship between
the actors of education essential to the goals of critical conscience and political,
economical , and social liberation. In fact, for him, the educator is a knowing subject who
me ts with other knowing subjects, the students, to engage in questioning their existential
situations.
Horton (1990) was influenced by the Danish Folk school movement. This school
was a populist education experiment where students were encouraged to analyze
problems and then actively participate in their practical solutions. Under that influence,
he founded the Southern Mountains School in 1932 which was later renamed the
Highlander Research and Education Center. According to Covington (1997) , Horton's
idea was to create a school where students and teachers could live together. They could
learn to take charge of their lives and circumstances. They could pose and solve their
problems. And these experiences could be the main foundation for activism, organization,
and social justice.
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Dialogue was Horton's method of teaching (1990). He asserted that his school:
Brings people together, developing a circle of learners who share the same
problems. Together people share their experiences, analyze their problems and
learn how to work toward basic changes in society. The goal is not reform or
adj ustment to an unjust society but the transformation of society (Horton et al.,
1990, p. xxi).
Also, he believed that the school must be a place where "students and teachers
live ogether" promoting "social interactions" and "peer leaning" in "non formal" settings
like group singing. In addition, he supported a "nonvocational education" which must be
"free from state regulations and examinations" but, with a "highly motivating purpose"
and "clarity in what it stood for and what it stood against" (Horton et al., 1990, pp. 52,
53).
While critics said that Freire ideas were appropriate and practical for third world
countries, Horton experience showed that those ideas work in first world countries
(Horton, 1990). For both, "these ideas were no abstractions, but grow from their struggles
to link theory and practice in their own lives" (Horton, 1990, p. xxx).
The reconstructionist philosophy of education is considered and extension of the
humanistic education (Collins & Cook, 2001 ). The reconstructionist philosophy also is
aligned with the progressive movement because both, the reconstructionist and the
progressive philosophies, emphasize the child-centered approach to education and the
social, political, and economical change of the society (Darling & Nordenbo, 2003;
Francis & Kristsonis, 2006).
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To sum up, the main characteristics of the reconstructionist philosophy of
education are:
•

Knowledge is created by people (Freire, 1970).

•

Leaming is an active process of raising consciousness, critical thinking to create
history and culture (Freire, 1970).

e

The purpose of the reconstructionist philosophy of education is to promote social,
politicai, and economic change (Covington, 1997; Freire, 1970).

•

The goal of this philosophy is the improvement of methods of social action
(Horton, 1990).

•

Teachers and students that are equally active participants of the learning process
(Freire, 1970; Horton, 1990).

•

The teacher is a knowing subject that meets with other knowing subjects
(students) to provoke learning (Freire, 1970; Horton, 1990).
Students engage in dialogue, problem solving and critical thinking processes
(Freire, 1970).
Students are knowing subjects that meet other knowing subjects (Freire, 1970;
Horton, 1990).
Theoretical Orientations to Reading
Reading is one of the most important literacy processes a student needs to

develop. Reading "provides opportunities to grow and improve ... opens doors to better
jobs and better self-image" (East & Thomas, 2007, p. 26) and is considered as "a road to
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freedom" (Gray, 2004, p. 144). Researchers have attempted to clarify the nature of the
reading process and have studied reading from different perspectives (Ruddel , Ruddel, &
Singer, 1994 ). One of these perspectives is theoretical orientations to reading. The
assumption is that teachers have a philosophy about how to teach reading that influences
their reading instructional practices (Deford, 1985; Harste & Burke, 1997; Moss, 1980;
Rupley & Logan, 1985; Vigil, 1985). In fact, Harste and Burke (1997) define theoretical
orientation to reading as a "particular knowledge and belief system held toward reading,
that is those deep philosophical principles that guide teachers to establish expectations
about behavior and the host of decisions they must make as they teach reading lessons"
(p. 34, 35).

The development of the DeFord's Theoretical Orientation to Reading Profile
instrument ( 1979) has helped teachers and the research community to identify their
theoretical orientations to reading. The aim of this instrument is to identify three
theoretical orientations to reading: phonics, skills, and whole language. Although these
theoretical orientations fall along a continuum from phonics at one end and whole
language at the other end (Deford, 1979; Harste & Burke, 1977), they are not alternate
methodologies for reading instruction (Edelsky, 1990). They are "educational paradigms
complete with theoretical , philosophical, and political assumptions" (Eldesky, 1990, p.
7). This section will describe these three theoretical orientations to reading.

Phonics Theoretical Orientation to Reading
The phonics theoretical orientation to reading emphasizes "smaller than word
level language units, with gradual movement toward word units and attention to
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comprehension" (Deford, 1979, p. 353). According to Deford (1979), the phonics
theoretical orientation has three characteristics. The first characteristic is that the phonics
orientation has "phonemic consistency and systematic introduction of consonant-vowel
combinations." The second characteristic is that the phonics orientation devotes " large
segments of time for the practice of decoding isolated letters and letter combinations."
The third characteristic is that in a phonics orientation program "once a foundation in
sound/letter correspondence was built, texts became more complex" and instructional
activities are centered in fluency and comprehension (p. 353).
The phonics theoretical orientation to reading focuses in the relationship of
sound symbol as the key element ofreading success (Edel sky, et al., 1983 ). In fact,
phonics is "the study of the phoneme-grapheme correspondences; it is the study of the
speech equivalents of printed symbols and the use of knowledge gained to identify and
pronounce printed words. Phonics develops an understanding of the correspondences
betwe n the English language spelling system and the English sounding system"
(Dechant, 1991, p. 299). The "fundamental assumption is that letters of the alphabet
systematically represent the sound of the language" (Strauss, 2005, p. 64). In fact, the
focus of phonics is to help beginning readers understand how letters are linked to sound
to form letter-sound correspondence and spelling patterns for use in their reading and
writing. The basic idea is that readers will "produce phonemes as a habitual response to a
letter stimulus" (Strauss, 2005 , p. 58).
According to Paris (1997), phonics is a lineal/sequential step-by-step approach
that at the beginning of instruction emphasizes letter sound with a gradual movement
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toward word units, phrases, and sentences. This form of learning to read in a
sequential/linear step-by-step form from letters to meaning is known as a bottom-up
model of learning to read which is based in the epistemological belief that knowledge
comes from an external source and it is acquired objectively (Kuhn, 2005).
The phonics theoretical orientation to reading is linked to the text-based models of
reading (Kinzer, 1988). The principal purpose of the text-based models of reading is to
tran~ late a printed message into sound to find the author's intended message. Leu and
Kinzer (1995) identified three assumptions of the text based models: First, meaning exist
in the text. Second, reading is translation of printed words into sounds and then sounds to
meaning. Third, reading starts with decoding, the lowest level of reading, and moves in a
linear sequential form to word, vocabulary, syntactic, and meaning that are the higher
levels of reading.
An example of this approach to reading is The Complete Information-Perception

Account of the Reading Process Model (Gough, 1972). The base of this model is letter
recognition. Then, in a linear step-by-step form, the reader needs to blend letters to form
word, phrases, sentences, and finally comprehend the written text. The superior stages of
this process (syntax, semantic, meaning) does not influence the inferior stages
(decoding). As shown in figure 1, this model emphasizes the following sequence
presented by Rumelhart ( 1994):
1. The act of reading begins with a visual fixation process.
2. This visual information is registered in an icon that holds the information while it
is scanned.
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3. The visual information is processed by a pattern recognition device that identifies
the letters.
4. Letters are read into the character register.
5. While letter are held in the character register, a decoder converts the character
string into the underlying phonemic representation.
6. The phonemic representation serves as an input to a librarian.
7. The librarian matches the phonemic representation against the vocabulary store
(lexicon).
8. The resulting entries are fed into primary memory that provides input to a
wondrous mechanism.
9. This mechanism applies its knowledge of the syntax and semantic to determine
the meaning of the input.
10. This deep structure is sent to _the TPWSGWT AU (the place where sentences go
when they are understood) which means that the reading is complete.
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Figure 1. Gough's reading model. Adapted from Rumelhart (1994, p. 866).
The Gough model had influenced the instructional practices of reading, with
emphasis on letter recognition, until late seventies. Although the Gough model was
questioned by some researchers during the last decades, the Gough model is influencing
present reading education policies and instruction as a standard of the back to the basic
movement (NCLB, 2002 ; NRP, 2000; Snow, Bums, & Griffin, 1998).
Teachers with a phonics orientation direct the lesson and monitor the accuracy of
student' responses (Elliott-Johns, 2004). They conceive reading as a mechanical skill of
decoding which turns the printed symbols into sound (Harste & Burke, 1977). Typically,
phonics teachers first present auditory, visual, and motor skills. Then, in a sequential
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form, they introduce the alphabet, the consonant sounds, short vowels, and long vowels
to form syllables. When syllables are learned, they move to words, phrases, sentences,
and finally comprehension (Leu & Kinser, 1995; Polish, 1986). Students in phonics
orientation classrooms learn discrete skills through repetitive practice. When they master
the basic skills, they move to the next level and continue until they are able to read
selections from texts and comprehend them (Elliott-John, 2004).
Books in the phonics approach are characterized by phonemic consistency,
systematic introduction of consonant/vowels combinations, and controlled vocabulary
conceived to teach particular sounds rather than meaning (Deford, 1985; Harste &
Burke, 1977). The teachers' "manuals suggested large segments of time for the practice
of decoding isolated letters and letter combinations" (Deford, 1985, p. 353).
To recap, the main characteristic of the phonic theoretical orientation to reading
are:
The text is the sources of knowledge (Ghate, 1998).
•

The learning process is a gradual lineal/sequential step-by-step movements
toward word units and comprehension of the text is the source of knowledge
(Jean, 1997).

•

Reading is a perceptive act that reproduces patterns of sound and letter
relationships (Gough, 1972).

•

The goal of phonics is to produce phonemes as a habitual response to a letter
stimulus (Strauss, 2005).

•

Students learn through isolated practice of discrete skills (Elliott-John, 2004).

•

Teacher is the expert and directs the lesson (Elliott-John, 2004).

•

Inductive learning is the favorite method (Elliott-John, 2004).
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•

The reader reproduces mechanically the text's information (Harste and Burke,
1977).

Skills Theoretical Orientation to Reading
The skills theoretical orientation to reading put emphasis on the word as the basic
unit in reading and gives prominence to skills development in context (Carlman, 2004;
Deford, 1979; Edelsky, et al. , 1983). The focus of instruction in this theoretical
orientation consists of identification of initial and ending consonants, development of
word analysis skills, and building a base of sight words introduced in conjunction with
cues provided by semantic context (Poulson, Avramidis, Fox, Medwell, & Wray, 2001).
When DeFord ( 1985) studied the materials used on the skills theoretical orientation to
reading programs, she found that:
The emphasis was placed on building and adequate sight word vocabulary for the
children to use in reading. These vocabulary items were usually introduced in
context, with multiple opportunities provided for practice. Instruction in
sound/letter correspondence was also found in these materials, but seemed to
concentrate on initial and ending consonant sounds from the vocabulary items that
had been introduced . .. Short and long vowel sound distinctions were dealt within
a less systematic manner than in the phonics programs . .. Word attack skills were
introduced often in a hierarchically arranged sequence ... The texts were generated
for further practice of sight vocabulary. Story quality improved as a greater
number of vocabulary items were incorporated (pp. 353 , 354).
In addition, DeFord (1985) found that the skills theoretical orientation share
practices with the phonics theoretical orientation to reading and with the whole language
theoretical orientation practices. She states that the skills theoretical orientation to reading
could be characterized as an "eclectic" approach to reading (p. 354). According to
Saraireh (2003 ), the assumptions of the skills theoretical orientation that could be
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associated with the phonics and whole language theoretical orientations to reading are:
•

"Reading is the sum of its parts or skills (skill + skill + skill = reading)

•

Instruction is designed to teach each of the language cueing components
(decoding, context, and meaning) separately by skills.
Re::tders have to interact with the texts they are reading in order to get the author' s
message that exists there" (p. 7).
In fact, the skills theoretical orientation extracts instructional approaches from

both, the phonics (bottom up) and the whole language (top down) approaches (Hitleman,
1988). But, its instructional method to teach isolated skills, such as phonics, syllables,
and words, maintains a bottom-up approach to reading (Goodman, 1986). Although the
skills approach looks similar to the phonics approach, the skills approach is distinguished
from the phonic approach in the fact that the skills approach considers that reading is not
only a perceptual act but is also a cognitive process. At the perceptual level, the emphasis
is on discrete skills like phonics, sight words, and structural analysis, and at the cognitive
level, the emphasis is in the active process of the mind to obtain, process, and retrieve
information (Rumelhart, 1994).
According to Mastrini-Mcteer (1997), a teacher with a skills theoretical
orientation usually adheres to the following sequence: First, the teacher chooses the
essential skills for fluent reading (sight words, phonics, structural analysis,
comprehension). Second, the teacher breaks down the essential skills into sub-skills and
arranges them into logical order. Third, the teacher presents the sub-skill to the learners
and gives them opportunities for practice. Fourth, the teacher evaluates if learners have
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mastered the skill. Finally, the teacher determines if learners are ready to advance to the
next skill.
Also, teachers in this approach are the main players in the reading process
(Carlman, 2004; Elliott-Johns, 2004). According to Carlman (2004) and Elliott-Johns
(2004), teachers guide and organize the reading activity. First, they read and discuss a
book in their class. After that, they present a determined reading skill that students need
to master. Then, they direct the lesson and plan for individual differences within the
group (Elliott-Johns, 2004). Next, they introduce new vocabulary in context and provide
opportunities for practice. Students in skills theoretical orientation classrooms learn to
use a variety of reading skills and engage in perceptual and cognitive strategies to read
the text.
The skills theoretical orientation to reading is linked to the interactive models of
reading (Kinzer, 1988). " Interactive models explain the reading process as partly topdown and partly bottom-up processes" (Manzo & Manzo, 1990, p. 23). According to
Rumelhart (1994):
Reading is at once a perceptual and a cognitive process. It is a process which
bridges and blurs these two traditional distinctions. Moreover, a skilled reader
must be able to make use of sensory, syntactic, semantic, and pragmatic
information to accomplish the task. These various sources of information appear
to interact in many complex ways during the process of reading (p. 864).
Leu and Kinzer ( 1995) identified three assumptions of the interactive models of
reading: First, there is an intended message in the text. Second, there is a simultaneous
interaction on all levels of the knowledge source. Third, reading involves change and
formulation of hypotheses about meaning.
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The Integration of the Information-Processing of Reading Model (Rumelhart,
1994) is an example of skills theoretical orientation to reading. This model suggests that
readers use both, bottom-up and top-down processes in the reading act. In fact, this model
emphasized decoding and cognitive processes using information gathered from one
process to inform and advance the other (Rumelhart, 1977). In other words, the lower
level of the reading process (decoding) influence the higher level of the reading process
(vocabulary, syntax, meaning), and at the same time, the higher level influence the lower
level of text processing. As shown in figure 2, in the Rumelharth's model:
1 . "Graphemic information enters the system and is registered in a visual
information store (VIS).
2. A feature extraction device is then assumed to operate on this information,
extracting the critical features from the VIS.
3. These features serve as the sensory input to a pattern synthesizer. In addition to
this sensory information, the pattern synthesizer has available nonsensory
information about the orthographic ... , the lexical. .. , the syntactic ... , and the
semantics of the language.
4. The pattern synthesizer uses all of this information to produce a 'most probable
interpretation' of the graphemic input.
5. All the sources of knowledge, both sensory and nonsensory, come together at one
place and the reading process is the product of the simultaneous joint application
of all the knowledge sources" (p. 878)
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Figure 2. Rumelhart's reading model. Adapted from Rumelhart (1994, p. 878).
To summarize, the main ideas of the skills theoretical orientation to reading are:
The intended author's message is the source of knowledge (Saraireh, 2003;
Laberge & Samuel, 1974; Rumelhart, 1978).
•

Skills are introduced in a sequential logical order (Elliot-John, 2004; Newman,
1985; Moss, 1980).
The purpose of reading is to analyze and discover the author's intended message
(Saraireh, 2003 ; Laberge & Samuel, 1974; Rumelhart, 1978).

The goal of the skills theoretical orientation to reading is to become a fluent
reader which helps to understand the authors intended message (Laberge &
Samuel , 1974).
•

The favorite learning activities are skills' analysis and use of context and picture
clues (Saraireh, 2003 ).
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•

The teacher is the main player that guides, organizes, and directs the reading
activity (Carlman, 2004; Elliott-Johns, 2004).
Direct teaching is the main methods of instruction (Carlman 2004· Elliott-Johns
'
'
'
2004).

s

Students learn reading skills and engage in perceptual and cognitive activities to
comprehend the text (Elliot-Johns, 2004).

Whole Language Theoretical Orientation to Reading
The whole language theoretical orientation to reading is conceived as a
philosophical stance rather than a method or instructional approach (Cambourne, 1989).
In Goodman ' s ( 1986) words, this theoretical orientation is a "way of bringing together, a
view of language, a view of learning, and a view of people" (p. 4). In fact, the whole
language theoretical orientation to reading is a set of beliefs about language, language
learning, knowledge and reality (Edelsky, 1990, 1993) that places meaning-making as the
main focus of the reading and writing processes. (Edelsky, et al. , 1983). The whole
language orientation does not "look at reading as an orchestration of 'cognitive, affective,
and visual processes,' but as a sociopsycholinguistic process, deliberately putting the
social first. .. with a corresponding view of individuals-in-action" (Edelsky, 1990, p. 8).
In fact, "whole language sees itself as a political movement, with the goal of transforming
society through the transformation of schools" (Dougherty & McKenna 2006, p. 68).
The whole language theoretical orientation to reading is based in the epistemological
beliefs that knowledge resides in the subject (reader) and that the subject creates
knowledge (Blazer, 1989).
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Although whole language is a philosophical stance which covers a range of
reading processes, this study will use the Deford whole language statements to gather
data from the participants. The rationale for this decision comes from the fact that the
DeFord instrument is the only reliable instrument that was developed to gather data about
theoretical orientations to reading.
When Deford (1985) studied the materials used on the whole language theoretical
orientation to reading programs, she found that these programs:
··provided readers with quality literature from the outset of instruction. Initially,
the emphasis was on developing sense of story/text as a framework for dealing
with smaller units of language... Activities that focused on words or letters were
integrated into the reading experience ( e.g., circle all the occurrences of' and'
draw a line under all the words that start with 'd'), with student/group generation
of stories strongly recommended ... Students writing and shared reading
experiences were integral to these instructional programs" (p. 354).
The main assumptions of the whole language theoretical orientation are:
Reading is a natural extension of language (Moss, 1980)
•

The function of language is to make and share meaning (Mills, 1990)

•

Language acquisition is natural, and it is developed through real use (Goodman,
1991 ).

•

What is true for language in general is true for reading (Altwerger, et. al, 1987)

•

Children learn to read naturally (Goodman, 1991).

•

Readers build meaning by using prior knowledge and by interacting with the text
(Goodman & Goodman, 1981).
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•

The language systems interact in the language process and cannot be taught as
separate parts of the whole (Goodman & Goodman, 1981).

•

Social interactions are vital in the learning process (Blazer, 1989).

•

Reading development is enhanced through rich, authentic, and developmentally
appropriate school experiences (Goodman, 1991).
Teachers under the whole language theoretical orientation are facilitators who

provide quality children's literature (DeFord, 1985) and activate prior knowledge (ElliottJohns, 2004). Their focus is on helping learners create meaning rather than learn isolated
phonemes or words. Teachers provide students with social experiences that will help
them develop confidence in their ability to share and create ideas (Whitmore & Crowell,
1994). Also, they teach spelling, punctuation, and other skills (Calkins, 1994, Eldesky,
1990; Goodman & Goodman, 1981; Goodman, 1993; Mills, O'Keefe, & Stephens, 1992),
but a difference of the phonics and skills orientations, teacher interact with students to
determine the students' particular skills needs. Then, the teacher decides "when, why, and
for what" these skills are taught (Harste, Short, & Burke, 1988, pp. 8, 9). On the other
hand, students are encouraged to use their prior knowledge, negotiate and create
meaning, pursue their interests, and evaluate their learning progress. Also, they become
"self-initiated critical thinkers, questioners, and problem solvers" (Whitmore & Crowell,
1994, p. 21 0). Also in this approach, teachers and students work together to determine
goals, materials, activities , and evaluations of the learning process (Elliott-Johns, 2004 ).
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The whole language theoretical orientation to reading represents bottom-up
processes of reading that emphasize the role of the reader as an active agent that
negotiates and creates meaning (Bruner, 1978; Clay, 1979; Halliday, 1976; Labov, 1989;
Rosenblatt, 193 8, 1978 ; Vygotsky, 1978 ;). Bottom-up or reader-based reading
approaches are divided into two processes of reading: the metacognitive and the socialreflexive processes.
Metacognitive processes of reading emphasize the fact that readers use their own
thinking to achieve reading goals (Baker & Brown, 1984). Under the metacognitive
processes of reading, readers consciously and actively use perceptual, cognitive, and
metacognitive processes to make sense of texts. In addition to the perception and
cognitive processes cited in the interactive models, researchers have found that learning
is a holistic-functional process (Halliday, 1976), an active-social process (Bruner, 1978,
Vygostky, 1978), and a cultural process (Cazden, 2001 ). Also, Rosenblatt (1938 , 1978)
found that reader's stances play a principal role in the reading process, Clay (1979) found
that prior experiences with text are fundamental part of learning to read, and Rumelhart
( 1980) found that schemata is an active process.
An example of the whole language theoretical orientation to reading in the field of

literature studies is the Rosenblatt' s Transactional Model of (1938, 1978). The main
assumption of this model is that meaning does not reside in the text or the reader;
meaning is attained during the transaction between reader and text. It is highly probable
that the same text could have different meaning for different readers. Rosenblatt presents
the idea that readers could approach a text with an efferent or aesthetic stance and can
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switch stances during the reading process. In the efferent stance, the reader pays attention
to the "cognitive, the referential , the factual, the analytic, the logical, the quantitative
aspects of meaning" (p. 1068). On the other hand, in the aesthetic stance the reader pays
attention to the "sensuous, the affective, the emotive, the qualitative" (p. l 068) aspects of
meaning. She believes that reading is an event or a transaction involving a reader and a
text at a particular place, time, and context. This model was the framework of literacy
research around the notion of readers' stances or responses to text.
Another example of the whole language theoretical orientation to reading is
Goodman's Transactional-Sociopsycolinguistic model (1994). The main assumption of
this model is that the characteristics of the writer, the text, and the reader will all
influence the resultant meaning. The characteristics of the text like orthography, the
alphabetic system, spelling, punctuation, paragraphing, lists, schedules, bibliographies,
genre, etc. are the sources of knowledge that the text brings to the reading process. The
characteristics such as the background knowledge of the writer, socio-cultural influences,
ideology, knowledge of audience, etc. are the experience that the writer brings to the
reading process. These text and writer characteristics transact with the readers
characteristics. However, because comprehension results from reader-text transaction, the
reader's values, purposes or interest play a vital role in the reading process.
Ruddell and Unrau' s Reading as a Meaning-Construction Process model (2004) is
other example of the whole language theoretical orientation to reading. This model places
the construction of meaning as a main goal of reading events. The main assumption of
this model is that the reader, the text, the teacher and the classroom community are all
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involved in the construction of meaning. The role of the classroom as a social context and
the influence of the teacher on the reader's meaning negotiation and construction are
central in this m etacognitive model.
Additional examples of the whole language theoretical orientation to reading are
the social-reflexive processes of reading. Social processes of reading emphasize that
perceptual, cognitive and metacognitive elements of the reading process are holistically
connected to produce a critical stance (Luke & Freebody, 1997). These approaches
consider that reading is an active, challenging and disrupting process (Cummins &
Sayers, 1997; Gee, 1996; Luke, 1997). Also, supporters of social processes ofreading
maintain that the act of reading is framed by the context or circumstances (Freire, 1970).
In addition, these social processes affirm that dialogue and conscientization play an
important role (Cazden, 2001 ; Freire, 1970). Finally, social processes ofreading assume
that critical reading helps readers to be part of an informed community (Freire, 1970)
with active participation in the political, civil, and social life (Cummins & Sayers, 1995),
The Pedagogy of the Oppressed (Freire, 1970) is a literacy model that maintains
that the purpose of reading is the complete liberation of the reader. In this model ,
meaning is closely tied with experience and action in the world. Under this assumption,
meaning is always situated, that is customized to the actual context. Then, reading
instruction in this model must be tied to real world experiences, because, according to
Freire ( 1970), when people are reading the word, they are reading the world to transform
the world.
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To recap, the whole language theoretical orientation to reading emphasizes that:
•

Knowledge resides in the subject (reader) and that the subject creates knowledge
(Blazer, 1989)

•

Reading is an active process of negotiating and creating meaning (Bruner, 1978;
Clay, 1979; Halliday, 1976; Labov, 1989; Mills 1990; Rosenblatt, 1938, 1978;
Vygotsky, 1978).
Reading is the whole development of the speaking, listening, writing, and reading
processes (Goodman, 1981).
The goal is to use perceptual, cognitive, and metacognitive processes to make
sense of texts and to create societal changes (Baker & Brown, 1984).
Social interactions and construction of meaning are vital in the reading process
(Blazer, 1989; Brunner, 1978, Cazden, 1965).

•

The teacher is a facilitator that provides quality children's literature and activates
prior knowledge (Elliot-Johns, 2004).

•

Students are encouraged to engage in a dialectic transaction with the text
(Whitmore & Crowell, 1994).

•

Reading activities are students centered acts (Whitmore & Crowell, 1994).
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Beliefs about Second Language Teaching
Leaming a second language is a complex process (Brown, 1994). Researchers are
trying to understand what is the nature of the second language learning process (LarsenFreeman, 1991 ). They have developed several instructional approaches to help second
language learners (Pence, 1996). These approaches include specific educational practices
(Pence, 1996) and can be grouped in three main instructional approaches of second
language teaching: the grammar-translation, the audiolingual, and the communicative
(Abd Al-Magid, 2006; Fotos, 2005; De Garcia & Reynolds, 1977; & Savignon, 1974,
1990). This section will review these approaches to second language teaching.
The Grammar-Translation Approach

According to Howatt (1984), the grammar-translation approach to second
language teaching was introduced in the 1700s in Europe as an easier method to teach
classical languages. This approach emerged in the United States in the mid-l 800s and
was referred to as the Prussian method. During this period of time, the grammartranslation approach became an extensive way to teach every grammatical structure of
language until the 1940s (Fotos, 2005; Littlewood, 1994).
The main assumption of the grammar-translation method are:
•

"One universal logic ... " is " ... the basis of all languages ... " and that the role of the
teacher is " .. .to show how each category of the universal grammar ... "
is" ... expressed in the foreign language" (Richards & Rogers, 2001 , p. 37)

•

"The most important part of the language is its grammar and that language
learning is the accumulation of mastered rules of grammar" (Cameron, 2001,
p. l 05)

•

"Grammar rules taught become proceduralized" (Swarbrick, 2002, p. 180).
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According to Adamson (2005), the grammar-translation method "involves
memorizing vocabulary words and grammatical patterns, and often allows students to
learn language forms without understanding their meaning" (p. 65). In other words,
lessons are taught in the student's first language. Small sentences are removed from
context and are presented as examples of vocabulary and grammar usage. These
sentences are broken in small isolated units of grammar and specific rules are introduced
to understand the target language structures. Extensive practice of grammatical analysis
of the target language is provided and translation of disconnected sentences to the first
language is required.
Larsen-Freeman (2000) states that the main characteristics of the grammartranslation method are:
•

Most of the interaction in the classroom is from the teacher to the students ...
Literary language is considered superior to spoken language and is therefore the
language that students study ...
Study of the target culture is limited to its literature and fine arts ...
Students study grammar deductively ...

•

Vocabulary and grammar are emphasized ...

•

Reading and writing are the primary skills that students work on ...

•

The meaning of the target language is made clear by translating it into the
students ' native language .. .

•

The language that is used in class is mostly the students' native language ...

•

Written tests in which students are asked to translate from their native language to
the target language or vice versa are often used ...

•

If students can translate from one language into another, they are considered
successful language learners ...
55

•

If students make errors or do not know an answer, the teacher supplies them with
the correct answer (pp. 15-19).
Also, lecture and teacher-centered teaching are the main characteristics of this

approach (Adamson, 2005 ; Richards & Rogers, 2001), and students engage in extensive
practice of structural grammatical analysis of the target language (Larsen-Freeman ,
2000)
The grammar-translation approach emphasizes intellectual and literary study and
stresses the value of deductive learning through formal explanations of second language
rule (Ellis, 1990). The main assumption is that grammar-translation will bring students
into contact with the great national civilizations and their literatures. Teachers using the
grammar-translation approach train students in logical thought, elegant expression, and
skills to perpetuate the study of the language as an academic discipline (Cook, 2003 , p.
32).
To summarize, the major characteristics of the grammar translation approach to
second language teaching are:
•

Literature is the main source of knowledge (Larsen-Freeman, 2000).
The learning process is a sequential introduction of grammatical structures
Adamson, 2005).

•

Translation emphasizes the meaning of the targeted language (Larsen-Freeman,
2000).

•

The goal is to bring students into contact with the great national civilizations and
their literatures (Cook, 2003).
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•

Deductive learning, logical thought, and extensive practice of grammatical
anal ysis of the target language are the main activities (Larsen-Freeman, 2000).

•

Most of the interaction in the classroom is from the teacher to the students
(Adamson, 2005; Richards & Rogers, 2001).
The main methods of this approach are lecture and extensive practice of
grammatical analysis of the target language (Adamson, 2005; Richards & Rogers,
2001).
The role of the students is to engage in extensive practice of structural
grammatical analysis of the target language (Larsen-Freeman, 2000).

The Audiolingual Approach
The audiolingual approach to second language teaching emerged in the United
States as a response to a need for communication in foreign languages (Richards &
Rodgers, 2001 ). In fact, the United States government commissioned American
Universities to develop a method of teaching foreign languages that emphasized
conversational fluency (Baker & Prys-Jones, 1988; Richards & Rodgers, 2001), and the
Army Method or Army Specialized Training Program (ASTP) of teaching foreign
languages started in the early 1940s. The effectiveness of the Army Method that
emphasized oral language proficiency was adopted by civilian teaching institution, and
by 1964 became known as the Audiolingual Method.
An important assumption of this approach is that the most important medium of
language is oral (Richards & Rodgers , 2001; Flood, 2002). Speech is language. Since

57

many languages do not have written form and we learn to speak before we learn to read
or write, it was argued that language is primarily what is spoken and only secondarily
what is written (Richards & Rodgers, 2001; Hall , 1973). In fact , the premises were
"language is speech, not writing ... a language is a set of habits ... Teach the language, not
about the language ... A language is what its native speakers say not what someone thinks
they ought to say ... Languages are different" (Richard & Rodgers, 2001, p. 55).
Ellis ( 1990) argued that the audiolinguism approach to second language teaching
is based in the following assumptions of learning: First, second language learning is the
sam as any other kind of learning and can be explained by the same laws and principles.
Second, all learning is the result of experience and is evident in changes in behavior.
Third, language learning proceeds by means of analogy rather than analysis (inductive
rather than deductive). Fourth, errors are result of first language interference and are to be
avoided or corrected if they do occur. These assumptions "reflected the confidence
placed in behaviorist accounts of learning. They also reflected a preparedness to apply
teory to practice or. .. to justify practice with reference to theory" (Ellis, 1990, p. 26).
Richards and Rodgers (2001) affirm that the audiolingual approach is based in the
analysis oflanguage samples according to different levels of structurally related elements
for the encoding of meaning. In the previous sentence, the term elements refers to
phonemes, morphemes, words, structures, and sentence types and the term structural
refers to the following three structural characteristics of language:
•

Language is thought in a lineal way under a rule-governed structure.
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•

Language samples could be explained at any linguistic structural level such as
phonetic, phonemic, morphological , etc.

•

Language levels are taught in a pyramidal structured. In other words, the teaching
of language starts with phonemic systems. Phonemic systems lead to morphemic
systems. Morphemic systems lead to higher-systems of phrases, clauses, and
sentences (pp. 54, 55).

Also, Richards and Rodgers (2001) explain that the classroom practices under this
approach are focused in dialogs and drills. First, a dialog is presented and repeated. Then,
specific grammatical patters from the dialog are drilled.
Brown (1994) agrees with the above characteristics presented by Richards and
Rodgers (2001) and presents a list of additional features of the audio lingual approach:
~

Promotes dependence on mimicry, memorization of set phrases, and overleaming.

e

Few or no grammatical explanations are taught.
When grammar is taught, it is presented inductively.

•

Vocabulary is strictly limited and learned in context.

•

Teaching points are determined by contrastive analysis between language one and
language two.

•

There is ample use of language laboratories, tapes, and visual aids.

•

Great importance is dedicating d to precise native-like pronunciation.
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•

Use of the mother tongue by teachers is permitted, but discouraged among and by
the students.

•

Successful responses are reinforced.

•

Great effort is taken to prevent learner errors.

•

There is a inclination to focus on structural manipulation of the target language
and to disregard content and meaning (pp. 70, 71)
Audiolingual is a teacher-centered approach (Brown, 1994; Ovando & Collier,

1998; Richards & Rodgers, 2001). The teacher models language, controls the learning
process, and monitors the learners' performance. On the other hand, the student is an
entity that produces correct responses, has little control of the learning activities, imitates
and repeats teacher ' s utterances, and practices the dialogs and skills that were introduced
by the teacher (Brown, 1994; Ovando & Collier, 1998; Richards & Rodgers, 2001).
The audiolingual approach is based in mimicry and memorization as a way to
develop the ability of oral communication. Mimicry and memorization were principles of
learning proposed by behaviorists such as Watson and Skinner (Ellis, 1990). In fact, most
scholars acknowledge that the audiolingual approach to second language teaching
adopted theories from behaviorism and structural linguistics which links this approach to
the behaviorist and structuralism (Celce-Murcia, 2001; Cook, 2003; Larsen-Freeman,
2000; Richards & Rodgers, 2001 ). Also, because the audio lingual approach stresses
behaviors that could be measured such as habit-formation, pattern practice, inductive
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training procedures, correct pronunciation and the ability to recite memorized passages
(Dane i, 2000), this approach is aligned with the behaviorist theory (Clancy, 2004).
To sum up, the audiolingual approach to second language teaching has the
following characteristics:
•

There is an external input of language knowledge (Richards & Rogers, 2001;
Ellis, 1990).

•

Language is thought in a linear way under a ruled governed structure (Richards &
Rogers, 2001).

•

Students learn language through repetition of specific dialog's patterns (Ellis,
1990; Brown, 1994).

o

Leaming is the result of experience and is evident in changes in behavior (Ellis,
1990).
Extensive practice of dialogs and drills are needed to learn a second language
(Richards & Rogers, 2001).

•

Teachers are the main actors of the learning process (teacher-centered approach)
(Richards & Rogers, 2001).

•

Language learning proceeds by means of induction or analogy (Brown, 1994;
Ellis, 1990).

•

Student produces correct responses, has little control of the learning activities,
imitates and repeats teacher's utterances, and practices the dialogs and skills that
were introduced by the teacher (Richards & Rogers, 2001 ).
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The Communicative Approach
According to Savignon (1991), the Communicative Approach to second language
teaching emerged in the 1970s when the Council of Europe developed a syllabus for
learners based on "functional- notional concepts of language use" (p. 263 ). The term
functional-notional derived from
Neo-Firthian systemic or functional linguistics that views language as meaning
potential and maintains the centrality of context of situation in understanding
language systems and how they work ... in other word, functional-notional , refers
to what learners should be able to do with the language (Byran, 2000, p. 125).
Savignon (1991) also added that "the term communicative was used to describe
programs that used a functional-notional syllabus based on needs assessment and the
language for specific purposes movement was launched." (p. 263).The initial purpose of
this movement was "individual empowerment. .. " and "curriculum change . . .." In the
United States, the term communicative competence was presented to "represent the use
of language in social context. .. " and to "characterize the ability of language learners to
interact with other speaker, to make meaning" (Savignon, 1991 , p. 264).
Communicative competences were based in sociolinguistic studies which focused
on language function, communicative demands of classroom, and differences among
students' language usage (Savignon, 1991 ). The main assumptions are that learning is a
social activity, learning is integrated, and learning requires active student engagement in
classroom activities and interactions (Savignon, 1991; Cummins, 1990).
The communicative approach "involves the negotiation of meaning between
speaker and listener or between author and reader" (Hendrickson, 1991 , p. 197). The idea
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of this approach is that teaching a second language in authentic contexts should
reproduce the language that is used by native speakers outside of the classroom
(Hendrickson, 1991 , p. 197). The focus of the communicative approach is "the
elaboration and implementation of programs and methodologies that promote the
development of L2 functional competence through learner participation in
communicative events" (Savignon, 1990, p. 210). The assumption is that language
acquisition is a dynamic, interactive, creative, and unique process (Richard & Rogers,
2001 ; Hendrickson, 1991) where what "people want to do through language is more
important than mastery of the language as an unapplied system" (Wilkins, 1976, p. 42).
According to Richards and Rogers (2001), the main characteristics of the
communicative approach include these: First, the purpose of language is to "express
meaning." Second, the main "functions oflanguage are interaction and communication."
Third, "the structures of language reflects its functional and communicative uses." And
fourth, the units of language are "categories of functional and communicative meaning"
(p. 71). In addition, Savignon (1972) suggests that language use in the communicative
approach is creative and based in the needs and roles of the participants, the situation, and
the objective of the interaction. The essential component of the communicative practice is
the production of meaning from an interaction with a text or a portion of a discourse.
Teachers who utilize the communicative approach serve as a "facilitator of the
language acquisition process ... " They use "language in authentic communicative
exchanges, by organizing language lessons carefully, and by involving students actively
in the classroom" (Hendrickson, 1991, p. 198). Also, teachers encourage students to
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engage in communicative exchanges by maintaining an environment that stresses low
affective filter, uses comprehensive input (Krashen, 1981, 1982, 1985; Krashen &
Terrell , 1983), and takes into account the basic interpersonal communication skills and
the cognitive academic language proficiency characteristics of the students (Cummins,
1979, 1981 ). On the other hand, students are viewed as active participants in the
negotiation of meaning. They are encouraged to "ask for information, to seek
clarification, to use circumlocution and whatever other linguistic and nonlinguistic
resources they could muster to negotiate meaning, to stick to the communicative task"
(Savignon, 1991, pp. 264, 265).
To summarize, the characteristics of the communicative approach to second
language teaching are:
•

Meaning is negotiated between speaker and listener (Savignon, 1991 ).

•

Language use is creative (Savignon, 1972).
The purpose of this approach is to use the whole knowledge of the language
system to express meaning in an infinite variety of ways (Richards & Rogers,
2001; Savignon, 1972).

•

The goal is to provide individual empowerment and curriculum change
(Savignon, 1991).

•

Leaming is a social activity, learning is integrated, and learning requires active
student's engagement in classroom activities and interactions (Savignon, 1991).

•

Teachers are facilitator of the language acquisition process (Hendrickson, 1991).
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•

Students are active participants in the negotiation of meaning (Krashen, 1981,
1982, 1985; Krashen & Terrell, 1983; Savignon, 1991; Cummins, 1979, 1981).

•

There is a child-centered approach to education (Hendrickson, 1991).
The above literature review identified some main characteristic of educational

philosophies, theoretical orientations to reading, and second language beliefs. Although
each one has characteristics that separate it from the others, there are some commonalities
among them. A complete listing of all commonalities is included in the appendix section
of this study. In fact, appendix E summarizes commonalities among behavioral
philosophy of education, phonics theoretical orientation and audiolingual approach to
second language teaching. An example of ~hese commonalities is the source of
knowledge. In fact, the source of knowledge in the behavioral philosophy of education,
the phonics theoretical orientation, and the audiolingual approach is located outside the
learner. Another example is the teaching process. Indeed, the teaching process in the
behavioral philosophy of education, the phonics theoretical orientation, and the
audiolingual approach is conducted in a lineal/sequential step-by-step way.
Appendix F summarizes commonalities among liberal philosophy of education,
skills theoretical orientation, and grammar-translation approach. An example of these
commonalities is the teacher's role in the educational process. The teacher in the liberal
philosophy of education, the skills theoretical orientation, and the grammar-translation
approach is the authority and the expert. Another example is the purpose of the
educational process. Indeed, the purpose of the liberal philosophy of education, the skills

65

theoretical orientation, and the grammar-translation approach is to transmit external
sources of knowledge.
Appendix G summarizes commonalities among progressive philosophy of
education, whole language theoretical orientation, and communicative approach. An
example of these commonalities is the learning process. The learning process in the
. progressive philosophy, the whole language theoretical orientation, and the
communicative approach is active and creative. Another example is the role of the
teacher in the educational process. Indeed, the teacher in the progressive philosophy, the
whole language theoretical orientation, and the communicative approach is to become a
facilitator of the learning process.
Appendix H summarizes commonalities among the humanist philosophy of
education, whole language theoretical orientation, and communicative approach. An
example of these commonalities is the learning process. In the humanist philosophy, the
whole language theoretical orientation, and the communicative approach the leaning
process is active and creative. Another example is the goal of the educational process.
Indeed, the goal of the educational process in the humanist philosophy, the whole
language theoretical orientation, and the communicative approach is to promote societal
change.
Appendix I summarizes commonalities among reconstructionist philosophy of
education, whole language theoretical orientation, and communicative approach. An
example of these commonalities is the source of knowledge. In the reconstructionist
philosophy, the whole language theoretical orientation, and the communicative approach
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knowledge is created by the learner. Another example is the goal of the educational
process. Indeed, the goal of the reconstructionist philosophy, the whole language
theoretical orientation, and the communicative approach is to create societal changes.
The Translation Process
This section will review literature related to the translation process. This review
will provide the theoretical foundation for the process of translation of the survey
instruments from English to Spanish.
Translation is an activity that has been executed for centuries (Englund, 2005;
Newmark, 1981; Steiner, 1975). "Translation is a language processing and text
production task involving two different languages: the source language (SL) and the
target language (TL)" (Englund, 2005, p. 2). The goal of translation is to obtain
documents that are conceptually accurate and comply with the syntactic, semantic, and
pragmatic conventions of the target language (Rodriguez, 2000; Munoz Martin, 1993).
The principal question in the history of translation has been: Should the
translation activity be a word-for- word translation or a sense-for-sense translation?
(Robinson, 2003). According to Munday (2001 ), "the distinction between 'word-forword' ... and sense-for-sense translation goes back to Cicero ... in the first century ... and
Jerome ... in the late fourth century" (p. 19). Munday found that Cicero used the phrase
word-for-word when Cicero contrasted his aesthetic translation of the speeches of the
Attic orators Aeschines and Demosthenes from the word-for-word translations of other
translators in 46 BC. Munday also found that in 395 AC. Jerome used for the first time
the phrase sense-for-sense when Jerome cited the aesthetic translation of Cicero to justify
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his translation of the Greek Septuagint Old Testament. Finally, Munday argues that the
phrases word-for-word and sense-for-sense are the "origin of both the 'literal vs. free'
and 'form vs. content' debate that has continued until modem times" (p. 20).
Translators in our time are using three translation approaches that were identified
in the late 1600s by John Dryden (Munday, 2001; Rodriguez, 2000):
•

Metaphrase or word-for-word translation. In this approach of translation, the
translator translates the original text word-for- word to the target language. This
approach is also called literal translation.

•

Paraphrase or sense-for-sense translation. In a sense-for-sense translation, the
translator reflects on the meaning of the original text, but in his/her translation
uses equivalent words. This approach of translation is also called faithful
translation.

•

Imitation or free translation. In this approach, the translator identifies the meaning
of the original text but his/her translation is creation of a new text in the target
language.
Translation theorists have argued that translations must adhere to basic principles

of translation (Bassnett-McGuire, 1980; Munday, 2001; Robinson, 2003; Rodriguez,
2000). According to Bassnett-McGuire (1980). One of the first writers who established
principles for translation was Etienne Dolet (1509-46). Dolet's principles were:
•

"The translator must fully understand the sense and meaning of the original
author, although he is at liberty to clarify obscurities.
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•

The translator should have a perfect knowledge of both SL and TL.

•

The translator should avoid word-for-word renderings.

•

The translator should use forms of speech in common use.

•

The translator should choose and order words appropriately to produce the correct
tone" (Bassnett-Mcguire, 1980, p. 54).
By the end of the 1700s, Alexander Fraser Tyler published The Principles of

Translation (Bassnett-McGuire, 1980). Tyler presented the following principles:
•

"The translation should give a complete transcript of the idea of the original work.

•

The style and manner of writing should be of the same character with that of the
original.

•

The translation should have all the ease of the original composition" (BassnettMcGuire, 1980, p. 63).
In addition to these principles that are currently valid for translations (Bassnett-

McGuire, 1980; Munday, 2001; Robinson, 2003; Rodriguez, 2000), scholars have
proposes critical requirements translators must consider when they are engaged in a
translation project:
•

The translator must have a high level of proficiency in the source language and
the target language (Nord & Sparrow, 2006).

•

The translator must have a clear understanding of the source language culture and
the target language culture (Nord & Sparrow, 2006).
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•

The translator must know the purpose of the translation project (Larson, 1984). It
includes questions like "Who, to whom, what for, by which medium, where,
when, and why" (Nord & Sparrow, 2006, p. 158).

•

The translator must be ready to engage in collaborative translation (Rodriguez,
2000).

•

The translator must be willing to evaluate his/her project for internal and external
effectiveness (Rodriguez, 2000). Reading and retelling, reading and answering
oral questions, and back translation are some examples of methods for evaluation
of translations (Rodriguez, 2000).
To summarize, the main characteristics of the translation process found in the

literature review are:
•

The translation history has its roots in the first century (Munday, 2001).

•

"Translation is a language processing and text production task involving two
different languages: the source language (SL) and the target language (TL)"
(Englund, 2005).

•

The translation's goal is to obtain translated documents that are conceptually
accurate and complies with the syntactic, semantic, and pragmatic conventions of
the target language (Mufi.oz Martin, 1993; Rodriguez, 2000).

•

From the early years of the translation history, researchers have been proposed
principles to guide a translation project (Bassnett-McGuire, 1980; Munday, 2001;
Robinson, 2003; Rodriguez, 2000).
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•

Researchers have presented some important task that a translator must perform in
order to present an accurate translation project (Bassnett-McGuire, 1980;
Munday, 2001; Robinson, 2003; Rodriguez, 2000).
Summary
This chapter provides a review of literature related to the purpose of this study. In

the first part, I reviewed five major educational philosophies (Elias & Merriam, 1980;
Ozmon & Craver; 1981; Zinn, 1983, 1996). In the second part, I reviewed three
theoretical orientations to reading (Harste & Burke, 1977; DeFord, 1979). In the third
part, I examined three major instructional approaches to second language teaching (Abd
Al-Magid, 2006; Fotos, 2005; De Garcia & Reynolds, 1977; & Savignon, 1974, 199).
These theoretical reviews provide the background knowledge for a survey study to
initiate the exploration of bilingual Bolivian elementary teachers' beliefs about education,
their beliefs about second language teaching, their theoretical orientation to reading
instruction. Also, in the fourth part, I performed a literature review of the translation
process that provided the theoretical knowledge that helped me to translate from English
to Spanish the three instruments that will be utilized in this study. The next chapter
provides details on the methodology of this study.
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CHAPTER III
METHODOLOGY
The purpose of this survey study was to explore bilingual Bolivian elementary
teachers' beliefs about education, their beliefs about second language teaching, and their
theoretical orientation to reading instruction. This chapter presents the background of the
researcher, a description of the setting of the study, the participants in this study, an
explanation of the instrumentation, and an account of the methods for gathering and
analyzing the data.
The Researcher
I, Armando Rios, conducted this survey study. I am a Bolivian doctoral student at
Texas Woman's University, Denton, Texas, U.S.A. I started my teaching experience in
La Paz, Bolivia. First, I was an elementary teacher and then an elementary and high
school administrator. In that time I was interested in becoming a researcher but, I did not
have the opportunity to engage in any class or research project. About 15 years ago, one
of my brothers who lives in the United States had a bad accident and called me to come
to the United States to take care of him and his business. While I was taking care of my
brother and his business, I explored opportunities to attain a master degree in educational
leadership, but my limited ability to speak English did not help me. Thus, I started
working on learning English on a local community college. My intention at that moment
was to obtain my masters degree and go back to Bolivia to continue working as
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administrator of schools. But one of my college peers invited me to become a teacher in
the Dallas Independent School District through the Alternative Education. I applied to the
Alternative Education program, I got my teacher certification, and for the past twelve
years, I have worked for the Dallas Independent School District, Dallas, Texas, U.S.A.,
as bilingual teacher and administrator of elementary schools. After three years of
teaching experience, I started my masters degree at Texas Woman's University and later
my doctoral degree. In my educational experience as a teacher, school administrator, and
doctoral student, I become interested in the study of teachers' educational, second
language teaching, and reading beliefs. This interest aligned with my Bolivian
background has shaped my desire to conduct this survey study. This research initiates the
study of teachers' beliefs in Bolivia, and my plan after to end the present study is to
continue researching educational beliefs and teacher practices in the Bolivian context.
Setting
This study was conducted in the surrounding rural villages of Cochabamba,
Bolivia. Bolivia is a South America country which shares borders with Argentina, Chile,
Peru, Brazil, and Paraguay. According to the Bolivian National Statistics Institute (INE,
2001 ), Bolivia has a heterogeneous population of approximately eight million inhabitants.
Although Spanish is the predominant official language, 63 percent of the total population
speaks one of the 38 official indigenous languages. Of the 38 indigenous languages
Quechua, Aymara, and Guarani are the major indigenous languages (Lopez & D'Emilio,
1992).
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Cochabamba is a city in the center of Bolivia. Cochabamba has an approximate
population of 600,000 (INE, 2001) and is located in a fertile valley at 2,558 meters (8,370
ft) above sea level. Its weather is very pleasant with an average temperature in winter of

17 °C (61 Fahrenheit) and an average temperature in summer of 26 °C ( 78 Fahrenheit)
(INE, 2001). The surrounding rural village areas of Cochabamba city are predominantly
agricultural regions where Qhechua, Aymara, and Spanish are the predominant languages
(Lopez & D'Emilio, 1992).
Participants
Participants in this study included Bolivian bilingual teachers. These bilingual
teachers use Quechua, Aymara, and Spanish as languages of instruction. These teachers
are trained to employ a two-way intercultural education program to teach both indigenous
language speakers and Spanish speakers. The two-way program that these teachers
employ is a 50-50 language program. In this program, 50 % of the instruction is in
Spanish and 50% of instruction is in a local indigenous language. A total of 90 bilingual
teachers participated in this study. These participants were teaching in 60 bilingual
schools. The participants were currently implementing two-way bilingual programs.
Instrumentation
Three surveys and a demographic form were employed to gather data for this
study. Surveys were utilized because they are the "main way of collecting information ...
and their answers constitute the data to be analyzed" (Fowler, 2002, p. 1). Also, surveys
are important to collect "information about affective dimensions of teaching and learning,
such as beliefs, attitudes, motivations, and preferences, and enable a teacher to collect a
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large amount of information relatively quickly" (Richard & Lockhart, 1994, p. 10). In
addition, written surveys are the best tools to guaranty anonymity that has the potential to
increase honest responses (Rozakis, 1990).

Demographic Data Gathering Form

A demographic data gathering form (Appendix J) was developed to collect
demographic information about the participants in this study. The demographic survey
was used for statistical purposes only. The instrument assisted the researcher in the
descriptive analysis.

The Philosophy of Education Inventory
Zinn ( 1983 ), in her doctoral dissertation Development of a valid and reliable

instrument to identify a personal philosophy of adult education, created an instrument to
identify a personal philosophy of adult education. In 1996, in an effort to contribute to the
development of all teachers as leaders, Zinn presented The philosophy of education

inventory which was a modified version of the original instrument presented in her
doctoral dissertation. The purpose of the latest instrument is to help teachers at all levels
identify their personal philosophies of education. The modified version will be utilized in
this study because it will help the researcher identify philosophies of education of
Bolivian bilingual teachers.
The Philosophy of Education Inventory (Zinn, 1996) is an instrument that
identifies five philosophies of education: Liberal, Behaviorist, Progressive, Humanistic,
and radical or social change. The instrument has 15 statement stems and five optional
phrases that complete each statement stem. The participant has to read each statement
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stem and decide which optional phrase most closely indicates his/her feeling about each
option using a Likert-scale of 1= strongly disagree through 7 = strongly agree. The
computation of the survey, utilizing the PEI scoring instructions (Appendix I), results in
five final scores. The highest score from those final scores reflects the educational
philosophy of the participant.
Zinn (1983) tested the instrument for content and construct validity. First, the
instrument was field-tested by 101 individuals over a period of ten months. The purpose
of the field test was to obtain feedback on the clarity, completion, scoring, and
interpretation of the instrument. The results of the field test indicated that the instruments
"was well-accepted by practitioners as a tool to help clarify their personal philosophies of
adult education" (p. 77). Second, the instrument was tested for content validity. Content
validity was established by a jury of six people, experts in the field of philosophy of adult
education. The role of the jury was to make "judgments about the accuracy of the
individual response option as representing each of the philosophies" (p. 131 ). Four of the
six jurors categorized 70 out of the 75 individual response options in the same way the
researcher did. Also, 70 out of the 75 individual response options had mean scores of 5.0
or above (on a 7-point scale). Based on the jury's results, "the inventory was judged by
the researcher to be a valid instrument for its intended purpose" (p. 132). Finally, factor
analysis was employed- to determine construct validity. Data for factor analysis and
reliability testing were obtained from 86 people from six states. The factor analysis
showed that 65 out of the 75 of the individual response options had a factor variance
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>.50. The factor variance >.50 means that the response options of the instrument showed
a "moderate to high degree of reliability" (p. 132).
The DeFord Theoretical Orientation to Reading Profile

The DeFord Theoretical Orientation to Reading Profile (Deford, 1979, 1985) is
an instrument that helps to identify three theoretical orientations to reading instruction:
phonics, skills, and whole language. This instrument has 28 statements. Participants have
to decide their feeling about these statements and respond to each statement using a
Likert-scale of 1= Strongly Agree through 5= Strongly Disagree. The total score of a
TORP's survey is used to identify the theoretical orientation of the participant: A
participant has a phonic orientation if his/her total score is in the range of O to 65, a skills
orientation if his/her total score is in the range of 66 to 110, and a whole language
orientation if his/her total store is in the range of 111 to 140.
Deford (1985) validated the TORP instrument. She administered the survey to 90
teachers: 30 identified with phonics, 30 identified with skills, and 30 identified with
whole language orientations. She found that the sampling of teachers' responses had a
Cronbach's alpha of .98, which showed that the instrument was highly reliable. Then, she
asked three reading experts to judge the validity of the instrument. She asked these judges
to fill out the TORP three different times modeling a phonics orientation, a skills
orientation, and a whole language orientation. The consistency of the judges' responses
was evaluated with a chi-square test. The results showed a chi-square of 205.65 (df = .83,
p< .001 which suggested that there was sufficient consistency among judges' responses.

Finally, she trained three observers to evaluate the degree of concurrence between the
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observers' responses to the TORP and the responses of fourteen teachers to the same
instrument. The correlation between observers and teachers responses was .86 (p< .001)
which is a significant correlation. These three validation procedures established that the
TORP instrument is a reliable and valid instrument to identify teachers' theoretical
orientations to reading.

Foreign Language Attitude Survey
The Foreign Language Attitude Survey (De Garcia, et al., 1976) is an instrument
that is used to identify three foreign language instructional approaches: grammartranslation, audiolingual, and communicative. The FLAS has 25 statements. Participants
have to identify their feeling about these statements and respond to each statement using
a Likert-scale of 1= Strongly Agree through 5= Strongly Disagree. The total score of the
FLAS is used to identify the participant's foreign language instructional approach.
The authors of the FLAS did not report statistical analysis to confirm the validity
and reliability of the instrument. However, the FLAS is used in this study because the
authors suggested that the FLAS is a valued instrument to help teachers explore their
beliefs concerning foreign language learning and teaching. Also, the FLAS was utilized
by some researchers to identify teachers' perceptions about their beliefs concerning
language teaching (Chiou, 2004; Savic, 1997). Finally, the literature recognized that the
FLAS is an empirical work that served to identify teachers' assumptions about foreign
language teaching (Brumfit; 1997; Byram, 2000; Gardner & Miller, 1999; Phillips,
1979).
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Translation of the Instruments from English to Spanish
To accomplish the purpose of this study, I, the researcher, have translated the
TORP, the PEI, and the FLAS instruments from English to Spanish. My goal was to
obtain translated instruments that are conceptually accurate and comply with the
syntactic, semantic, and pragmatic conventions of the target language (Munoz Martin,
1993; Rodriguez, 2000). The translation process followed a three steps process found in
Rodriguez (2000).
In the first step, I translated the instruments from English to Spanish. To
accomplish the translation, I read carefully the surveys to obtain a clear perspective of
their intended meanings. Then, I considered the purpose of the project. Next, I reflected
on the sociocultural context of the intended audience. Finally, I produced a complete
translation in the Spanish language.
Because the original TORP has some specific examples that only relate to the
English language, I modified some examples to fit the Spanish language. These
modifications are:
•

Question 9. Reversals (e.g., saying "saw" for "was") are significant problems in
the teaching of reading. In this question, the reversals ("saw" for "was") were
changed for the Spanish reversals ("asir" for "risa").

•

Question 20. Controlling text through consistent spelling patterns (The fat cat ran
back. The fat cat sat on a hat) is a means by which children can best learn to read.
In this question, the English spelling patterns (The fat cat ran back. The fat cat sat
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on a hat) were changed for the Spanish patterns (mama mima a Maria. Maria ama
a mama).
•

Some problems in reading are caused by readers dropping the inflectional endings
from words ( e.g .. jumps, jumped). In this question, the inflectional ending (jumps,
jumped) were changed for the Spanish inflectional ending (mojado ).
During the second step, I engaged in a collaborative translation project. I worked

with Rolando Castillo, a Doctoral candidate and Bolivian University professor who is an
expert in literacy, to ensure a standard Bolivian terminology was used in the translated
instruments. For example, in the FLAS instrument, Mr. Castillo suggested to change the
term foreign language to second idiom to reflect the terminology used by Bolivian
bilingual educators when they talk about the acquisition of a second language. Next, to
increase the probability the target language community will be comfortable with the
translation, I asked Noel Coronel, an expert translator from Loma Linda University in
California, to review the translated surveys. After that, I asked Megan Mcdowell, from
the center for translation studies at the University of Texas at Dallas, to perform a back
translation (Appendix K) from the translated Spanish instruments to English without
reference of the original text to validate the Spanish instruments. A qualitative
comparison of the back translation (from Spanish to English) instruments with the
original English surveys validated the accuracy of the translated instruments.
In the third step, I edited the final translated instruments. In this step, I checked
and corrected the grammar, punctuation, and typographical errors of the translated
instruments. Next, I revised the format of these instruments. Finally, I posted the
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demographic data gathering form and the three surveys on the Internet using a web
survey service provider called PsychData.com and made them ready to be used by the
participants of the study.
Data Collection
Prior to the data collection stage, I contacted the Dean of the Department of
Education of the Adventist University at Bolivia located in a rural village area of
Cochabamba. The purpose of the contact was get help in identifying and selecting school
districts and bilingual schools in the rural village areas of Cochabamba. Once the initial
contact was done, the University and I agreed to work together. First, the university
helped me as a courier service. Second, I mailed to the Dean sealed envelopes, containing
instructions on how to access to the Internet, to be delivered to the selected schools.
Third, the Dean chose 10 senior university students to deliver these sealed letters to the
selected schools and give them to the bilingual teachers. Finally, after the study is
completed, I will present the findings to the faculty in the department of education of the
Adventist University on a date to be determined by the University and me.
Permission to deliver the envelopes was obtained from the schools administrators
of identified schools. After permission was secured, senior students from the Adventist
University went to the identified schools and gave the envelopes to bilingual teachers.
Each participant received a Spanish letter (Appendix L) describing the research
purpose, a statement indicating that participation in the research was voluntary and the
participant could withdraw from the study at any time and procedures on how to go
online and complete the surveys. The researcher did not provide rewards of any kind to
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the participants. Prior to data collection, the study had been approved by the institutional
review board at the Texas Woman's University.
Data Analysis
The three survey instruments and the demographic data gathering form presented
in previous sections were used to collect the data for analysis. Because descriptive
analysis is used when the question to be answered is "What" (Hittleman & Simon, 1992,
p. 26) and gives an account of the "way things are" (Gay, 1981, p. 153), descriptive
analysis was performed to research questions one, two, and three.

Research Question One. What educational epistemological beliefs do selected
bilingual Bolivian elementary teachers have? This question was studied with the
information obtained from the Philosophy of Education Inventory (PEI). The completed
survey of each participant was scored using the PEI scoring system (Appendix M). Then,
the results were grouped by gender, age of the participants, years of experience, and level
of participant's education. Next, the results were analyzed to determine the number of
participants in each educational philosophy orientation (behaviorist, liberal, progressive,
humanistic, and social change). After that, a descriptive statistics was performed to get
the frequencies, percents, means, and standard deviation of the data. Finally, to determine
if differences exist between different groups of participants (gender, age, years of
experience, and level of education) the following analyses were conducted:
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Dependent Measures
Independent Variable

5 PEI Scores

Gender

MANOVA

Chi square with cross-tabulation

Age (continuous)

Correlation

ANOVA, multinomial regression

Age (grouped)

MANOVA

Chi square with cross-tabulation

Year of Experience (continuous)

Correlation

ANOV A, multinomial regression

Year of Experience (grouped)

MANOVA

Chi square with cross-tabulation

Level of Education (grouped)

MANOVA

Chi square with cross-tabulation

Educational Belief Category

Research Question Two. What second language acquisition beliefs do selected
bilingual Bolivian elementary teachers have? To study question number two, I used
information obtained from the FLAS. First, the completed survey of each participant was
scored using the FLAS scoring system. The FLAS has 25 questions. Each question
reflects a belief about foreign language teaching (grammar-translation, audiolingual, and
communicative) on a five point Likert scale (Strongly agree, agree, neither agree nor
disagree, disagree, and strongly disagree). The participant chooses one of these five point
Likert scale. The total score of the participant is obtained by adding the 25 individual
scores. The results were clustered by gender, age of the participants, years of experience,
and level of participant's education. Next, the results were analyzed to determine the
number of participants in each foreign language teaching approach. After that, a
descriptive statistics was performed to get the frequencies, percents, means, and standard
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deviation of the data. Finally, to determine if differences exist between different groups
of participants (gender, age, years of experience, and level of education) the following
analysis was conducted:
Dependent Measures
Independent Variable

Total Scores 3 FLAS Subscales

Teaching Approach

Gender

ANOVA

Age (continuous)

Correlation Correlations ANOVA, multinomial regression

Age (grouped)

ANOVA

Year of Experience (cont.)

Correlation Correlations ANOVA, multinomial regression

Year of Experience (grouped)

ANOVA

MANOVA

Level of Education (grouped) ANOVA

MANOVA

MANOVA

MANOVA

Chi square with cross-tabulation

Chi square with cross-tabulation

Chi square with cross-tabulation
Chi square with cross-tabulation

Research Question Three. What reading theoretical orientations do selected
bilingual Bolivian elementary teachers have? To answer this question information was
obtained from the TORP. First, the completed survey of each participant was scored
using the TORP scoring system. The TORP instrument has 28 questions. Each question
reflects a practice or belief about reading on a five point Likert scale (Strongly agree,
agree, neither agree nor disagree, disagree, and strongly disagree). The participant
chooses one of these five point Likert scale. The total score of the participant is obtained
by adding the 28 individual scores. A participant has a phonic orientation if his/her total
score is in the range of Oto 65. A participant has a skills orientation if his/her total score
is in the range of 66 to 110. A participant has a whole language orientation if his/her total
store is in the range of 111 to 140. The results were clustered by gender, age of the
participants, years of experience, and level of participant's education. After that, the
results were analyzed to determine the number of participants in each reading theoretical
orientation. Next, a descriptive statistics were performed to get the frequencies, percents,
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means, and standard deviation of the data. Finally, to determine if differences exist
between different groups of participants (gender, age, years of experience, and level of
education) the following analysis was conducted:
Dependent Measures
Independent Variable

Total Scores

Orientation Category

Gender

ANOVA

Chi square with cross-tabulation

Age (continuous)

Correlation

ANOVA, multinomial regression

Age (grouped)

ANOVA

Chi square with cross-tabulation

Year of Experience (continuous)

Correlation

ANOVA, multinomial regression

Year of Experience (grouped)

ANOVA

Chi square with cross-tabulation

Level of Education (grouped)

ANOVA

Chi square with cross-tabulation

This chapter presented a brief description of the researcher, a representation of the
setting where this study was performed, the description of the participants in this study,
an explanation of the instrumentation, and an account of the methods for gathering and
analyzing of the data.
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CHAPTERIV
RESULTS
Introduction
The purpose of this survey study was to quantitatively explore bilingual Bolivian
elementary teachers' beliefs about education, their beliefs about second language
teaching, and their theoretical orientations to reading instruction to assess the
effectiveness of the Bolivian teachers' training in constructivist approaches. Data
collected during this study was used to answer three research questions:
1. What educational beliefs do selected bilingual Bolivian elementary teachers have?
2. What second language acquisition beliefs do selected bilingual Bolivian
elementary teachers have?
3. What reading theoretical orientations do selected bilingual Bolivian elementary
teachers have?
To answer these four instruments were utilized: The Philosophy of Education
Inventory (PEI) (Zinn, 1983, 1996), the Foreign Language Attitude Survey (FLAS) (De
Garcia, et al., 1976), the Theoretical Orientation to Reading Profile (TORP) (Deford,
1985), and the demographic survey. These instruments were translated into Spanish. In
this chapter, the researcher presented the results of the survey study. The chapter begins
with a descriptive analysis of the demographic data. Then, data analysis for research
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question one is interpreted. Next, data for research question two is interpreted. Finally,
data for question three is interpreted.
Demographics
One hundred Bolivian bilingual elementary teachers received invitations to
participate in an online survey study. Of these one hundred Bolivian bilingual teachers, a
total of 90 teachers participated in an online survey of their educational philosophies. As
seen in Table 1, the majority of participants were female (56.7%, N = 51). Also table 1
shows that 42.2% (N = 38) of the participants were between 26 and 30 years of age,
32.2% (N = 29) were between 31 and 35 years of age, 8.9% (N = 8) were between 18 and
25 years of age, 2.2%, (N = 2) were between 41 to 45, and 2.2%, (N = 2) were over 46
years of age. Since few participants were categorized in three age ranges, age was later
recoded to be 30 years of age or younger and over 30 years of age. In addition, table 1
presents that the majority of participants had a normal school teaching degree (65.6%, N

= 59), whereas 22.2% (N = 20) had an interim teaching permit, and 12.2% (N = 11) had a
bachelor's degree. Finally, table 1 shows that over one-third of participants had 11 to 15
years of experience (38.9%, N = 35) and almost one -third had 5 to IO years of
experience (32.2%, N = 29). The remaining participants had Oto 4 years of experience
(7. 8%, N = 7) or more than 15 years of experience (21.1 %, N = 19).
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Table 1
Frequencies and Percentages for Demographic Variables

n

%

Male

39

43.3

Female

51

56.7

18 to 25 years

8

8.9

26 to 30 years

38

42.2

31 to 35 years

29

32.2

36 to 40 years

11

12.2

41 to 45 years

2

2.2

46+years

2

2.2

Interim Teacher

20

22.2

Normal School Teacher

59

65.6

Bachelor's

11

12.2

0 to 4 years

7

7.8

5 to 10 years

29

32.2

11 to 15 years

35

38.9

More than 15 years

19

21.1

Gender

Age

Level of education

Years of experience
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Descriptive Analysis of the Philosophy of Education Inventory
As seen on Table 2, on a scale from 15 to 105, the behavioral philosophy of
education scores ranged from 25 to 95, with a mean score of 86.64 (SD= 8.14). The
liberal philosophy of education scores ranged from 24 to 87, with a mean score of 75.86
(SD = 7.16). The progressive philosophy of education score ranged from 70 to 94, with a

mean score of 85.04 (SD= 4.43). The humanistic philosophy of education score ranged
from 53 to 84, with a mean score of 64.72 (SD= 5.53) and the reconstructionist
philosophy of education score ranged from 48 to 83, with a mean score of 65.71 (SD=
6.12). Finally the overall Philosophy of Education Inventory (PEI) scores ranged from
276 to 407, with a mean score of 377.98 (SD= 16.12).

Table 2
Means and Standard Deviations for the Philosophy ofEducation Inventory Subscales

n

Mean

SD

Min

Max

Behavioral Education Score

90

86.64

8.14

25

95

Liberal Education Score

90

75.86

7.16

24

87

Progressive Education Score

90

85.04

4.43

70

94

Humanistic Education Score

90

64.72

5.53

53

84

Reconstructionist Education Score

90

65.71

6.12

48

83

PEI Overall

90

377.98

16.12

276

407
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As shown in Table 3, participants were categorized into one of seven categories
based on their initial PEI scores. A majority of participants were classified as having a
behavioral philosophy 64.4% (n = 58), 25.6% were classified as having a progressive
philosophy (n = 23), and only 1. 1% of participants (n = I) was classified as having a
humanistic philosophy. Also, some participants received a categorization of two
combined PEI subscales. As shown in Table 3, 5.6% (n = 5) of participants were
classified as having a combined behavioral and progressive philosophies. Also, 1.1 % (n =
1) of participants were classified as having combined progressive and humanistic
philosophy. Another I. I% (n = 1) were classified as having a combined behavioral and
liberal philosophy. Finally, 1.1 % (n = 1) were classified as having a combined liberal and
progressive philosophy. Due to the low number of participants in some of these
categories, participants were then reclassified into one of three PEI categories. As also
shown in Table 3, 64.4% were behavioral (n = 58), 25.6% were progressive (n = 23) and
the remaining 10.0% of participants (n = 9) were classified as other. The other category
grouped participants who were classified as having a humanistic (n = I), progressive and
humanistic (n = 1), behavioral and progressive (n = 5), behavioral and liberal (n = 1), and
liberal and progressive (n

= 1) philosophies of education.
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Table 3

Frequencies and Percentages for the PEI Educational Belief Category for the Philosophy
of Education Inventory

n

%

Behavioral

58

64.4

Progressive

23

25.6

Humanistic

1

1.1

Progressive and Humanistic

1

1.1

Behavioral and Progressive

5

5.6

Behavioral and Comprehensive

1

1.1

Comprehensive and Progressive

1

1.1

Behavioral

58

64.4

Progressive

23

25.6

9

10.0

PEI Category

PEI Recode Categories

Other

Descriptive Analysis of the Theoretical Orientation to Reading Survey

As seen in Table 4, in a five points scale, the phonics scores ranged from 1 to
3.40, with a mean score of 2.26 (SD= .36), the skills scores ranged from 1 to 3.70, with a
mean score of 2.13 (SD= .42), and the whole language score ranged from 1.25 to 4.63,
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with a mean score of3.41 (SD= .94). Also, the overall TORP scores ranged from 2 to
2.93, with a mean score of2.54 (SD= .24).

Table 4

Means and Standard Deviations for the Overall Theoretical Orientations to Reading
Instruction and Subscale Scores

n

Mean

SD

Min

Max

Phonics Score

90

2.26

.36

1

3.4

Skills Score

90

2.13

.42

1

3.7

Whole Language Score

90

3.41

.94

1.25

4.6

TORP Overall

90

2.54

.24

2

2.9

As shown in Table 5, participants were categorized into one of four categories
based on their initial TORP scores. Most of participants were classified as having a skills
orientation 46.7% (n
orientation (n

=

= 42), 13.3% of participants were classified as whole language

12), and 11.1 % of participants (n

=

10) was classified as phonics

orientation. Due to the fact that some participants' answers on the subscales were similar
between categories, they received a categorization of two combined TORP subscales. As
shown in Table 7, 28.9% (n = 26) of participants were phonics and skills.
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Table 5
Frequencies and Percentages for the TORP Category

n

%

Phonics

10

11.1

Skills

42

46.7

Whole Language

12

13.3

Phonics and Skills

26

28.9

TORP Category

Descriptive Analysis of the Foreign Language Attitude Survey
As seen in Table 6, the communicative approach scores ranged from 14 to 35,
with a mean score of 75.67 (SD= 3.58). The audiolingual approach scores ranged from
18 to 30, with a mean score of 22.07 (SD= 1.77). The grammar-translation score ranged
from 17 to 29, with a mean score of 24.87 (SD= 2.33). Finally the overall Foreign
Language Attitude Survey scores ranged from 63 to 84, with a mean score of 75.68 (SD=
3.58).
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Table 6
Means and Standard Deviations for the Overall Foreign Language Attitude Survey and
Subscales

n

Mean

SD

Min

Max

Communicative Approach Score

90

75.68

3.25

14

35

Audiolingual Approach Score

90

22.07

1.77

18

30

Grammar-Transl. Approach Score

90

24.87

2.33

17

29

FLAS Overall

90

75.68

3.58

63

84

As shown in Table 7, participants were categorized into one of four categories
based on their initial FLAS scores. A majority of participants were classified as having a
communicative approach 75.6% (n = 68), 3.3% of participants were classified as
audio lingual (n

=

3), and 8.9%.of participants (n

=

8) were classified as grammar-

translation. Also, some participants received a categorization of two combined FLAS
subscales. As shown in Table 7, 12.2% (n = 11) of participants were communicative and
grammar. Due to the low number of participants in some of these categories, participants
were then reclassified into one of two FLAS categories. As also shown in Table 7, 75.5%
were communicative (n = 68) and the remaining 24.4% of participants (n = 22) were
classified as other. The other category grouped participants who were classified as having
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audiolingual (n = 3), grammar-translation (n = 8), and communicative and grammar (n =
11) approaches to second language teaching.

Table 7

Frequencies and Percentages ofForeign Language Approach Categories

n

%

68

75.6

Audio lingual

3

3.3

Grammar-translation

8

8.9

11

12.2

Communicative

68

75.6

Other

22

24.4

FLAS Category
Communicative

Communicative and Grammar

FLAS Recode Categories
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Preliminary Analyses

Philosophy of Education Inventory
The Multivariate Analyses of Variance (MANOVA) is a statistical procedure that
helps researchers to make conclusions beyond the immediate data alone (Gay, 1981 ).
MAN OVA is used to examine if two or more independent variables have a significant
effect on two or more dependent variables (Stevens, 1996). In this study, MANOV A was
performed to analyze data provided by the philosophy of education inventory subscales.

Gender.A multiple analysis of variance (MANOVA) was conducted to examine
the effect of gender on the Philosophy of Education Inventory scores. As shown in Table
8, there was no overall effect of gender on the PEI subscale scores, F (5, 84) = .19, ns,
partial 11 2 = .011. The analysis also revealed that there were no significant effects of
gender on any of the PEI subscale scores, all ns.

96

Table 8
Means and Standard Deviations ofPhilosophy ofEducation Inventory Subscales by
Gender

N

Mean

SD

Behavioral Education
Male

39

85.95

10.95

Female

51

87.18

5.10

Liberal Education
Male

39

75.31

9.47

Female

51

76.27

4.77

Progressive Education
Male

39

85.03

4.86

Female

51

85.06

4.13

Humanistic Education
Male

39

64.67

5.45

Female

51

64.76

5.64

Reconstructi vist Education
Male

39

66.15

5.58

Female

51

65.37

6.54

90

377.98

16.12

Overall PEI by gender
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F

p

1.84

.165

2.44

.093

.95

.390

1.09

.342

.39

.681

.19

.964

Age. MANOVA was conducted to examine the effect of age on the Philosophy of

Education Inventory scores. As shown in Table 9, there was no overall effect of age on the
PEI subscale scores, F (5, 84) = .25, ns, partial 11 2 = .014. The analysis also revealed that
there were no significant effects of age on any of the PEI subscale scores, all ns.

Table 9
Means and Standard Deviations ofPhilosophy of Education Inventory Subscales by Age

n

Mean

SD

Behavioral Education
30 Years of age or younger

46

86.76

5.21

Over 30 years of age

44

86.52

10.42

Liberal Education
30 Years of age or younger

46

76.33

4.91

Over 30 years of age

44

75.36

8.97

Progressive Education
30 Years of age or younger
Over 30 years of age

46
44

85.07
85.02

46
44

64.96
64.48

30 Years of age or younger

46

65.41

6.67

Over 30 years of age

44

66.02

5.55

90

377.98

16.12

98

.02

.891

.40

.527

.00

.964

.17

.684

.22

.639

.25

.940

5.86
5.22

Reconstructivist Education

PEI Overall by Age

p

4.21
4.70

Humanistic Education
30 Years of age or younger
Over 30 years of age

F

Years of Experience. MANOVA was conducted to examine the effect of years of
experience on the Philosophy of Education Inventory scores. As shown in Table 10, there
was no overall effect of years of experience on the PEI subscale scores, F (5, 84) = .68,
2

ns, partial 11 = .039. The analysis also revealed that there were no significant effects of
years of experience on any of the PEI subscale scores, all ns.

Table 10

Means and Standard Deviations ofPEI Subscales by Years ofExperience
n

Mean

SD

Behavioral Education
10 years or 1ess
11 years or more

36
54

86.25
86.91

10 years or less

36

76.64

5.05

11 years or more

54

75.33

8.28

Progressive Education
10 years or less

36

85.11

4.40

11 years or more

54

85.00

4.50

Humanistic Education
10 years or 1ess

36

65.11

5.95

11 years or more

54

64.46

5.28

Reconstructivist Education
10 years or less

36

65.75

6.99

11 years or more

54

65.69

5.53

90

377.98

16.12
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p

.14

.710

.72

.400

.01

.908

.29

.589

.00

.961

.68

.639

5.66
9.48

Liberal Education

PEI Overall by years of experience

F

Level of Education. MANOVA was conducted to examine the effect of level of

education on the Philosophy of Education Inventory scores. As shown in Table 11, there
was no overall effect of years of experience on the PEI subscale scores, F (5, 83) = 1.41,
ns, partial 11

2

= .078. The analysis also revealed that there were no significant effects of

years of experience on any of the PEI subscale scores, all ns.
Table 11
Means and Standard Deviations ofPEI Subscales by Level ofEducation

Mean

N

Behavioral Education
Interim teacher
Normal school teacher
Bachelor's degree teacher
Liberal Education
Interim teacher
Normal school teacher
Bachelor's degree teacher
Progressive Education
Interim teacher
Normal school teacher
Bachelor's degree teacher
Humanistic Education
Interim teacher
Normal school teacher
Bachelor's degree teacher
Reconstructi vist Education
Interim teacher
Normal school teacher
Bachelor's degree teacher
PEI Overall by level of education

85.40
87.73
83.09

20
59
11

77.30
76.15
71.64

20
59
11

85.00
85.37
83.36

20
59
11

66.20
64.14
65.18

20
59
11
20
59
11
90

66.35
65.31
66.73
377.98

100

SD

F

p

1.84

.165

2.44

.093

.95

.390

1.09

.342

.39

.681

1.41

.178

6.39
4.15
19.70
4.70
4.64
16.29
4.78
4.06
5.66
6.74
4.46
8.00
8.37
5.10
6.78
16.12

A multiple crosstab with Chi Square analysis was conducted to examine the effect
of age, gender, years of education, and level of education on the Educational Belief
Categories. As shown in Table 12, there were no significant associations between the
Educational belief categories and age, gender, years of education, and level of education,
all ns.

Table 12
Frequencies and Percentages ofEducational Belief Category (PEI) by Gender, Age,
Years of Experience and Level of Education

Behavioral Progressive Other
n

%

n

%

n

p
%

Gender
Male

25

43.1

11

47.8

3 33.3

Female

33

56.9

12

52.2

6 66.7

Age
30 years of age or younger

27

46.6

12

52.2

7 77.8

Over 30 years of age

31

53.4

11

47.8

2 22.2

Years of Experience
10 years or Less

20

34.5

11

47.8

5 55.6

11 years or More

38

65.5

12

52.2

4 44.4

Level of education
Interim Teacher

11

19.0

7

30.4

2 22.2

Normal School Teacher

39

67.2

16

69.6

4 44.4

8

13.8

0

.0

3 33.3

Bachelor's
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.58

.757

3.05

.217

2.23

.328

7.88

.096

Theoretical Orientations to Reading Profile
An analysis of variance (ANOVA) was conducted to examine the effect of gender
on the overall Theoretical Orientation to Reading Scores (TORP). As shown on Table 13,
there was no significant effect of gender on overall TORP scores, F (1, 88) = .42, ns,
2

partial 11 = .005. A separate ANOVA was conducted to examine the effect of age on
overall TORP scores. As revealed on table 13, there was no significant effect of age on
overall TORP scores, F (1, 88) = .36, ns, partial 11 2 = .004. An Additional ANOVA was
conducted to examine the effect of experience on overall TORP scores. As presented on
table 13, there was no significant effect of experience on overall TORP scores, F (1, 88)

= .70, ns, partial 11 2 = .008. Finally, another ANOVA was conducted to examine the effect
oflevel of education on overall TORP scores, As shown on table 13, there was no
2

significant effect of education on overall TORP scores, F (1, 88) = .44, ns, partial rt =
.010.
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Table 13
Means and Standard Deviations of the Overall Theoretical Orientation to Reading
Scores by Gender, Age, Years ofExperience, and Levels ofEducation

n

Mean

SD

Gender
Male

39

2.52

.25

Female

51

2.55

.24

Age
30 years of age or younger

46

2.55

.24

Over 30 years of age

44

2.52

.25

10 years or Less

36

2.51

.24

11 years or More

54

2.56

.25

F

p

.42

.518

.36

.552

.70

.405

.44

.644

Years of Experience

Level of education
Interim Teacher

20

2.57

.26

Normal School Teacher

59

2.54

.24

Bachelor's

11

2.49

.25
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Gender. A multiple analysis of variance (MANOV A) was conducted to examine

the effect of gender on the TORP scores. As shown in Table 14, there was no overall
effect of gender on the TORP subscale scores, F (3, 86) = 1.28, ns, partial 11 2 = .043. The
analysis also revealed that there were no significant effects of gender on any TORP
subscale scores, all ns.

Table 14
Means and Standard Deviations of Theoretical Orientation to Reading Subscales by
Gender

n

Mean

SD

Phonics
Male

39

2.19

.32

Female

51

2.31

.38

Skills
Male

39

2.03

.35

Female

51

2.20

.46

Whole Language
Male

39

3.54

.86

Female

51

3.30

.99

90

2.54

.24

TORP overall by gender

104

F

p

2.40

.125

.64

.056

1.47

.229

1.28

.287

Age. MANOV A was conducted to examine the effect of age on the TORP scores.

As shown in Table 15, there was no overall effect of gender on the TORP subscale
scores, F (3, 86)

= 1.12, ns, partial 11 2 = .038. The analysis also revealed that there were

no significant effects of age on any TORP subscale scores, all ns.

Table 15
Means and Standard Deviations of Theoretical Orientation to Reading Subscales by age

N

Mean

SD

Phonics
30 years of age or younger

46

2.21

.29

Over 30 years of age

44

2.30

.41

Skills
30 years of age or younger

46

2.11

.38

Over 30 years of age

44

2.15

.46

Whole Language
30 years of age or younger

46

3.54

.88

Over 30 years of age

44

3.27

.98

90

2.54

.24

TORP overall by age
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F

p

1.50

.224

.19

.662

1.90

.171

1.12

.345

Years of Experience. MANOV A was conducted to examine the effect of years of
experience on the TORP scores. As shown in Table 16, there was no overall effect of
years of experience on the TORP subscale scores, F (3, 86) = .49, ns, partial r, 2 = .017.
The analysis also revealed that there were no significant effects of years of experience on
any TORP subscale scores, all ns.

Table 16

Means and Standard Deviations of Theoretical Orientation Subscales Scores by Years of
Experience

N

Mean

SD

Phonics
10 years or 1ess

36

2.21

.23

11 years or more

54

2.29

.42

Skills
10 years or less

36

2.07

.31

11 years or more

54

2.17

.48

Whole Language
10 years or less

36

3.45

.88

11 years or more

54

3.37

.98

90

2.54

.24

TORP overall by years of experience

106

F

p

1.19

.278

1.36

.245

.17

.685

.49

.69

Level of Education. MANOV A was conducted to examine the effect of level of

education on the TORP scores. As shown in Table 17, there was no overall effect oflevel
of education on the TORP subscale scores, F (3, 86) = 1.54, ns, partial r/ = .051. The
analysis also revealed that there were no significant effects of level of education on any
TORP subscale scores, all ns.

Table 17
Means and Standard Deviations of Theoretical Orientation Subscales by Level of
Education

N

Mean

SD

Phonics
Interim Teacher

20

2.16

.14

Normal school teacher

59

2.32

.38

Bachelor's degree teacher

11

2.11

.44

Skills
Interim Teacher

20

2.11

.28

Normal school teacher

59

2.16

.46

Bachelor's degree teacher

11

1.98

.43

Whole Language
Interim Teacher

20

3.66

.77

Normal school teacher

59

3.28

.99

Bachelor's degree teacher

11

3.59

.84

TORP overall by level education

90

2.54

.24
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F

p

2.58

.081

.86

.423

1.49

.232

1.54

.167

A crosstab with Chi Square analysis was conducted to examine the associations of
age, gender, years of experience, and level of education on the TORP Categories. As
shown in Table 18, there were no significant associations between the TORP categories
and gender, age, and level of education, all ns.

Table 18
Frequencies and Percentages of the Theoretical Orientation to Reading instruction
Categories by Gender, Age, Years of Experience and Level of Education

Phonics
and
Skills
n

%

Phonics
%

n

Whole
Language

Skills
n

%

n

12 46.2

3

30

20 47.6

Female

14 53.8

7

70

22

Age
30 years of age or
younger
Over 30 years of age

52.4

53.8

8

80

19 45.2

12 46.2

2

20

23

14

54.8

4

1.61

.657

4.43

.219

33.3

8 66.7

5 41.7
7

58.3

Years of Experience

1.98 .577
33.3

10 years or Less

10 38.5

6

60

16 38.1

4

11 years or More

16

61.5

4

40

26 61.9

8 66.7

Level of education
Interim Teacher
Normal School
Teacher
Bachelor's

p

%

Gender
Male

I

6.64 .356
7 26.9

4

40

9 21.4

57.7
15.4

5
1

50
10

28 66.7
5 11.9

15
4
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0

0

11 91.7
1 8.3

Foreign Language Attitude Survey
An analysis of variance (ANOVA) was conducted to examine the effect of gender

on the overall Foreign Language Attitude Survey (FLAS). As shown in Table 19, there
was significant effect of gender on overall FLAS scores, F (1, 88) = 4.09, p < .05, partial
112 = .044. Female teachers had a significantly more positive attitude toward foreign
languages than male teachers. A separate ANOVA was conducted to examine the effect
of age on overall FI.AS scores. As revealed on table 19, there was no significant effect of
age on overall TORP scores, F (1, 88) = .00, ns, partial 11 2 = .000. An additional ANOVA
was conducted to examine the effect of experience on overall FLAS scores. As exposed
on table 19, the results revealed that there was no significant effect of experience on
overall TORP scores, F (1, 88) = .07, ns, partial 11 2 = .001. Finally, a separate ANOV A
was conducted to examine the effect of levels of education on overall TORP scores. As
shown on table 19, the results revealed that there was no significant effect of education
on overall TORP scores, F(2, 87) = .61, ns, partial 11 2 = .014.
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Table 19
Means and Standard Deviations of Overall Foreign Language Attitude Survey
by Gender, Age, Years of Experience, and Levels of Education

n

Mean

SD

Gender
Male

39

74.82

3.35

Female

51

76.33

3.64

Age
30 years of age or younger

46

75.67

3.24

Over 30 years of age

44

75.68

3.94

10 years or Less

36

75.56

3.39

11 years or More

54

75.76

3.73

F

p

4.09

.046

.00

.992

.07

.793

.61

.546

Years of Experience

Level of education
Interim Teacher

20

76.45

3.00

Normal School Teacher

59

75.42

3.84

Bachelor's

11

75.64

3.11
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Gender. A multiple analysis of variance (MANOVA) was conducted to examine

the effect of gender on the FLAS scores. As shown in Table 20, there was a significant
overall effect of gender on the FLAS subscale scores, F (3, 86) = 10.88, p<.01, partial 11 2

= .275. The analysis also revealed that there were significant effects of gender on the
communicative and grammar-translation subscale scores, alls. But, there was not
significant effect of gender on the audio lingual subscale scores, ns. In fact, table 20
revealed that there was a significant effect of gender on the communicative subscale
scores F(3, 86) = 21.60, p<.01. Female teachers had a significantly more positive
attitude toward the communicative items of the foreign language attitude survey than
male teachers. In addition, table 20 revealed that there was a significant effect of gender
on the grammar-translation subscale scores F (3, 86) = 13.13, p<.01. Male teachers had a
significantly more positive attitude toward the grammar items of the foreign language
attitude survey than female teachers. Finally, table 20 showed that there was no
significant effect of gender on the audiolingual subscale scores F (3, 86) = .63, ns.
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Table 20
Means and Standard Deviations of Foreign Language Attitude Survey Subscales by
Gender

N

Mean

SD

Communicative approach
Male

39

27.10

3.10

Female

51

30.00

2.79

Audiolingual approach
Male

39

21.90

1.83

Female

51

22.20

1.73

Grammar-translation approach
Male
Female
FLAS overall by gender

39
51

25.82
24.14

1.97
2.33

90

75.68

3.58

F

p

21.60

.000

.63

.431

13.13

.000

10.88

.000

Age. A multiple analysis of variance (MANOVA) was conducted to examine the

effect of age on the FLAS scores. As shown in Table 21, there was no overall effect of
2

age on the FLAS subscale scores, F (3, 86) = .75, ns, partial 11 = .026. The analysis also
revealed that there were no significant effects of age on any of the FLAS subscale scores,
all ns.
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Table 21
Means and Standard Deviations of Foreign Language Attitude Survey Subscales by Age

N

Mean

SD

Communicative approach
30 years of age or younger

45

Over 30 years of age

44

29.02

2.61

28.45

3.82

Audiolingual approach
30 years of age or younger

45

Over 30 years of age

44

21.89

1.37

22.25

2.11

Grammar-translation approach
30 years of age or younger

45

Over 30 years of age

44

FLAS overall by age

90

24.76

2.30

24.98

2.38

75.68

3.58

F

p

.68

.411

.92

.340

.19

.662

.75

.523

Years of Experience. A multiple analysis of variance (MANOVA) was conducted

to examine the effect of years of experience on the FLAS scores. As shown in Table 22,
there was no overall effect of years of experience on the FLAS subscale scores, F (3, 86)
=

.52, ns, partial ll 2 = .018. The analysis also revealed that there was no significant effect

of years of experience on any of the FLAS sub scale scores, all ns.
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Table 22
Means and Standard Deviations of Foreign Language Attitude Survey Subscales by
Years of Experience

N

Mean

SD

Communicative approach
10 years or 1ess

36

28.97

2.76

11 years or more

54

28.59

3.56

Audiolingual approach
10 years or less

36

22.00

1.39

11 years or more

54

22.11

2.00

Grammar-translation approach
10 years or 1ess

36

24.58

2.22

11 years or more

54

25.06

2.40

90

75.68

3.58

FLAS overall years experience

F

p

.29

.590

.08

.773

.89

.349

.52

.670

Level of Education.A multiple analysis of variance (MANOVA) was conducted to

examine the effect oflevel of education on the FLAS scores. As shown in Table 23, there
was no overall effect of level of education on the FLAS subscale scores, F (3, 85) = 1.10,
ns, partial 1,2 = .037. The analysis also revealed that there was no significant effect of

level of education on any of the FLAS subscale scores, all ns.
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Table 23
Means and Standard Deviations of Foreign Language Attitude Survey Subscales by
Years of Experience

N

Mean

SD

Communicative approach
Interim teacher

20

30.05

2.11

Normal school teacher

59

28.24

3.01

Bachelor's degree teacher

11

29.09

5.28

Audiolingual approach
Interim teacher

20

22.15

1.04

Normal school teacher

59

22.02

1.79

Bachelor's degree teacher

11

22.18

2.71

Grammar-translation approach
Interim teacher

20

24.25

2.02

Normal school teacher
Bachelor's degree teacher

59
11

25.17
24.36

2.45
2.01

FLAS overall by level education

90

75.69

3.58

F

p

2.47

.090

.07

.935

1.47

.235

1.10

.364

A crosstab with Chi Square analysis was conducted to examine the effect of age,
gender, years of experience and level of education on the FLAS Categories. As shown in
Table 24, there were significant associations between the FLAS categories and gender,
age, and level of education, all s. But, there was no significant association between the
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FLAS categories and years of experience, ns. In fact, Table 24 showed that there were
significant associations between the FLAS categories and gender/ (1, N = 90) = 13.65, p
< .05. A greater percentage of female teachers agreed with the communicative subscale

items than male teachers. A greater percentage of male teachers, however, agreed with
the other items of the foreign language attitude survey than female teachers. Also, table
24 revealed that there were significant associations between the FLAS categories and age

x2 (l, N = 90) = 4.34, p < .05. A greater percentage of teachers who are over 30 years of
age agree with the other categories of the foreign language attitude survey than those who
were under the age of 30. A greater percentage of teachers who were 30 years or younger
agreed with the communicative items of the foreign language attitude survey than those
who were older than 30 years of age. In addition, table 24 exposed that there were
significant associations between FLAS categories and level of education

x2 (l, N = 90) =

9.56, p < .05. A greater percentage of normal school teachers agreed with the other
categories of the foreign language attitude survey than interim teachers and those with
bachelors' degrees, however, due to small sample size in the cells, these results need to
be interpreted with caution. Finally, table 24 revealed that there were no significant
association between the FLAS categories and years of experience
.05.
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I (l, N = 90) = .81, p >

Table 24

Frequencies and Percentages of Teaching Approach Categories for Foreign Language
Attitude Survey sub by Gender, Age, Years of Experience and Level of Education

Communicative
n

%

x2

Other
n

%

Gender
Male
Female
Age
30 years of age or younger
Over 30 years of age

22
46

39
29

32.4
67.6

57.4
42.6

17
5

7
15

29
39

42.6
57.4

7
15

20
39
9

29.4
57.4
13.2

0
20
2

.000

4.34

.033

.81

.260

9.56

.008

31.8
68.2

31.8
68.2

Level of education
Interim Teacher
Normal School Teacher
Bachelor's

13.65
77.3
22.7

Years of Experience
10 years or Less
11 years or More

p

0
90.9
9.1

Summary
In this chapter I analyzed the results of the survey study. In the first part, I
conducted a descriptive analysis of the demographic data. Then, I interpreted data for
research question one. Next, I analyzed data for research question two. Finally, I
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interpreted data for question three. In the next chapter I presented a discussion of the
results of the data analysis, conclusions, and recommendations for further research.
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CHAPTER V
DISCUSSION, LIMITATIONS, AND RECOMMENDATIONS
Introduction
Teachers' beliefs are one important part of the educational system. "knowledge,
beliefs, and attitudes shape what teachers let enter, what they adopt, and what they keep
out of their classrooms" (Cuban, 2000, p. 131). An exploration of teacher's beliefs helps
to understand teacher attitudes and practices (Bandura, 1986; Chiou, 2004; Clark &
Peterson, 1986; Collins & Cook, 2001). This online survey study explored bilingual
Bolivian elementary teachers' beliefs about education, their beliefs about second
language teaching, and their theoretical orientations to reading instruction.
To explore bilingual Bolivian teachers' educational beliefs, their beliefs about
second language acquisition, and their theoretical orientations reading instruction three
online survey instruments were utilized: The Philosophy of Education Inventory (PEI)
(Zinn, 1983, 1996), the Foreign Language Attitude Survey (FLAS) (De Garcia et al.,
1976), and the Theoretical Orientation to Reading Profile (TORP) (DeFord, 1985). These
instruments were translated into Spanish.
A total of 90 bilingual teachers participated in this study. From these 90
participants, 51 were female and 39 were male. Also, 46 participants were 30 years of age
or younger and 44 participants were over 30 years of age. In addition, 36 participants had
10 years or less of teaching experience and 54 participants had 11 years or more of
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teaching experience. Finally, 20 participants were interim teachers, 59 participants were
graduated from normal schools, and 11 participants earned a bachelor's degree in
education. This demographic information constituted the groups gender, age, years of
teaching experience, and level of education that were used to determine if these groups
had an effect on the results of the PEI, FLAS, and TORP categories.
The information obtained by these three instruments was scored using scoring
systems that each instrument provided. Then, a series of statistical analyzes were
performed to analyze the data obtained by these instruments. This chapter presents
discussion of the findings of this study, limitations of the study related to the data
analysis, recommendations, and conclusions.
Discussion
Participants Demographics Findings

A finding of the demographic data analysis was that the majority of the
participants were female ( 56. 7%, N

= 51 ). This data was consistent with the data

proportioned by the Bolivian Education Public Service (2006). This Bolivian government
agency reported that 60% of the Bolivian teachers were female. Also this data was
consistent with data from a study of 12 Latin-America countries (Liang, 2000). Liang
reported that two thirds of the teaching labor force in these 12 countries was female. She
also found that this trend on the teaching labor force could be explained by the fact that
female teachers may have chosen the teaching profession for its fewer working hours and
its schedule flexibility that allowed them to cope with their motherhood role. In fact,
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teaching has been a female classical job because it has been one of the most socially and
financially rewarding jobs accessible for educated women in these 12 countries.
Another finding of this study was that the majority of the participants hold a
teacher certification obtained from normal teaching schools (65.5%, N=59). This data
was consistent with the data provided by the Bolivian Education Public Service (2006).
This Bolivian government agency reported that 63.9% of the Bolivian teachers obtained
their teaching certificate from a normal school. This finding reflects the fact that the
normal schools are the major teacher preparation institutions of the Bolivian educational
system. They virtually hold a monopoly on all teacher-training, and they are a powerful
force that provides access to all teacher positions in Bolivia (Noel, 1999).
The analysis of the demographic data resulted in two findings. The first finding
was that the majority of the participants were women. The second finding was that the
majority of the participants were graduated from normal schools. These two findings are
evidence that the sample of participants in this study was representative of the teaching
labor force of the Bolivian educational system.

Research Question One
What educational epistemological beliefs do selected bilingual Bolivian elementary
teachers have?
This question assumed that bilingual Bolivian elementary teachers held an
epistemological belief. The basis for this assumption was that researchers have found that
all teachers have epistemological beliefs (Clark & Peterson, 1986; Marland, 1995; Perry,
1970; Richardson, 1996). Teachers' epistemological beliefs are the foundation for their
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diverse forms of teaching, are often good predictors of the decisions teachers make, and
are important factors in the success or failure of curriculum and instruction (Bandura,
1986; Clark & Peterson, 1986; Harste & Burke, 1977; Hofer, 2002; Franks, 2000;
Marland, 1995; Perry, 1970; Richardson, 1996).
The assumption that bilingual Bolivian elementary teachers held an
epistemological belief was studied using the Philosophy of Education Inventory (PEI).
The PEI classifies teachers' responses into five educational philosophies: behavioral,
liberal, humanistic, progressive, and reconstructionist. A finding of the descriptive data
analysis was that the majority of the 90 participants were classified as having a strong
behavioral educational belief (n=58) and the rest of the participants were classified as
having a progressive, humanistic, and liberal educational beliefs. The behavioral
philosophy of education characterizes knowledge as objective and located outside of the
learner (Driscoll, 2000; Murphy, 1997). Proponents of this philosophy consider learning
as observable external change in behaviors (Good & Brophy, 1990), emphasize that the
learning product or outcome can be observed and measured (Elias & Merriam, 1995),
support the application of a simple lineal step by step approach to learning beginning
from basic measurable behaviors (skills) and progressing to more complex behaviors
(skills), and propose that stimulus-response and reinforcement are essential parts of the
learning activity (Thorndike, 1906; Tyler, 1949).
The finding that the majority of the teachers held a strong behavioral educational
belief was inconsistent with data presented by Mengoa et al. (2002). In their quantitative
research survey of 24 schools, Mengoa et al. reported that over half of teachers indicated
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they use a constructivist approach. This inconsistent suggests that teachers' stated beliefs
are not always in concordance with teachers' theoretical beliefs and practices. In fact, a
similar inconsistency was reported by Bauden, Buike, and Duffy (1979). After observing
teacher practices, Bauden, et al. concluded that teachers' theoretical beliefs and practices
were incompatible with stated beliefs. Also, Simmons, et al. (1999) found that while
teachers stated that their educational practices were learner-centered, observations of
their actual teacher-centered practice contrasted with their stated beliefs.
Also, the finding that the majority of the teachers held a strong behavioral
educational belief does not align with the fact that the focus of the 1994 Bolivian
educational reform was the adoption of constructivist methods of teaching instead of
behaviorist methods of teaching (Mengoa et al., 2002; Pedersen et al., 2001). In addition,
this finding does not show the results of the extensive constructivist training for teachers
that was provided by the government and a partnership among the Bolivian Private
University, the Cochabamba Cooperative School, and the East Carolina University of the
United States (Pedersen et al., 2001 ). These discrepancies could be explained by the fact
that most of the Bolivian teachers' initial training and professional experience was
oriented by behaviorist approaches to teach (Mengoa et al., 2002). Also, it could be
explained by the fact that the majority of changes to promote progressive education
worldwide were only atmospheric and had not permeated the foundations of educational
institutions (Kohn, 2000). Finally, it could be explained by the restrictions imposed to
progressive education by traditional demands for concrete students' achievement
measured by standardized testing (Kohn, 2000).
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A statistical procedure performed on the PEI Data was MANOVA. A series of
MANOVA were performed to determine the effect of the demographic groups on the PEI
subscales. A series of MANOVA were performed to determine the effect of gender, age,
years of experience, and level of education on the PEI subscales. The finding was that
gender, age, years of experience, and level of education did not have a significant effect
on the Philosophy of Education Inventory subscales, nor did they have a significant effect
on the behavioral education score, the liberal education score, the progressive education
score, the humanistic education score or the reconstructionist education score. These
findings indicated that there was no gender, age, years of experience, or level of
education bias intrinsic in the PEI subscales responses. These findings support the
conclusions of the descriptive analysis where most participants had been classified as
having a strong behavioral philosophy. Once again, since a major government initiative
has been to implement a constructivist paradigm in the Bolivian educational system, it
was interesting to find that the majority of the participants under their demographic
groups had consistently been classified on the behavioral category subscale.
The disparity between the Bolivian government constructivist goals and the
participants' behaviorist classification is supported by the findings of Escudero ( 1994),
Full an ( 1994), and Goodman ( 1995). These researchers reported that several top-down
reform initiatives had been implemented in recent decades. However, teachers did not
participate in these reforms and school practices had remained unchanged. In fact,
reforms do not succeed because reforms fails to persuade teachers that changes are
desirable can work are in the ultimate interest of children, and consider their school

'

'
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culture (Schlechty, 1997). In addition, researchers found that some factors that could
explain the failure of educational reforms were lack of materials or financial support,
social and political contradictions, strong beliefs systems, lack of hands-on training,
contradictions of the intended reform, or lack of institutional support (Escudero, 1994;
Pullan, 1994; Goodman, 1995; Kohn, 2000).
Finally, a series of multiple crosstab with chi-square were performed to determine
if there were significant associations between the PEI recoded items and the demographic
groups. The finding of these multiple crosstab with Chi-square analysis was that there
were no significant associations between the philosophy of education recoded items and
the demographic groups. These findings indicated that there was no gender, age, years of
experience, or level of education differences intrinsic in the PEI recoded responses. This
finding supports the conclusions of the descriptive analysis that most participants had
been classified as having a strong behavioral philosophy.

Research Question Two
What second language acquisition beliefs do selected bilingual Bolivian elementary
teachers have?
This question assumed that bilingual Bolivian elementary teachers held a second
language acquisition belief. The basis for this assumption was that researchers have
found that teachers have implicit second language acquisition beliefs (Williams &
Burden, 1997). These beliefs include specific educational practices (Pence, 1996) and can
be grouped in three main instructional approaches of second language teaching: the
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grammar-translation, the audiolingual, and the communicative (Abd Al-Magid, 2006;
Fotos, 2005; De Garcia & Reynolds, 1977; Savignon, 1974, 1990).
The assumption that bilingual Bolivian elementary teachers held a second
language acquisition belief was studied with the information obtained from the Foreign
Language Attitude Survey (FLAS). The FLAS classifies teachers' responses into three
second language teaching approaches: grammar-translation, audiolingual, and
communicative. The results of the descriptive data analysis revealed that the majority of
the 90 participants were classified as having a moderate to strong communicative
approach (n=68). The rest of the participants were classified as having a grammartranslation or an audiolingual approach. The communicative approach to second language
teaching "involves the negotiation of meaning between speaker and listener or between
author and reader" (Hendrickson, 1991, p. 197). The idea of this approach is that teaching
a second language in authentic contexts should reproduce the language that is used by
native speakers outside of the classroom (Hendrickson, 1991, p. 197). The focus of the
communicative approach to second language teaching is "the elaboration and
implementation of programs and methodologies that promote the development of L2
functional competence through learner participation in communicative events"
(Savignon, 1990, p. 210). The assumption is that language acquisition is a dynamic,
interactive, creative, and unique process (Richard & Rogers, 2001; Hendrickson, 1991)
where what "people want to do through language is more important than mastery of the
language as an unapplied system" (Wilkins, 1976, p. 42).
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The finding that most of the participants held a moderate to strong communicative
approach to second language teaching appears to be consistent with the goal of the
Bolivian government to implement a bilingual education program using constructivist
methods associated to the communicative approach of teaching (Mengoa, et al., 2002;
Pedersen et al., 2001 ). Also, it was in concert with the expectations of an extensive
constructivist training for teachers provided by the government (Pedersen et al., 2001 ).
Finally it was consistent with a quantitative research survey of 24 schools that revealed
that over half of teachers indicated they use a constructivist approach (Mengoa et al.,
2002). According to this finding, the 1994 Bolivian educational reform did a better job in
the field of bilingual education than other fields. This finding could be supported by the
fact that Bolivia "has succeeded in providing bilingual education" to more than one third
of its indigenous population in rural areas (World Bank, 2005, p. 6).
A statistical procedure performed on the FLAS Data was ANOVA. A series of
ANOVA were performed to determine the effect of the demographic groups on the FLAS
subscales. The findings of the ANOV As on the FLAS subscales were that gender had a
significant effect on the overall score for foreign language attitude survey scores. Female
teachers had a significantly more positive attitude toward foreign languages than male
teachers. However, age, years of experience, and level of education did not have a
significant effect on the overall score for foreign language attitude survey scores.
In addition, a series of MANOV A were performed to determine the effect of the
demographic groups on the FLAS subscales. The findings of the series of MANOVA on
the FLAS subscales were that gender did have a significant multivariate effect on the
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foreign language attitude survey subscales. Gender also had a significant effect on the
communicative foreign language attitude survey subscale. Female teachers had a
significantly more positive attitude toward the communicative items on the foreign
language attitude survey than male teachers. Additionally gender had a significant effect
on the grammar-translation foreign language attitude survey subscale scores. Male
teachers had a significantly more positive attitude toward the grammar items on the
foreign language attitude survey than female teachers. Gender however did not have a
significant effect on the audiolingual foreign language attitude survey subscale scores.
Since few participants were classified as having a grammar-translation and audiolingual
approaches, the interpretation of these finding must be made with caution. Other findings
of the series of MANOVA were that age, years of experience, and level of education did
not have a significant multivariate effect on the foreign language attitude survey
subscales or on any of the foreign language attitude survey subscales scores.
The ANOV A and the MANOVA procedures showed that gender was the only
demographic group that had a significant effect on the overall score of the FLAS
category. More specifically, a greater percentage of female participants had more positive
attitude toward the communicative items than male teachers and that most male teacher
had more positive attitude toward the grammar-translation items than female teachers.
This distinction is significant because all teachers had received the same bilingual
education training and were expected to support the communicative approach (Pedersen
et al., 2001 ). The questions are: Why did most female teachers strongly supported the
communicative approach? Why did most male teachers supported the grammar128

translation approach instead of the communicative approach? Although there is no
research support to answer these questions, one possible explanation of these findings
could be the active participation of the female population on the Bolivian social
processes. In fact, Farah (2005) reported that although the Bolivian female life conditions
is one of the most detriments in Latin America, the presence of the female population in
the processes of social change in Bolivia have been permanent since the indigenous fight
for independence in the XVIII century (Farah, 2005). Therefore, it is possible that
bilingual Bolivian female teachers adopted the communicative approach as a way to
change the Bolivian educational process.
Finally, a series of multiple crosstab with Chi-square analysis were performed to
find if there were significant associations between the demographic groups and the FLAS
categories. One finding indicated a significant association between gender and the foreign
language attitude survey categories. A greater percentage of female teachers agreed with
the communicative subscale items than male teachers. This finding supports the
conclusions of the descriptive analysis that most participants had been classified as
having a communicative approach.
Research Question Three
What reading theoretical orientations do selected bilingual Bolivian elementary teachers
have?
This question assumed that bilingual Bolivian elementary teachers held
theoretical orientations to reading. The basis for this assumption was that researchers
have found that teachers have a theoretical orientation about how to teach reading that
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influences their reading instructional practices (Deford, 1985; Harste & Burke, 1997;
Moss, 1980; Rupley & Logan, 1985; Vigil, 1985). Harste and Burke (1997) define
theoretical orientation to reading as a "particular knowledge and belief system held
toward reading, that is those deep philosophical principles that guide teachers to establish
expectations about behavior and the host of decisions they must make as they teach
reading lessons" (p. 34, 35).
This question was studied with the information obtained from the Theoretical
Orientation to Reading Profile (TORP). The TORP classifies teachers' responses into
three orientations to reading: phonics, skills, and whole language. However, in this study,
four groups emerged from the TORP survey responses. One group of participants were
classified as having a skills orientation to reading (n = 42). A second group were
classified as having a combination of phonics and skills orientation (n = 26). A third
group was classified as having a whole language orientation (n - 12). The four group was
classified as having a phonics orientation (n = 10). From these four groups, most
participants were classifies as having a moderate to strong skills orientation to reading.
The skills theoretical orientation to reading put emphasis on the word as the basic
unit in reading and gives prominence to skills development in context (Cadman, 2004;
DeFord, 1979; Edelsky, et al., 1983). The focus of instruction in this theoretical
orientation consists of identification of initial and ending consonants, development of
word analysis skills, and building a base of sight words introduced in conjunction with
cues provided by semantic context (Poulson, et al., 2001).

130

The finding that most participants had skills theoretical orientations to reading
was inconsistent with the focus of the 1994 Bolivian educational reform to implement the
whole language orientation to reading (Mengoa, et al., 2002; Pedersen, et al., 2001).
Also, this finding was inconsistent because the whole language approach to reading was a
strong component of the extensive training for teachers provided by the government
(Pedersen et al., 2001).
However, the inconsistency between the finding of this study, that most
participants had skills orientations to reading, and the focus of the Bolivian government
to implement the whole language approach could be explained by the fact that the whole
language mandated change caught teachers unprepared since their initial training and
professional experience was oriented by phonics approaches to reading (Mengoa et al.,
2002). Also it could be explained by the fact that training on whole language approach
was provided but there was dissatisfaction because teachers complained that most staff
development sessions were vague and without real classroom applications (Mengoa et al.,
2002). Another explanation could be that the reform was perceived by teachers and
administrators as a top-down attempt to mandate improvement. In fact, it was reported
that pedagogical advisors went to the school to teach the pedagogical recipes of the
education reform (Barral, 2002). The reformers assumed that they had to start from zero.
Teachers and administrators did not get credit for their experience and knowledge, and as
the pedagogical advisors arrived schools, they were sabotaged by school principals who
felt threatened by them (Mengoa et al., 2002). Also, pedagogical advisers went to schools
without "didactic materials", learning modules were carried to schools late, and "didactic
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guides" were slowly developed (Ministerio de Dasarrollo Humano, 1996 p.10-15). In
other words, the educational reformers were trying to implement a whole language
philosophy, but their practices and terminology were inconsistent with the whole
language philosophy.
The above explanations are consistent with the finding of researchers who
reported that failures of implementation of educational reforms are patterns of mandated
reforms worldwide (Escudero, 1994; Pullan, 1994; Goodman, 1995; Kohn, 2000). In fact,
challenges to educational reforms could be caused by lack of materials or financial
support, social and political contradictions, strong beliefs systems, lack of hands-on
training, theoretical contradictions of the intended reform, or lack of institutional support
(Escudero, 1994; Pullan, 1994; Goodman, 1995; Kohn, 2000). On the other hand,
researchers had found that educational changes could be done when staff development
sessions are formative in nature, embedded in the implementation process or new
initiatives, and ongoing and delivered by the participants (Joyce & Showers, 2002).
Another finding was that some bilingual teachers were classified as having a
combined phonic and skills orientation to reading (n

= 26). This finding was consistent

with the finding in the literature review section that illustrates that teachers borrow
practices from different reading approaches in their reading instruction practices,
regardless of their own reading orientations (Deford, 1985; Harste & Burke, 1997; Moss,
1980; Rupley & Logan, 1985; Vigil, 1985). Also, according to Deford (1985) an overlap
is expected in reading theoretical orientations in areas of proximity of the different
theoretical orientations. Most specifically, phonic and skills orientations tend to share
132

beliefs as do the skills and whole language. The Deford (1985) finding could be the
explanation for the 26 participants who were classified as having a combination of
phonics and skills theoretical orientation. However, in this study, no participants were
classified as having a combination of skills and whole language.
A statistical procedure performed on the TORP data was ANOVA. A series of
ANOV A were performed to determine the effect of the demographic groups on the
TORP subscales. The findings of the series of ANOV A on the TORP subscales were that
there was no significant effect of gender, age, years of experience, and level of education
on the overall theoretical orientation to reading score. These findings indicated there was
no gender, age, years of experience, or level of education bias intrinsic in the TORP
subscales.
In addition, a series of MANOVA were performed to determine the effect of the
demographic groups on the TORP subscales. Findings of the MANOVA on the TORP
subscales were that there was no overall significant multivariate effect of the
demographic groups on the theoretical orientation to reading subscales. Other findings of
the MANOV A analysis on the TORP subscales were that there was no significant
multivariate effect of age, gender, years of experience, and level of education on the
phonics, skills or whole language theoretical subscale scores. These findings indicated
that there was no gender, age, years of experience, or level of education bias intrinsic in
the TO RP recoded responses.
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Finally, a multiple crosstab with Chi-square was performed to find if there were
significant associations between the demographic groups and the TORP categories. One
finding of the multiple crosstab with Chi-square analysis was that there were no
significant associations between gender and theoretical orientation to reading categories
of phonic and skills, phonics, skills, or whole language. Also, there were no significant
associations between age and theoretical orientation to reading categories of phonic and
skills, phonics, skills, or whole language. Additionally, there were no significant
associations between years of experience and theoretical orientation to reading categories
of phonic and skills, phonics, skills, or whole language. lastly, there were no significant
associations between level of education and theoretical orientation to reading categories
of phonic and skills, phonics, skills, or whole language. These findings indicated that
there was no gender, age, years of experience, or level of education bias intrinsic in the
TORP recoded categories.
Limitations
The limitations of this study related to data analysis and interpretation of findings
were:
1. This study focused on exploring bilingual Bolivian elementary teachers'
beliefs about education, their beliefs about second language teaching, and
their theoretical orientations to reading instruction. However, this study did
not directly deal with issues related to strengths or weaknesses of each
philosophy of education, approach to second language teaching, and
theoretical orientations of reading profile. Therefore, this study did not include
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an evaluation of each educational philosophy, approach to second language
acquisition, and theoretical orientation to reading.
2. Because this study focused on exploring bilingual Bolivian elementary
teachers' beliefs about education, their beliefs about second language
teaching, and their theoretical orientations to reading instruction; this study
did not make an analysis of individual questions of the online survey
instruments. Therefore, this study did not include an analysis of teachers'
beliefs on particular question of the survey instruments.
Recommendations for Future Research
The purpose of this study was to quantitatively explore bilingual Bolivian
elementary teachers' beliefs about education, their beliefs about second language
teaching, and their theoretical orientations to reading instruction to assess the
effectiveness of the Bolivian teachers' training in constructivist approaches. This study
provides a good starting point for future research related to Bolivian teachers educational
beliefs. Three major topics for further research were evident from the finding of this
study. One interesting issue was the discrepancy between the Bolivian government goals
to promote progressive and whole language educational processes and the teachers
behavioral and phonics beliefs revealed. Another interesting subject was the effects of
gender on bilingual Bolivian teachers' approaches to second language teaching. The
researcher of this study found that female teachers played a significant role on the
implementation of communicative approaches to second language teaching. Also, the
researcher found that male participants engaged significantly on the implementation of
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grammar-translation approach to second language teaching. A final theme that emerged
from this study was the relationships among the educational philosophical, the
approaches to second language teaching, and the theoretical orientations to reading
beliefs. Based in these topics, the researcher present the following recommendations for
future research:
What are the effects of the Bolivian government goals to promote a constructivist
educational philosophy on teachers' educational beliefs? This study revealed that there is
a disparity between the goals of the Bolivian government to promote a constructivist
educational philosophy and the behavioral beliefs of the bilingual teachers. Future
research on this topic could help to better understand why after more than ten years of
extensive government training to promote a progressive educational philosophy a
majority of the participants of this study were classified as having a behaviorist
philosophy of education.
What are the effects of gender on bilingual Bolivian teachers approaches to
second language teaching? This study revealed a disparity of approaches to second
language teaching between female and male participants. These disparities are
remarkable since both male and female participants had been received the same bilingual
education training, it was expected a more homogeneous results from male and female
participants. Future research could replicate this study using another sample of bilingual
teachers in order to obtain a better picture of teachers' approaches to second language
teaching.
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What are the relationships among educational epistemological beliefs,
approaches to second language teaching beliefs, and theoretical orientation to reading
beliefs? This study could help researchers, policymakers, and trainers to understand the
correlations between educational epistemological beliefs and theoretical orientations to
reading. This study could be conducted by performing Pearson Moment Correlations
between the Philosophy of Education Inventory scores, the Theoretical Orientation to
Reading Profile scores, and the Foreign Language attitude survey. Also, Multiple Linear
Regression could be performed to predict the relationship among the sub scales of these
three categories. Suggested questions for this study could be:
I . Is there a relationship between educational epistemological beliefs and theoretical
orientations to reading profile?
2. Is there a relationship between educational epistemological beliefs and beliefs of
second language acquisition of bilingual Bolivian elementary teachers?
3. Is there a relationship between educational reading theoretical orientation of
bilingual and beliefs of second language acquisition of Bolivian elementary
teachers?
4. Is there a relationship among educational epistemological beliefs, reading
theoretical orientations, and beliefs of second language acquisition of bilingual
Bolivian elementary teachers?
In addition to these topics for further research, there are some recommendations
for further research that emerged during the development of this study. First, in chapter
one the researcher indicated that one limitation of this research was that this study was
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conducted only in rural public schools. Future research could replicate this study using a
sample of bilingual teachers from urban areas to get a better understanding of teachers'
educational philosophies, approaches to second language teaching, and theoretical
orientations to reading profile.
Second, there is a need to develop and validate a bilingualism beliefs survey
instrument. In fact, I, the researcher, was searching for instruments to add beliefs about
bilingualism to this study, but I could not find any instrument that addressed the main
issues of bilingualism. Because a study of beliefs about bilingualism is a complex subject
that has to do with beliefs about the degree, the function, the alternation, and the
interference of bilingualism, the development of an instrument to study these topics could
be a subject of further research.
Third, another topic that came during the approaches to second language teaching
section of this study was: How does the acquisition of a second language affects an
individual's the perception oflanguage acquisition? A qualitative research can focus on
this question to explore second language learners' perceptions about their own language
learning journey.
Summary
The purpose of this study was to quantitatively explore bilingual Bolivian
elementary teachers' beliefs about education, their beliefs about second language
teaching, and their theoretical orientations to reading instruction to assess the
effectiveness of the Bolivian teachers' training in constructivist approaches. One finding
of this study was that the majority of the bilingual Bolivian teachers have a strong
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behavioral philosophy of education. Participants in this study were consistent in their
responses adhering to the behavioral philosophy of education. This finding was different
from the finding of Mengoa et al. (2002) that reported that over half of Bolivian teachers
stated that they have a constructivist approach. However, researchers found that teachers'
stated beliefs do not always match their theoretical beliefs and classroom practices
(Duffy, 1979; Simmons, et al. 1999). A second finding of this study was that most
bilingual Bolivian teachers have a skills theoretical orientation to reading. This finding
suggested that bilingual Bolivian teachers elected to have a skills approach to reading
instead of the whole language orientation mandated by the Bolivian educational reform.
The first and the second findings of this study suggested that the mandated goal of
the Bolivian government to implement the constructivist approach to learning and the
whole language approach to reading was not adopted by the majority of teachers.
Suggested factors for the teachers' resistance to adopt the reform are: Teachers' initial
training and professional experience were oriented by behaviorism and phonics
approaches to reading (Mengoa et al., 2002). Training on constructivism and whole
language approach was vague and without classroom application (Mengoa et al., 2002).
The reform was perceived by teachers and administrators as a top-down attempt to
mandate improvement (Barral Zegarra, 2002). While the reformers were trying to implant
constructivism and whole language, the terminology and educational practices of the
reformers were inconsistent with the constructivism and the whole language approaches.
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A final finding of this study was that most bilingual Bolivian teachers have a
moderate to strong communicative approach to second language teaching. A significant
detail of this finding was that the majority of the participants who were classified as
having communicative approach to second language teaching were female teachers. A
suggested explanation for this finding was the active participation of the female
population on the Bolivian social processes. In fact, a research paper reported that
although the Bolivian female life conditions is one of the most detriments in Latin
America, the presence of the female population in the processes of social change in
Bolivia have been permanent since the indigenous fight for independence in the XVIII
century (Farah, 2005). Therefore, it was possible that bilingual Bolivian female teachers
adopted the communicative approach as a way to promote change in the Bolivian
educational process.
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PHILOSOPHY OF EDUCATION INVENTORY
By Lorraine Marie Zinn
Source: Awakening the Sleeping Giant:
Leadership Development for Teachers.
By Marilyn Katzenmeyer and Gayle Moller
Corwin Press, Inc., 1996
To complete the Inventory, read each sentence stem and each optional phrase that
completes it. On the 1-7 scale, CIRCLE the number that most closely indicates how you
feel about each option. The scale goes from 1 (strongly disagree) to 7 (strongly agree),
with a neutral point (4) if you do not have any opinion or are not sure about a particular
option.

STRONGLY

STRONGLY

NEUTRAL

AGREE

DISAGREE
1

2

3

5

4

6

7

1. IN PLANNING AN EDUCATIONAL ACTIVITY, I AM MOST LIKELY TO:
Clearly identify the results I want and develop a class or program that will achieve
those results.
2

3

5

4
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6

7

(c)

Identify, with equal participation from students, significant social, cultural, political,
and/or economic issues and plan learning activities that would help the students have an
impact on social change.
2

3

4

5

6

7

(h)

Begin by choosing content or subject matter that is likely to benefit students for the
rest of their lives.
2

3

4

5

6

7

(a)

Make sure the activity is relevant to students' lives outside of school.
1

2

3

4

5

6

7

(d)

Find out what is of greatest interest to the students and plan the learning activities around
those interests.
2

3

5

4

6

7

(f)

2. STUDENTS LEARN BEST:
When new knowledge is presented from a problem-solving approach.
2

3

5

4

6

7

(x)

When the educational activity is clearly structured and provides for practice and
repetition.
2

3

5

4

6

7

(w)

Through open discussion and critical reflection with others, both inside and outside of
school.
2

3

5

4

6

7

(z)

When they can make self-directed choices about learning methods and outcomes.
2

3

5

4

6

From an "expert" who knows what he or she is talking about.
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7

(y)

1

2

3

4

5

6

7

(v)

7

(t)

3. THE PRIMARY PURPOSE OF EDUCATION IS:
To facilitate the personal growth and developmet of each student.
1

2

3

4

5

6

To increase students' awareness of the need for social change and to enable them to
effect such change.
1

2

3

4

5

6

7

(h)

To teach a broad range of content, concepts, and principles that will prepare students
for learning throughout life.

1

2

3

5

4

6

7

(a)

To increase students' problem-solving skills and ability to fully participate in the
society in which they live.

1

2

3

4

5

6

7

(d)

To develop students' mastery of specific knowledge and skills, so they can meet certain
standards or expectations.
2

3

5

4

6

7

(c)

4. THE MOST VALUABLE THINGS PEOPLE KNOW:
They learned by studying or working cooperatively with others, solving problems along
the way.

2

3

5

4

.6

7

(x)

They learned through reflective thinking focused on important issues and questions in
today's world.

1

2

3

5

4

6

7

(z)

They learned through guided instruction that consistently helped them to find the right
anwers.
1

2

3

5

4
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6

7

(w)

They gained through self-discovery rather than some "teaching" process.

1

2

3

4

5

6

7

(y)

They learned through a broad-based educational process rather than specialized or
career-oriented education.
1

2

3

4

5

6

7

(v)

7

(t)

5. I CHOOSE THE CONTENT I WILL TEACH BASED ON:

Consultation with students about what is important to them.
1

2

3

5

4

6

What I believe students need to learn next, in comparison with what they already
know.
1

2

3

5

4

6

7

(c)

Current social, cultural, political, and/or economic situations and issues.
1

2

3

5

4

6

7

(h)

A consideration of students' "real-life" needs, interests, and problems outside the
classroom.
1

2

3

5

4

6

7

(d)

Generally agree-upon subject matter for a "well-rounded" education.
1

2

3

5

4

6

7

(a)

6. THE BEST TEACHERS START PLANNING INSTRUCTION:
By considering the specific outcomes (knowledge, skills, and attitudes) they are
looking for and the most effective ways of achieving these outcomes.

2

3

5

4

6

7

(w)

By identifying everyday problems that can be solved as a result of the instruction.

1

2

3

5

4
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6

7

(x)

By clarifying the conten, concepts, and theoretical principles to be taught.

2

3

4

5

6

7

(v)

By identifying social, cultural, political, and/or economic issues that have the greatest
impact
on the lives of students and their families.

2

3

4

5

6

7

(z)

By asking students to identify what they want to learn and how they want to learn it.

2

3

5

4

6

7

(y)

7. AS AN EDUCATOR, I AM MOST SUCCESSFUL IN SITUATIONS:
That are unstructured and flexible enough to follow students' interests.

2

3

5

4

6

7

(f)

That are well structured, with clear behavioral objectives and built-in feedback loops
for

students.

2

3

5

4

6

7

(c)

Where I can focus on practical skills and knowledge that students can put to use in
real li fc.

2

3

5

4

6

7

(d)

Where I can organize the subject matter in a logical way and build a solid foundation
for future learning.

2

3

5

4

6

7

(a)

Where the students are willing to explore and critically reflect on what is going on in
the world around them.

2

3

5

4

6

7

(h)

8. IN PLANNING AN EDUCATIONAL ACTIVITY, I TRY TO CREATE:
An opportunity for students to explore different ways of learning and applications of
their

learning
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By clarifying the conten, concepts, and theoretical principles to be taught.
1

2

3

4

5

6

7

(v)

By identifying social, cultural, political, and/or economic issues that have the greatest
impact
on the lives of students and their families.

1

2

3

4

5

6

7

(z)

By asking students to identify what they want to learn and how they want to learn it.

1

2

3

5

4

6

7

(y)

7. AS AN EDUCATOR, I AM MOST SUCCESSFUL IN SITUATIONS:
That are unstructured and flexible enough to follow students' interests.
1

2

3

4

5

6

7

(f)

That are well structured, with clear behavioral objectives and built-in feedback loops
for
students.

1

2

3

5

4

6

7

(c)

Where I can focus on practical skills and knowledge that students can put to use in
real life.

1

2

3

5

4

6

7

(d)

Where I can organize the subject matter in a logical way and build a solid foundation
for future learning.
1

2

3

5

4

6

7

(a)

Where the students are willing to explore and critically reflect on what is going on in
the world around them.
2

3

5

4

6

7

(h)

8. IN PLANNING AN EDUCATIONAL ACTIVITY, I TRY TO CREATE:

An opportunity for students to explore different ways ofleaming and applications of
their

learning
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2

3

4

5

6

7

(x)

A setting in which students are encouraged to examine their beliefs and values and to
raise critical questions.
2

3

4

5

6

7

(z)

A structured environment that keeps students focused and moves them systematically
the intended learning outcomes.
toward
2

3

5

4

6

7

(w)

A conceptual understanding of the breadth and depth of what is to be learned.
2

3

5

4

6

7

(v)

7

(y)

A supportive climate that facilitates self-discovery and interaction.
2

3

5

4

6

9. STUDENTS' FEELINGS DURING THE LEARNING PROCESS:

Are crucial to the learning process and must be brought to the surface in order for
students to
fully engage in any learning activity.

1

2

3

5

4

6

7

(h)

7

(d)

Provide energy that can be focused on problems or questions.
2

3

5

4

6

Reflect the uniqueness of each student and should be expressed and valued in the
learning
1

process.

2

3

5

4

6

7

(f)

Are likely to get in the way of learning by diverging the students' attention.
1

2

3

5

4

6

7

(c)

6

7

(a)

Are not as important as what students are thinking.
1

2

3

5

4
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10. THE TEACHING METHODS I PREFER TO USE:
Focus on problem-solving and present real challenges to the students.
1

2

3

4

5

6

7

(x)

Emphasize practice and offer constructive feedback so that students can get the right
and learn essential skills.
answers
2

3

5

4

6

7

(w)

Are mostly nondirective, encouraging students to take responsibility for their own
learning.
1

2

3

5

4

6

7

(y)

Involve students in discussion and critical examination of controversial issues.

1

2

3

4

5

6

7

(z)

Are designed to help students develop effective thinking and reasoning abilities.
1

2

3

5

4

6

7

(v)

11. WHEN STUDENTS ARE UNINTERESTED IN A SUBJECT, IT IS BECAUSE:

They don't realize how seriously their lives and their future may be impacted by the
issue being studied.

1

2

3

5

4

6

7

(h)

They don't see any benefit for their daily lives outside of school.
1

2

3

4

5

6

7

(d)

5

6

7

(a)

They are just not "motivated" to learn.
2

3

4

They are not "ready" to learn it, or they aren't getting enough practice or feedback.
1

2

3

5

4
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6

7

(c)

That subject isn't a high priority for them personally: they are more interested in
something
else.
2

3

4

5

6

7

(f)

12. DIFFERENCES AMONG STUDENTS:
Are relatively unimportant as long as the students gain a common base of
understanding
through the educational experience.

1

2

3

4

5

6

7

(v)

Enable them to learn best on their own time and in their own way, and should be
valued and
strongly supported.
2

3

4

5

6

7

(y)

Must be respected, and will usually lead them to make different applications of
knowledge and skills to their own situations.

1

2

3

5

4

6

7

(x)

Arise from their particular cultural and social situations and are extremely relevant to
the
educations process.

2

3

5

4

6

7

(z)

Will not interfere with their learning if each student is given adequate opportunity for
practice

1

and reinforcement.
2

3

5

4

6

7

(w)

13. EVALUATION OF LEARNING OUTCOMES:
Is not of great importance and is not easily accomplished, because the impact of
education
should be more evident outside of school that in a classroom.

2

3

5

4

6

7

(h)

Should be built into the system, so that students will continually receive feedback and
can

adjust their performance accordingly.

1

2

3

5

4
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6

7

(c)

Is best done by the students themselves, for their own purposes.

2

3

4

5

6

7

(t)

Lets a teacher know how much information and conceptual understanding each student
has
acquired, in comparison to other students.
2

3

4

5

6

7

(a)

Is most effective if students can demonstrate their ability to use what they have
learned in
practical ways.
1

2

3

4

5

6

7

(d)

14. MY PRIMARY ROLE AS A TEACHER IS TO:
Set clear expectations and lead students step by step through educational activities with
welldirected feedback.

2

3

5

4

6

7

(w)

Introduce students to a broad range of information and ways of thinking about the
world.
1

2

3

5

4

6

7

(v)

6

7

(x)

Help students "learn how to learn" effectively.

1

2

3

5

4

Increase students' awareness of social, cultural, economic, and/or political issues and
help
them learn how to have an impact on societal conditions that need to be
changed.
1

2

3

5

4

6

7

(z)

Facilitate, but not to direct, learning activities that are meaningful to students.
1

2

3

5

4

6

7

(y)

15. IN THE END, IF STUDENTS HAVE NOT LEARNED WHAT WAS TAUGHT:
They lacked appreciation for the subject matter, or found the intellectual challenge too
demanding.
188

2

3

4

5

6

7

(a)

They need to repeat one or more learning activities until they can master it (or at least
minimum standards).
meet
2

3

4

5

6

7

(c)

It's okay, because they probably learned something else that they considered just as
interesting or important.
2

3

4

5

6

7

(t)

They don't realize how learning will enable them to significantly impact the world in
they live.
which

1

2

3

5

4

6

7

(h)

It is probably because they are unable to make practical application of what was taught
to problems in their daily lives.
1

2

3

5

4
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6

7

(d)
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FOREIGN LANGUAGE ATTITUDE SURVEY

(De Garcia et al., 1977)
To complete the survey, read each numbered sentence. On the 1-5 scale, CIRCLE the
number that indicates how you feel about each option. The scale goes from 1 (strongly
disagree) to 5 (strongly agree), with a neutral point (3) if you do not have any opinion or
are not sure about a particular option.
( 1) Strongly Agree

(2) Agree

(4) Disagree

(3) Neither Agree nor Disagree
(5)Strongly Disagree

1. Foreign languages are hard to learn

1

2

3

4

5

2. Language learning should be fun.

1

2

3

4

5

3. "Proficiency" means correct application of the four skills

1

2

3

4

5

4. The student's motivation to continue language study is directly
related to his success in actually learning to speak the language. 1

2

3

4

5

5. A good foreign language teacher does not need audio-visual
to build an effective program.

1

2

3

4

5

6. It is important to learn grammatical rules.

1

2

3

4

5

language be linguistically perfect.

1

2

3

4

5

8. The sound system of the foreign language should be taught
separately at the beginning of the first sequence of instruction
along with phonetic transcription.

1

2

3 4

5

1

2

3

5

7. The teacher should always require that responses in the target

9. Taped lessons generally lose student interest.
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4

10. One problem with emphasizing oral competence is that there is
not objective means of testing such competence.
1

2

3

4

5

11. The inclusion of cultural material in a second language course
increases student motivation to learn to speak the language.
1 2

3

4

5

12. Learning a new language requires much self discipline.

1

2

3

4

5

13. Pattern practice does not provide a meaningful context for
learning to use the target language.

1

2

3

4

5

14. Today's students won't take foreign language because
they don 'twant to work.

1

2

3

4

5

15. Language learning ability is innate; therefore, everyone
should be capable of learning a second language if he is
capable of learning a first language.

1

2

3

4

5

16. The language laboratory is an indispensable device
for teaching and learning a second language.

1 2

3

4

5

17. Second-language learning should begin in elementary school.

1

2

3

4

5

18. It usually happens that the major part of student's grade in a
forei!:,111 language course reflects his performance on written
tests.

1

2

3

4

5

19. Simulated real-life situations should be used to teach
conversation skills.

I

2

3

4

5

20. Foreign language teachers need not be fluent themselves in
order to teach effectively for communication.

1

2

3

4

5

21. Students should answer question posed in the foreign
language with a complete sentence.

1 2

3

4

5
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22. Speaking and listening are the skills which we should stress
most in our language classes.

I

2

·3

4

5

23. When a student makes syntactical errors, this should be
regarded as a natural inevitable part of language acquisition.

I

2

3

4

5

24. If English teachers taught grammar as they should, it
would be easier for us to teach a second language.

I

2

3

4

5

25. The ability to exchange ideas in a spontaneous context
requires skills far beyond a knowledge of linguistic structures.

1

2

3

4

5
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Theoretical Orientation to Reading Instruction
(DeFord, 1985)
To complete the survey, read each numbered sentence. On the 1-5 scale, CIRCLE
the number that indicates how you feel about each option. The scale goes from 1
(strongly disagree) to 5 (strongly agree), with a neutral point (3) if you do not have any
opinion or are not sure about a particular option.
(2) Strongly Agree
(4) Disagree

(2) Agree

(3) Neither Agree nor Disagree
(5)Strongly Disagree

1. A child needs to be able to verbalize the rules of phonics in
order to assure proficiency in processing new words.

1 2

3

4

5

2. An increase in reading errors is usually related to a decrease in
comprehension.

1 2

3

4

5

3. Dividing words into syllables according to rules is a helpful
instructional practice for reading new words.

1 2

3

4

5

4. Fluency and expression are necessary components of reading
that indicate good comprehension.

1 2

3

4

5

5. Materials for early reading should be written in natural language
without concern for short, simple words and sentences.

1

3

4 5

2

6. When children do not know a word, they should be instructed to
sound out its parts.

1 2

3

4

5

7. It is a good practice to allow children to edit what is written into
their own dialect when learning to read.

1 2

3

4

5

8. The use of a glossary or dictionary is necessary in determining
the meaning and pronunciation of new words.

1

2

3

4

5

9. Reversals (e.g., saying "saw" for "was") are significant problems
in the teaching of reading.

1

2

3

4

5
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10. It is a good practice to correct a child as soon as an oral reading
mistake is made.

1

2

3

4

5

11. It is important for a word to be repeated a number of times after
it has been introduced to insure that it will become a part of
sight vocabulary.

1

2

3

4

5

12. Paying close attention to punctuation marks is necessary to
understanding story content.

1

2

3

4

5

13. It is a sign of an ineffective reader when words and phrases
are repeated.

1

2

3

4

5

14. Being able to label words according to grammatical function
(nouns. etc.) is useful in proficient reading.

1

2

3

4

5

15. When coming to a word that's unknown. The reader should be
encouraged to guess upon meaning and go on.

1

2

3

4

5

16. Young readers need to be introduced to the root form of words
(run, long) before they are asked to read inflected
forms (running, longest).

1

2

3

4

5

17. It is not necessary for a child to know the letters of the alphabet
in order to learn to read.

1

2

3

4

5

18. Flashcard drills with high words is an unnecessary form of
practice in reading instruction.

1 2

3

4

5

19. Ability to use accent patterns in multisyllable words
(pho 'to graph, photo' gra phy. and photo gra' phic) should
be developed as part of reading instruction.

1 2

3

4

5

20. Controlling text through consistent spelling patterns
(The fat cat ran back. The fat cat sat on a hat) is a means by

1 2

3 4

5

1 2

3

4

5

which children can best learn to read.
21. Formal instruction in reading is necessary to insure the adequate
development of all the skills used in reading.
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22. Phonic analysis is the most important form of analysis used when
meeting new words.

1

2

3

4

5

23. Children's initial encounters with print should focus on meaning,
not upon exact graphic representation.

1 2

3

4

5

24. Word shapes (word configuration) should be taught in reading
to aid in word recognition.

1

2

3

4

5

25. It is Important to teach skills in relation to other skills.

1

2

3

4

5

26. If a child says "house" for the written word "home" the response
should be left uncorrected.

1

2

3

4

5

27. It is not necessary to introduce new words before they appear
in the reading text.

1

2

3

4

5

28. Some problems in reading are caused by readers dropping the
inflectional endings from words (e.g .. jumps, jumped).

1

2

3

4

5
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FINAL SPANISH INSTRUMENTS
(Zinn, 1983, 1996)

"la devoluci6n de! cuestionario completado constituye su consentimiento informado
para actuar como un participante en esta investigaci6n "
ENCUESTA SOBRE FILOSOFIA DE LA EDUCACION
Para completar la encuesta, lea la oraci6n que esta enumerada y las frases
opcionales que completan esa oraci6n. En una escala de 1-7 ponga un circulo en el

numero que indica su sentir acerca de cada afirmaci6n. La escala va de 1( estoy en
completo desacuerdo) a 7 (estoy completamente de acuerdo) con un punto neutral (4) que
refleja que Ud. No tiene una opinion acerca de ese punto o que no esta seguro acerca de
esa opci6n.

ESTOY

NEUTRAL

ESTOY EN
COMPLETO

COMPLETAMENTE

DESACUERDO

DEACUERDO

2

3

4

199

5

6

7

1. CU ANDO PLANIFICO UNA ACTIVIDAD EDUCATIVA, LO QUE MAS
PROBABLEMENTE VOY A HACER ES:

Identificar claramente los resultados que deseo obtener y desarrollar una clase o
programa que va a alcanzar esos resultados.

1

2

3

4

5

6

7

(c)

Con la igual participaci6n de los estudiantes, identificar los problemas sociales,
culturales, politicos y/o econ6micos significantes de la comunidad y planear actividades
de aprendizaje que ayudani a los estudiantes a tener un impacto en el cambio de la
sociedad.

2

3

4

5

6

7

(h)

Empezar a planificar escogiendo el contenido o la materia que mas probablemente
beneficiara a los estudiantes por el resto de su vida.

2

3

4

5

6

7

(a)

Asegurarme que la actividad es relevante a la vida que los estudiantes viven fuera de la
escuela.
2

3

4
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5

6

7

(d)

Encontrar cual es el mayor interes de los estudiantes y planificar la actividad de
aprendizaje relacionada con esos intereses.
1

2

3

4

5

6

7

(f)

2. LOS ESTUDIANTES APRENDEN MEJOR:

Cuando el conocimiento nuevo es presentado utilizando un sistema para resolver
problemas.

1

2

3

4

5

6

7

(x)

Cuando la actividad educacional esta claramente estructurada y provee practica y
repetici6n.

2

3

4

5

6

7

(w)

Mediante discusi6n abierta y reflexion critica con otras personas dentro y fuera de la
escuela.

2

3

4

5

6

7

(z)

Cuando los estudiantes pueden hacer elecciones propias relacionadas con metodos y
resultados del aprendizaje.

2

3

4
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5

6

7

(y)

De un "experto" quien sabe acerca de lo que esta hablando.

1

2

3

4

5

6

7

(v)

6

7

(f)

3. EL PRINCIPAL PROPOSITO DE LA EDUCACION ES:

Facilitar el crecimiento y desarrollo personal de cada estudiante.

1

2

3

4

5

Acrecentar la concientizacion de los estudiantes de la necesidad de cambio social y
capacitarles para realizar dicho cambio.

1

2

3

4

5

6

7

(h)

Ensefiar una gran variedad de contenidos, conceptos y principios que prepararan a los
estudiantes para aprender por el resto de su vida.

1

2

3

4

5

6

7

(a)

Acrecentar las destrezas estudiantiles de solucionar problemas y sus habilidades para
participar completamente en la sociedad en la que vive.

2

3

4
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5

6

7

(d)

Desarrollar en los estudiantes el dominio de conocimiento y habilidades especificas que
les ayude a alcanzar ciertas metas o expectaciones.
1

2

3

4

5

6

7

(c)

4. LAS COSAS MAS VALIOSAS QUE LAS PERSONAS CONCOCEN:

Las aprendieron estudiando o trabajando en cooperaci6n con otros y solucionando los
problemas que aparecen en el camino.

2

3

4

5

6

7

(x)

Las aprendieron mediante el uso de pensamiento reflexivo enfocado en problemas y
preguntas importantes del mundo actual.

2

3

4

5

6

7

(z)

Las aprendieron mediante instrucci6n dirigida que les ayudo consistentemente a
encontrar la respuesta correcta.

2

3

4

5

6

7

(w)

Las aprendieron mediante descubrimiento propio en vez queen un proceso de
ensefianza.

2

3

4
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5

6

7

(y)

Las aprendieron mediante un proceso de educaci6n extensiva en vez que una educaci6n
especializada u orientada a una carrera.

1

2

3

4

5

6

7

(v)

5. EL CONTENIDO QUE VOY A ENSENAR LO ESCOJO BASADO EN:

Consultas con los estudiantes acerca de lo que es importante para ellos.

2

3

4

5

6

7

(f)

Loque creo que los estudiantes necesitan aprender en comparaci6n a lo que ellos ya
conocen.

1

2

3

4

5

6

7

(c)

Situaciones o problemas sociales, culturales, politicos y/o econ6micos actuales.

2

3

4
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5

6

7

(h)

La consideraci6n de las necesidades, intereses, y problemas de la vida real de los
estudiantes dentro y fuera del aula.

1

2

3

4

5

6

7

(d)

7

(a)

Un acuerdo general sobre las materias para una educaci6n completa.

2

3

4

5

6

6. LOS MEJORES MAESTROS EMPIEZAN A PLANIFICAR LA
INSTRUCCION:

Considerando los resultados especificos ( conocimiento, destrezas y actitudes) que ellos
estan buscando y los mas efectivos metodos de alcanzar esos resultados.

2

3

4

5

6

7

(w)

Identificando los problemas diarios que pueden ser solucionados como resultado de la
instruccion.

2

3

4

5

6

7

(x)

Clarificando el contenido, los conceptos y los principios teoreticos que seran ensefiados.

2

3

4
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5

6

7

(v)

Identificando problemas sociales, culturales, politicos y/o economicos que tienen gran
impacto en la vida de los estudiantes y sus familias.

1

2

3

4

5

6

7

(z)

Pidiendo a los estudiantes que identifiquen que es lo que ellos desean aprender y como lo
desean aprender.

2

3

4

5

6

7

(y)

7. COMO UN EDUCADOR TENGO MAS EXITO EN SITUACIONES:

Que no estan estructuradas y son suficientemente flexibles para seguir los intereses de los
estudiantes.

2

3

4

5

6

7

(f)

Que estan bien estructuradas con objetivos de conducta claros e incorporando formas
de retroalimentacion para los estudiantes.

2

3

4

206

5

6

7

(c)

Donde pueda enfocarme en destrezas y conocimientos practices que los estudiantes
puedan obtener para usarlos en la vida real.

2

3

4

5

6

7

(d)

Donde pueda organizar las materias en una forma 16gica y edificar una solida fundaci6n
para que los estudiantes puedan continuar aprendiendo en el futuro.

1

2

3

4

5

6

7

(a)

Donde los estudiantes estan dispuestos a explorar y replicar criticamente en lo que esta
ocurriendo en el mundo que los rodea.

2

3

4

5

6

7

(h)

8. AL PLANIFICAR UNA ACTIVIDAD EDUCACIONAL INTENTO CREAR:

Una oportunidad para que los estudiantes exploren diferentes vias y aplicaciones de
aprendizaj e.

2

3

4

5

6

7

(x)

Un lugar en el que los estudiantes son animados a examinar sus creencias y valores y para
hacer preguntas criticas.

2

3

4
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5

6

7

(z)

Un ambiente estructurado que mantiene a los estudiantes concentrados y los guia
sistematicamente hacia los resultados del aprendizaje intentado.

1

2

3

4

5

6

7

(w)

Un entendimiento conceptual de la extension y profundidad de lo que se esta
aprendiendo.

2

3

4

5

6

7

(v)

7

(y)

Un clima de apoyo que facilita descubrimiento propio e interacci6n.

I

2

3

4

5

6

9. LOS SENTIMIENTOS DE LOS ESTUDIANTES DURANTE EL PROCESO DE
APRENDIZAJE:

Son cruciales para el proceso de aprendizaje y deben ser reconocidos en orden de que los
estudiantes esten completamente absorbidos en una actividad de aprendizaje.

2

3

4

5

6

7

(h)

7

(d)

Proveen energia que puede ser enfocado en problemas o preguntas.

1

2

3

4
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5

6

Reflejan la singularidad de cada estudiante y deben ser expresados y reconocidos como
valiosos en el proceso de aprendizaje.

1

2

3

4

5

6

7

(f)

Probablemente van a interferir en el aprendizaje dividiendo la atenci6n de los estudiantes.

1

2

3

4

5

6

7

(c)

7

(a)

No son tan importantes como lo que los estudiantes estan pensando.

1

2

3

4

5

6

10. EL METODO DE ENSENANZA QUE PREFIERO USAR:

Se enfoca en soluci6n de problemas y presenta desafios reales a los estudiantes.

2

3

4

5

6

7

(x)

Enfatiza la practica y ofrece retroalimentaci6n constructiva para que los estudiantes
puedan obtener la respuesta correcta y aprender destrezas imprescindibles.

2

3

4
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5

6

7

(w)

Mayonnente no cloy direcciones, animo a los estudiantes a tomar responsabilidad de su
propio aprendizaje.

1

2

3

4

5

6

7

(y)

7

(z)

Envuelve a los estudiantes en discusi6n y exanimaci6n critica de problemas
controversial es.

1

2

3

4

5

6

Esta designado para ayudar a los estudiantes a desarrollar su habilidad de pensar y
razonar efecti vamente.

2

3

4

5

6

7

(v)

11. CUANDO LOS ESTUDIANTES NO ESTAN INTEREZADOS EN UN
TO PICO, ES POR QUE:

Ellos no comprenden que el tema que estan estudiando va a impactar seriamente su vida
y su futuro.

2

3

4

5

6

7

(h)

5

6

7

(d)

Ellos no ven algun beneficio para su vida cotidiana.

2

3

4
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Simplemente porque ellos no estan "motivados" para aprender.

1

2

3

4

5

6

7

(a)

Ellos no estan "listos" para aprender el t6pico o no estan recibiendo suficiente practica o
retroalimentaci6n.

2

3

4

5

6

7

(c)

Para ellos, ese t6pico no tiene una alta prioridad personal. Ellos estan mas interesados en
otras cosas.
1

2

3

4

5

6

7

(f)

12. DIFERENCIAS ENTRE LOS ESTUDIANTES:

No son relativamente importantes mientras los estudiantes obtienen una base comun de
entendimiento a traves de su experiencia educativa.

2

3

4
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5

6

7

(v)

Los capacita para aprender mejor en su propio tiempo y a su propia manera y debe ser
valorado y apoyado con energia.

I

2

3

4

5

6

7

(y)

Deben ser respetadas. Generalmente les conduce a hacer diferentes aplicaciones de
conocimiento y habilidades para sus situaciones propia.

I

2

3

4

5

6

7

(x)

Surgen de las culturas particulares y situaciones sociales de los estudiantes y son
extremadamente importantes para el proceso educativo.

I

2

3

4

5

6

7

(z)

No interferira con el aprendizaje de los estudiantes si a cada estudiante se le da una
adecuada oportunidad para practicar y reinforzar su aprendizaje.

I

2

3

4
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5

6

7

(w)

13. EVALUACION DE LOS RESULT ADOS DEL APRENDIZAJE:

No es de gran importancia y nose realiza facilmente porque el impacto de la educaci6n
debe ser mas evidente fuera de la escuela que dentro de las clases.

I

2

3

4

5

6

7

(h)

7

(c)

Debe de formase dentro del sistema de manera que los estudiantes reciban
reinforzamiento constante y puedan ajustar su rendimiento de acuerdo a esas
evaluaciones.

I

2

3

4

5

6

Es mejor cuando los estudiantes se autoevaluan y sirve para sus propios prop6sitos.

I

2

3

4

5

6

7

(f)

Ayuda a los maestros a saber cuanta informaci6n y entendimiento conceptual cada
estudiante ha adquirido en comparaci6n a otros estudiantes.

1

2

3

4

5

6

7

(a)

Es mas efectivo si los estudiantes pueden demostrar sus habilidades para usar lo que han
aprendido en vias practicas.

I

2

3

4
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5

6

7

(d)

14. MI PRINCIPAL ROL COMO MAESTRO ES:

Fijar expectaciones claras y conducir a los estudiantes paso a paso mediante actividades
educativas y retroalimentaci6n bien dirigida.

2

3

4

5

6

7

(w)

Introducir a los estudiantes con un amplio rango de informaci6n y formas de pensar
acerca del mundo.

2

3

4

5

6

7

(v)

7

(x)

Ayudar a los estudiantes a "aprender c6mo aprender" efectivamente.

1

2

3

4

5

6

Acrecentar la conciencia de la problematica social, cultural, econ6mica y/o politica de los
estudiantes y ayudarles a aprender como impactar en las condiciones sociales que
necesitan cambio.

2

3

4
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5

6

7

(z)

Facilitar, pero no dirigir, las actividades de aprendizaje que tienen significado para los
estudiantes.

1

2

3

4

5

6

7

(y)

15. AL FINAL, SI LOS ESTUDIANTES NO HAN APRENDIDO LO QUE SE LES
ENSENO:

Les falto apreciaci6n por la materia presentada o encontraron los desafios intelectuales
muy demandantes.

2

3

4

5

6

7

(a)

Los estudiantes necesitan repetir una o mas actividades de aprendizaje hasta que ellos
puedan dominarlas (o al menos cumplir estandares minimos).

2

3

4

5

6

7

(c)

Esta bien porque los estudiantes probablemente aprendieron alguna cosa que ellos

consideran interesante o importante.

2

3

4
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5

6

7

(t)

Los estudiantes no comprenden como el aprendizaje les capacitara para impactar
significantemente el mundo en el que viven.

1

2

3

4

5

6

7

(h)

Es probable que sea porque los estudiantes no son capaces de hacer aplicaciones practicas
en su vida cotidiana de lo que han aprendido.

1

2

3

4
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5

6

7

(d)

(De Garcia et al., 1977)
Encuesta Sohre Actitud Hacia un Segundo Idioma
Para completar la encuesta, lea cada oraci6n que esta enumerada. En una escala de 1-5

ponga un circulo en el mimero que indica su sentir acerca de cada afirmaci6n. La escala
va de 1( estoy completamente de acuerdo) a 5 ( estoy en completo desacuerdo) con un
punto neutral (3) que refleja que Ud. No tiene una opinion acerca de ese punto o que no
esta seguro acerca de esa opci6n.
( 1) Completamente de acuerdo
(4) No estoy de acuerdo

(2) De acuerdo
(3) Neutral
(5) Completamente en desacuerdo.

26. Aprender un segundo idioma es muy dificil.

1

2

3

4

5

27. Aprender un idioma debe ser divertido.

1

2

3

4

5

28. "Proficiencia" significa la correcta aplicaci6n de las cuatro
habilidades (hablar, escuchar, leery escribir)

1 2

3

4

5

29. La motivaci6n de los estudiantes para continuar estudiando otro
idioma esta directamente relacionado con el exito que esta teniendo 1

2

3

4

5

para hablar el nuevo idioma.
30. Un buen maestro de otro idioma no necesita materiales
audiovisuales para presentar una lecci6n efectiva.

1 2

3 4

5

31. Es importante aprender reglas gramaticales.

1 2

3

4

5

3

4

5

32. El maestro siempre debe requerir que las respuestas en el nuevo
1
idioma deben ser lingi.iisticamente perfectas.
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2

33. El sistema de sonido del nuevo idioma debe ser ensefiado
separadamente al comienzo de la primera secuencia de
instrucci6n junto con transcripciones foneticas.

1

2

3 4

5

34. Generalmente las lecciones grabadas hacen perder el interes de 1 2
los estudiantes.

3 4

5

2

3 4

5

36. La inclusion de materiales culturales en una clase de un Segundo
idioma hace crecer la motivaci6n de los estudiantes para hablar el 1 2
nuevo idioma.

3 4

5

37. Aprender un Nuevo idioma requiere mucha disciplina propia.

1 2

3 4

5

38. La practica de modelos lingiiisticos no provee un contexto
Significativo para aprender el uso del idioma nuevo.

1 2

3

4

5

39. Los estudiantes actuales no toman clases para aprender un
segundo idioma porque ellos no quieren trabajar.

1 2

3

4

5

40. La habilidad de aprender un idioma es innata. Por lo tanto, toda
persona que ha aprendido su primer idioma debe ser capaz
1 2
de aprender un segundo idioma.

3

4

5

41. Un laboratorio de lenguaje es una indispensable herramienta para
1 2
ensefiar y aprender un segundo idioma.

3

4

5

1 2

3

4

5

43. Ocurre generalmente que la mayor parte de las calificaciones de
los estudiantes en una clase de segundo idioma reflejan su
1 2
desempeno en examenes escritos.

3

4

5

44. Situaciones de la vida real simuladas deben usarse para
ensefiar destrezas de conversaci6n.

3

4

5

35. Un problema de poner enfasis en la competencia oral es que no
hay un sistema objetivo para evaluar esa competencia.
1

42. El aprendizaje de un Segundo idioma debe empezar
en la escuela primaria.
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1 2

45. Para ensefiar destrezas de comunicaci6n, los maestros de un
segundo idioma no necesitan tener fluencia en el segundo
idioma.

I

2

3

4

5

1 2

3

4

5

2

3

4

5

48. Cuando un estudiante comete errores sintacticos, estos errores
deben ser considerados como una parte natural e inevitable de la
adquisici6n de un Segundo idioma.

1 2

3

4

5

49. Silos maestros del primer idioma ensefiaran gramatica como
deberia ensefiarse, Seria facil para los maestros de un Segundo
idioma ensefiar el segundo idioma.

1 2

3

4

5

La habilidad de compartir ideas en un contexto espontaneo
requiere destrezas que estan por encima del conocimiento
de estructuras lingiiisticas.

1 2

3

4

5

46. Los estudiante deben responder con oraciones completas las
preguntas presentadas en el segundo idioma.

47. Hablar y escuchar son las destrezas que debemos enfatizar mas
en las clases de un segundo idioma.
1
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(DeF ord, 1985)
Orientaci6n Teoretica Sohre Ensefianza de Lectura
Para completar la encuesta, lea la oraci6n que esta enumerada. En una escala de 1-5

ponga un circulo en el numero que indica su sentir acerca de cada afirmaci6n. La escala
va de 1(estoy completamente de acuerdo) a 5 (estoy en complete desacuerdo) con un
punto neutral (3) que refleja que Ud. No tiene una opinion acerca de ese punto o que no
esta seguro acerca de esa opci6n. Gracia.

(I) Completamente de acuerdo

(2) De acuerdo

(4) No estoy de acuerdo

(5) Completamente en desacuerdo.

(3) Neutral

1. Un nifio/a necesita ser capaz de verbalizar las reglas foneticas
para asegurar pericia en el procesamiento de palabras nuevas.

1

2

3

4

5

2. Un aumento de errores en la lectura esta generalmente
Relacionado a una disminuci6n de la comprensi6n.

1

2 3

4

5

3. Dividir palabras en silabas de acuerdo a las reglas es una
provechosa practica instruccional para leer palabras nuevas.

1

2

3

4

5

4. Fluencia y expresi6n son componentes necesarios de la lectura
que senalan una buena comprensi6n.

1 2

3

4

5

2

3

4

5

1 2

3

4

5

5. Los materiales para lectura inicial deben ser escritos en lenguaje
natural sin tomar en cuenta el uso de palabras y oraciones cortas
y simples.
6. Cuando los estudiantes no saben una palabra, se les debe
ensenar a pronunciar sus partes.
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1

7. Cuando los estudiantes estan aprendiendo a leer, es una buena
practica permitirles revisar lo que esta escrito en
supropio dialecto.

1

2

3

4

5

8. Es necesario el uso de glosario o diccionario para determinar
el significado y la pronunciaci6n de palabras nuevas.

1

2

3

4

5

9. Invertir palabras ( ejemplo: decir "asir" por "risa") son problemas
significantes en la ensefianza de lectura.

1

2

3

4

5

10. Es una buena practica corregir a un estudiante inmediatamente
despues que ha cometido un error en su lectura oral.

1

2

3

4

5

1

2

3

4

5

12. Es necesario poner especial atenci6n a los signos de puntuaci6n
para entender el contenido de una historia.

1

2

3

4

5

13. Es una serial de un lector inefectivo cuando al leer repite palabras
y frases.

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

17. No es necesario que un nifio conozca las letras del alfabeto para
que aprenda a leer.

1

2

3

4

5

18. En la instrucci6n de lectura, la repetici6n de palabras corrientes
usando tarjetas es una forma innecesaria de practicar.

1

2

3

4

5

1

2

3

4

5

11. Es importante repetir una palabra varias veces despues que ha
sido introducido para asegurar que esta palabra va a formar parte
de su vocabulario corriente.

14. Saber nombrar las palabras d.e acuerdo a sus funciones
gramaticales (nombre, articulo, etc.) es util para la
habilidad de leer.
15. Cuando el lector llega a una palabra desconocida, Se le debe
animar a adivinar el significado de la palabra y seguir adelante.
16. A los lectores pequefios se les debe introducir palabras en su
forma de raiz (correr, largo) antes de pedirles que lean palabras en
sus formas derivativas o flexivas ( corriendo, larguisimo ).

19. Como parte de la ensefianza de lectura, se debe desarrollar la
abilidad de usar tipos de acentos en palabras multisilabicas
( ejemplo: fo to gra fo, fo to gra fia y fo to gra fi co).
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20. Controlar el texto de un libro por medio de formas de deletreo
repetidos consitentemente (ejemplo: mama mima a Maria.
Maria ama a mama) es el mejor medio por el cual los nifios
pueden aprender a leer.

1

2

3

4

5

21. Instrucci6n formal en lectura es necesario para asegurar el
desarrollo adecuado de todas las destrezas usadas para leer.

1

2

3

4

5

22. El analisis fonetico es la mas importante forma de analisis
que se usa cuando se encuentra palabras nuevas.

1

2

3

4

5

23. El encuentro inicial de los nifios con material impreso debe
Enfocarse en el significado y no en la representaci6n grafica exacta.

1

2

3

4

5

24. La forma de las palabras (configuraci6n de palabras) debe
ensefiarse en lectura para que apoye el reconocimiento de palabras.

1

2

3

4

5

25. Es importante ensefiar destrezas de lectura relacionadas a otras
destrezas de lectura.

1 2

3

4

5

26. Al leer, si un nifio dice "casa" por la palabra escrita "hogar" su
respuesta debe dejarse sin corregir.

1 2

3

4

5

27. No es necesario introducir palabras nuevas antes que esas
palabras aparezcan en el libro de lectura.

1 2

3 4

5

28. Algunos problemas en lectura son causados porque los lectores
no leen las ultimas letras de las palabras (ej. Mojado)

1 2

3

5
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APPENDIXE
Commonalities Among Behavioral Philosophy of Education, Phonics Theoretical
Orientation and Audiolingual Approach to Second Language Leaming
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COMMONALITIES AMONG BEHAVIORAL PHILOSOPHY OF EDUCATION,
PHONICS THEORETICAL ORIENTATION AND AUDIOLINGUAL APPROACH TO
SECOND LANGUAGE LEARNING

Basis of
Commonalities
Source of
knowledge
Leaming
process

Behavioral
Philosophy of
Education
Knowledge is
objective and located
outside the knower
Lineal step by step
approach to learning
progressing to more
complex behaviors

Purpose

Education is a
process of formation
of behavior patterns.

Goal

The goal is predict
and control behavior
through habitual
response to stimulus

Leaming
activities

Practice strengthens
learning

Teacher's role

The teacher is the
expert, lecture and
teacher' centered
education.
Inductive learning

Method

Students

Students respond to
stimulus presented by
teachers.

Phonics Theoretical
Orientation

Audiolingual

External source of
knowledge (the text or
the teacher)
Gradual
lineal/sequential step
by step movements
toward word units and
com:erehension
Reading is a perceptive
act that reproduces
patterns of sound and
letter relationshi:es.
The goal of phonics is
to produce phonemes
as a habitual response
to a letter stimulus

External input of
language
knowledge.
Language is thought
in a linear way
under a ruled
governed structure

Students learn through
isolated practice of
discrete skills.
Teacher is the expert
and directs the lesson.

Extensive practice
of dialogs and drills

Inductive learning
emphasizes smaller
than word level
language units
Readers reproduce
information of the text.
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Students learn
language through
repetition of specific
dialog's :eattems.
Leaming is the
result of experience
and is evident in
changes in behavior.

Teacher centered
approach.

Language learning
proceeds by means
of induction or
analogy
Student produces
correct responses,
imitates, practices
and repeats
teacher's utterances.

APPENDIXF
Commonalities Among Idealism or Liberal Philosophy of Education, Skills Theoretical
Orientation, and Grammar-Translation Approach to Second Language Teaching
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COMMONALITIES AMONG IDEALISM OR LIBERAL PHILOSOPHY OF
EDUCATION, SKILLS THEORETICAL ORIENTATION, AND GRAMMARTRANSLATION APPROACH TO SECOND LANGUAGE TEACHING
Basis of
Commonalities
Source of

Idealism or Liberal
Philosophy of
Education
External source of
knowledge

knowledge
Leaming
Process

Purpose

Engage in a sequence
of individual courses
that requires critical
thinking.
Organize and
transmit knowledge

Goal

The goal is human
excellence

Leaming
activities

Intuitive, inquiry, and
introspection
activities

Teacher's
Role

Teacher is the
authority and the
expert.

Method

Lecture, study
groups, critical
reading discussions,
and research.
Student seeks
knowledge through a
conceptualtheoretical
understanding.

Students

Skills Theoretical
Orientation
External source of
knowledge (The author
message that exists in
the book)
Sequential introduction
of skills in context.

To transmit the author's
intended message.

Grammar-Translation
External source of
knowledge (literature as
the main source)
Sequential introduction of
grammatical structures.

Translation put emphasis
on the meaning of the
targeted language.
Brings students into
The goal is to become a
fluent reader which helps contact with the great
to understand the authors national civilizations and
their literatures.
intended message.
Deductive learning,
Skills' analysis and use
logical thought.
of context and picture
Extensive practice of
clues
grammatical analysis of
the target language.
Most of the interaction in
Teacher is the main
the classroom is from the
player that guides,
teacher to the students.
organizes, and directs
the reading activity.
Lecture and extensive
Lecture and direct
practice of grammatical
teaching.
analysis of the target
language
Students engage in
Students learn reading
extensive practice of
skills and engage in
perceptual and cognitive structural grammatical
activities to comprehend analysis of the target
language.
the text.
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APPENDIXG
Commonalities Among Progressive Philosophy of Education, Whole Language
Theoretical Orientation, and Communicative Approach to Second Language Teaching
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COMMONALITIES AMONG PROGRESSIVE PHILOSOPHY OF EDUCATION

'

WHOLE LANGUAGE THEORETICAL ORIENTATION, AND COMMUNICATIVE
APPROACH TO SECOND LANGUAGE TEACHING
Basis of
Progressive
CommaPhilosophy of
nalities
Education
Source of Knowledge exists but
knowledge it is situational and
generated by the
human mind.
Learning
Leaming is an active
process
process based in
students' needs and
ex£eriences.
Purpose
Complete
development of the
mental, physical, and
moral attributes of the
child.
Transmit culture,
Goal
promote change, and
give students practical
know ledge and
problem solving skills
to change society.
Cooperative learning
Leaming
activities based in
activities
integrated curriculum
Teacher's
Role

Method

Students

Facilitator that
stimulates, instigates,
and evaluates the
learning :erocess.
Experimental,
problem solving
strategies, and critical
thinking.
Chi Id-centered
education

Whole Language
Theoretical Orientation

Communicative

Knowledge resides in the
subject (reader) and that
the subject creates
knowledge.
Reading is an active
process of negotiating and
creating meaning.

Meaning is created by
the language learner.

Reading is the whole
development of the
speaking, listening,
writing, and reading
erocesses.
To use perceptual,
cognitive, and
metacognitive processes
to make sense of texts and
to create societal changes.

To use the whole
knowledge of the
language system to
express meaning

Social interactions and
construction of meaning
are vital in the reading
erocess.
Facilitator that provide
quality children's
literature and activate
erior knowledge
Students engage in a
dialectic transaction with
the text.

Social activities that
requires active student
engagement in
classroom interactions
Facilitator of the
language acquisition
process

Child-centered reading
acts

Child-centered language learning process.
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Language use is
creative.

To provide individual
empowerment and
curriculum change.

Interactive negotiation
of meaning

APPENDIXH
Commonalities Among the Humanist Philosophy of Education, Whole Language
Theoretical Orientation, and Communicative Approach to Second Language Teaching
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COMMONALITIES AMONG THE HUMANIST PHILOSOPHY OF EDUCATION

'

WHOLE LANGUAGE THEORETICAL ORIENTATION, AND COMMUNICATIVE
APPROACH TO SECOND LANGUAGE TEACHING

Basis of
Commanalities
Source of
knowledge

The Humanist
Philosophy of
Education
Knowledge is a
constructed process

Leaming
Process

Leaming is an active
process where
meaning 1s
discovered
To develop people'
whole natural
potentiality for
learning.

Purpose

Goal

Leaming
activities

Teacher's
Role

Method

Students

Whole Language
Theoretical Orientation
Knowledge resides in
the reader and the
reader creates
knowledge.
Reading is an active
process of negotiating
and creating meaning.

Reading is the whole
development of the
speaking, listening,
writing, and reading
processes.
To develop a sense of To use perceptual, cognitive, and metacogself actualization
nitive
processes to
which provides the
make sense of texts and
motivation for
to create societal
leaning and change.
changes.
Social interactions and
Experiences and
construction of
programs around the
meaning
are vital in the
unique potentials of
reading process
the learner
Facilitators that provide
Teacher is a
quality children's
facilitator who uses
literature and activate
the learner's needs.
prior knowledge
Students engage in a
Self initiated, Self
dialectic
transaction
directed, self
with the text.
evaluated activities
Student centered
Student centered
reading acts
learning.
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Communicative

Meaning is created by
the language learner.

Language use is
creative.

To use the whole
knowledge of the
language system to
express meaning in an
infinite variety of ways
To provide individual
empowerment and
curriculum change.

Social activities that
requires active student
engagement in
classroom interactions
Facilitator of the
language acquisition
process
Active participants in
the negotiation of
meaning
Student centered
language learning
process.

APPENDIX I
Commonalities Among Reconstructionist Philosophy of Education, Whole Language
Theoretical Orientation, and Communicative Approach to Second Language teaching
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COMMONALITIES AMONG RECONSTRUCTIONIST PHILOSOPHY OF
EDUCATION, WHOLE LANGUAGE THEORETICAL ORIENTATION AND

'

COMMUNICATIVE APPROACH TO SECOND LANGUAGE TEACHING

Basis of
Commonalities

Reconstructionist
Philosophy of
Education

Source of
knowledge

Knowledge is created
by people.

Leaming
process

An active process of
raising consciousness
and critical thinking to
create history and
culture.
To promote social,
political, and economic
change

Purpose

Goal

The improvement of
methods of social
action

Leaming
activities

Teachers and students
that are equally active
participants of the
learning _erocess.
The teacher is a
knowing subject that
meets with other
knowing subjects
(students) to provoke
learning.
Students engage in
dialogue, problem
solving and critical
thinking 2rocesses.
Student is a knowing
subject that meets to
other knowing subjects

Teacher's
Role

Method

Students

Whole Language
Theoretical Orientation

Communicative

Knowledge resides in the
reader and the reader creates
knowledge.
Reading is an active process
of negotiating and creating
meaning.

Meaning is created hy
the language learner.

Reading is the whole
development of the speaking,
listening, writing, and
reading processes.

To use the whole
knowledge of the
language system to
express meaning in an
infinite variety of wa~s
To provide individual
empowerment and
curriculum change.

To use perceptual, cognitive,
and metacognitive processes
to make sense of texts and to
create societal changes.
Social interactions and
construction of meaning are
vital in the reading process
Facilitators that provide
quality children's literature
and activate prior knowledge

Language use is
creative.

Social activities that
requires active student
engagement in
classroom interactions
Facilitator of the
language acquisition
process

Students engage in a dialectic
transaction with the text.

Active participants in
the negotiation of
meaning

Student centered reading acts

Student centered
language learning
process.
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Demographic Information
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DEMOGRAPHIC INFORMATION
Mark with a__;:/_ the information that describes your personal characteristics.
Gender:

Male
Female

Age:

18-25
25-30
30-35
35-40
40-45
45+

Education:

Interim Teacher
Normal Teacher School
Bachelor's
Master's
Doctoral

Years of Experience:

0-4
5-10
11-15
More than 15 years
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BACK TRANSLATIONS
Survey on Educational Philosophy

1. WHEN I PLAN AN EDUCATIONAL ACTIVITY, I WILL MOST LIKELY:
Clearly identify the results that I want to obtain, and develop a class or program that will
achieve those results.
With equal input from the students, identify the significant social, cultural, political a/o
economic problems in the community, and plan learning activities that will help the
students to contribute to changing society.

Begin to plan by choosing content or material that will be most likely to benefit the
students for the rest of their lives.

Be sure that the activity is relevant to the lives that students lead outside the classroom.

Find out what the students are most interested in, and plan a learning activity related to
those interests.

2. STUDENTS LEARN BEST:

When new knowledge is presented using a problem-solving system.

When the educational activity is clearly structured and provides practice and repetition.
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By means of open discussion and critical reflection with others, both inside and outside
the classroom.

When the students can make their own choices regarding methods and outcomes of
learning.

From an "expert" who knows what he or she is talking about.

3. THE MAIN GOAL OF EDUCATION IS:

To facilitate the personal growth and development of each student.

To increase the students' awareness of the need for social change, and to give them the
skills necessary to bring about that change.

To teach a wide range of content, concepts and principles that will prepare the students to
learn for the rest of their lives.

To increase the students' problem-solving skills and their abilities to participate
completely in the society in which they live.

To develop in the students a command of knowledge and specific skills that will help
them reach certain goals or expectations.
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4. THE MOST VALUABLE THINGS THAT PEOPLE KNOW:

Are things they learned studying or working in cooperation with others and solving
problems that came up along the way.

Are things they learned through reflective thought, focused on problems and questions
that are important in today's world.

Are things they learned through guided instruction that helped them to consistently arrive
at the correct answer.

Are things they learned through personal discovery rather than an educational process.

Are things they learned through a broad educational process, rather than specialized
education or education oriented toward a specific career.

5. I CHOOSE THE CONTENT I WILL TEACH BASED ON:

Consultation with the students regarding what they consider important.

What I think the students need to learn in comparison with what they already know.

Current social, cultural, political a/o economic situations or problems.
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Consideration of the needs, interests, and problems of the students' real lives inside and
outside of the classroom.

A general agreement about the subjects necessary for a complete education.

6. THE BEST TEACHERS BEGIN TO PLAN INSTRUCTION:

Considering the specific results (knowledge, skills and attitudes) that they are seeking
and the most effective ways to achieve those results.

Identifying the everyday problems that can be solved as a result of the instruction.

Clarifying the content, concepts and theoretical principles that will be taught.

Identifying social, cultural, political a/o economic problems that have a significant impact
in the lives of students and their families.

Asking the students to identify what they want to learn and how they want to learn it.

7. AS AN EDUCATOR I HAVE THE MOST SUCCESS IN SITUATIONS:

That are unstructured and are flexible enough to follow the interests of the students.

That are well-structured with clear behavior objectives and ways of giving the students
feedback.
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Where I can focus on practical skills and knowledge that students can acquire for use in
real life.

Where I can organize subjects in a logical form and build a solid foundation so that
students can continue learning in the future.

Where the students are able to explore and respond critically to what is happening in the
world around them.

8. WHEN I PLAN AN EDUCATIONAL ACTIVITY I TRY TO CREATE:

An opportunity for students to explore different channels and applications of learning.

A place where students are motivated to examine their beliefs and values, and to pose
critical questions.

A structured environment that keeps students concentrated and systematically guides
them toward the intended learning goals.

A conceptual understanding of the extent and the depth of what they are learning.

A supportive environment that facilitates individual discovery and interaction.
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9. THE FEELINGS OF THE STUDENTS DURING THE LEARNING PROCESS:

Are crucial to the learning process and must be recognized in order for the students to be
completely absorbed in a learning activity.

Provide energy that can be focused on problems or questions.

Reflect the individuality of each student and must be expressed and recognized as
valuable in the learning process.

Probably will interfere in the learning process, dividing the students' attention.

Are not as important as what the students are thinking.

10. THE TEACHING METHOD I PREFER TO USE:

,

Focuses on problem solving and presents real challenges to the students.

Emphasizes practice and offers constructive feedback to students so they can reach the
correct answer and learn essential skills.

Generally I do not give instructions, I encourage the students to take responsibility for
their own learning.
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Involves the students in discussions and critical examinations of controversial problems.

Is designed to help students develop their ability to think and reason effectively.

11. WHEN THE STUDENTS ARE NOT INTERESTED IN A TOPIC, IT IS
BECAUSE:

They do not understand that the material they are studying will seriously impact their
lives and their futures.

They do not see any benefit to their daily lives.

Simply because they are not "motivated" to learn.

They are not "ready" to learn the topic or they are not receiving enough practice or
feedback.

For them, the topic is not of a high personal priority. They are more interested in other
things.

12. DIFFERENCES BETWEEN THE STUDENTS:

Are rdatively unimportant as long as the students obtain a common base of
understanding through their educational experience.
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Give them skills to learn better at their own pace and in their own way and should be
valued and energetically supported.
'

~pring from the particular cultures and social situations of the stud,ents, and are extremely
important to the educational process.

Will not interfere with the students' learning if each student is given an adequate
opportunity to practice and reinforce his or her knowledge.

13. EVALUATION OF THE LEARNING OUTCOMES:

Is not of great importance and is not easily done because the impact of education should
be more evident outside the school than inside.

Must be formulated within the system so that the students receive constant reinforcement
and can adjust their performance according to those evaluations.

Is better when the students evaluate themselves and the evaluations contribute to their
own personal goals.

Helps the teachers find out how much information and conceptual understanding each
student has acquired compared to the other students.
Is more effective if the students can demonstrate their abilities by using what they have
learned in practical applications.
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14. MY MAIN ROLE AS A TEACHER IS:

To fix clear expectations and guide the students step by step by means of educational
activities and well-directed feedback.

To introduce the students to a wide range of information and ways of thinking about the
world.

To help the students effectively "learn how to learn."

To increase the students' consciousness about social, cultural, economic a/o political
problems, and to help them learn how to affect the social conditions that need to be
changed.

To facilitate, but not direct, the learning activities that have meaning for the students.

15. IN THE END, IF THE STUDENTS HAVE NOT LEARNED WHAT THEY
ARE BEING TAUGHT:

They lack appreciation for the material presented, or they found the intellectual
challenges to be very demanding.

The students need to repeat one or more of the learning activities until they can master
them (or at least meet minimum standards).
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It is all right because the students have probably learned something that they consider
interesting or important.

The students do not understand how the material will enable them to significantly impact
the world in which they live.

It is probably because the students are unable to practically apply what they have learned
in their everyday lives.
(From Garcia et al., 1977)
Survey on Attitudes Toward a Second Language
1. Leaming a second language is very difficult.

1

2

3

4

5

2. Leaming a language should be fun.

I

2

3

4

5

3. "Proficiency" means the correct application of the four
skills (speaking, listeni_i;ig, reading and writing)

1

2

3

4

5

4. The students' motivation to continue studying another
language is directly related to the success they are having
with the new language.

1

2

3

4

5

5. A good teacher of a second language does not need
audiovisual material in order to present an effective lesson.

1

2

3

4

5

6. It is important to learn grammatical rules.

1

2

3

4

5

7. The teacher should always require answers in the new
language to be linguistically perfect.

1

2

3

4

5

8. The sounds of the new language should be taught
separately, beginning with the first lesson, along with
phonetic transcriptions.

1

2

3

4

5

9. Generally, recorded lessons make the students lose

1

2

3

4

5

interest.
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10. One problem with emphasizing oral competence is that
there is no objective system to evaluate that competence.

1

· 11 . The inclusion of cultural materials in a Second language
class increases the students' motivation to speak the new
language.

2

3

4

5

2

3

4

5

12. Learning a new language requires a great deal of
personal discipline.

1

2

3

4

5

13. The practice of linguistic models does not provide a
significant context to learn the use of the new language.

1

2

3

4

5

14. Students today do not take classes in a second language
because they do not want to work.

1

2

3

4

5

15. The ability to learn a language is innate. As such,
anyone who has learned a first language should be capable
of learning a second one.

1

2

3

4

5

16. A language laboratory is an indispensible tool to teach
and learn a second language.

1

2

3

4

5

17. The learning of a Second language should begin in
primary school.

1

2

3

4

5

18. It is generally true that students' grades in a second
language class reflect their performance on written exams.

1

2

3

4

5

19. Simulations ofreal life situations should be used to
teach conversation skills.

1

2

3

4

5

20. To teach communication skills, teachers of a second
language do not need to be fluent in the second language.

1

2

3

4

5

21. The student should respond in complete sentences to

1

2

3

4

5

1

2

3

4

5

questions in the second language.
22. Speaking and listening are the skills that should be most
emphasized in second language classes.
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23. When a student makes syntactical mistakes these
mistakes should be considered a natural and in;vitable part
of Second language acquisition.

I

2

3

4

5

24. If teachers of a first language taught grammar the way it
should be taught, it would be easy for the teachers of a
Second language to teach it

I

2

3

4

5

25. The ability to share ideas in a spontaneous context
requires additional skills on top of the knowledge of
linguistic structures.

I

2

3

4

5

(DeFord, 1985)
Theoretical Orientations to Reading Profile
I. A child must be able to verbalize phonetic rules to be sure
of their expertise in processing new words.

I

2

3

4

5

2. An increase in reading mistakes is generally related to a
decrease in comprehension.

I

2

3

4

5

3. Separating words into syllables according to rules is a
beneficial instructive practice for reading new words.

I

2

3

4

5

4. Fluency and expression are necessary c~mponents of
reading, which indicate good comprehension.

1

2

3

4

5

5. The materials for beginning reading should be written in
natural language, without taking into account the use of
words and short and simple sentences.

1

2

3

4

5

6. When students do not know a word, they should be taught

I

2

3

4

5

7. When students are learning to read, it is a good practice to
allow them to review what is written in their own dialect.

1

2

3

4

5

8. The use of a glossary or dictionary is necessary to

I

2

3

4

5

how to pronounce its parts.
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determine the meaning and pronunciation of new words.
9. Inverting words ( for example, saying "fal" instead of
"laugh") is a significant problem in teaching reading.

1

2

3

4

5

l 0. It is a good practice to correct a student immediately
when he or she makes a mistake when reading out loud.

1

2

3

4

5

11. It is important to repeat a word several times after it has
be~n introduced, in order to insure that the word will form a
part of students' everyday vocabulary.

1

2

3

4

5

12. It is necessary to pay special attention to punctuation
marks in order to understand the content of a story.

1

2

3

4

5

13. Repeating words and phrases when reading is an
indication of an ineffective reader.

1

2

3

4

5

14. Knowing the names of words according to their
grammatical functions contributes to the ability to read.

1

2

3

4

5

15. When a reader comes to an unfamiliar word, he or she
should be encouraged to guess the meaning of the word and
then continue.

1

2

3

4

5

16. With young readers, new words should be introduced in
their root form (run, large) before asking them to read words
in their conjugated or derivative forms (ran, largely).

1

2

3

4

5

l 7. It is not necessary for a child to know the letters of the
alphabet in order to learn to read.

1

2

3

4

5

18. In reading instruction, the repetition of everyday words
using flashcards is an unnecessary practice.

1

2

3

4

5

19. As part of teaching reading, the ability to use types of
accents in multi-syllabic words should be developed.

1

2

3

4

5

20. Controlling the text of a book by means of consistently
repeated spelling patterns ("mother bothers brother, brother
bothers father'') is the best way for children to learn to read.

1

2

3

4

5
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21. Formal instruction in reading is necessary to ensure
adequate development of all the skills used to read.

1

2

3

4

5

22. Phonetic analysis is the most important form of analysis
used in encountering new words.

1

2

3

4

5

23. Children's initial encounter with printed material should
focus on the meaning and not on an exact graphic
representation.

1

2

3

4

5

24. The form of the words (configuration of words) should
be taught in readings, so that word-recognition is reinforced.

1

2

3

4

5

25. It is important to teach reading skills related to other

1

2

3

4

5

26. If, when reading, a child says "house" for the written
word "home," her answer should be left uncorrected. ,

1

2

3

4

5

27. It is unnecessary to introduce new words before they

1

2

3

4

5

1

2

3

4

5

reading skills.

appear in the book being read.
28. Some problems in reading are caused because the reader
does not read the last letters of a word.
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LETTER TO THE PARTICIPANTS
TEXAS WOMAN'S UNIVERSITY
July, 2009
Dear Bilingual School Teacher:
I am a doctoral student in the reading program at Texas woman's University. I am conducting a
research study, Bilingual Bolivian Elementary Teachers' Beliefs About Education, Second Language
Acquisition, and Theoretical Orientations To Reading. The purpose of this survey study is to explore
Bolivian bilingual elementary teachers' beliefs about education, their beliefs about second language
teaching, and their theoretical orientations to reading instruction. This survey study could help those
researchers who work in international education in general and Bolivian researcher and policymakers
in particular to understand bilingual Bolivian teachers' educational, second language acquisition, and
reading beliefs in a time of debate and development of a new Bolivian national educational policy. In
addition, this research could help school personnel to design staff development opportunities based on
the findings related to teachers' beliefs about education, second language teaching, and reading.
Your participation in this study is voluntary, and you could withdraw from the study at any time. This
study has three surveys. The entire survey should take about 45 minutes to an hour. You may complete
the surveys on a computer with access to the internet at your school or at a location of your choice,
whichever is more convenient, private, and comfortable. If you would like to participate in this study,
please copy the following web address https://www.psychdata.com/s.asp?SID=l30035 and paste it in
the web address. Once you have accessed the site, please follow the instructions to complete the
surveys.
The surveys were generated using ah online research service called PsychData.com. PsychData.com
was used because it has a commitment to preserve the security, confidentiality, anonymity, and
privacy of the survey's participants.

"The submission ofyour completed questionnaire constitutes ;:o~r i?fo~med_consent to act as a
participant in this research." Thanks in advance for your part1c1patlon m this research study.
Sincerely,
Margaret Compton, PhD
Research Advisor
Department of Reading
Texas Woman's University
P.O. Box 425769
Denton, TX 76204
Phone: 940 898 223

Armando Rios
Graduate Student
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TEXAS WOMAN'S UNIVERSITY
Julio, 2009
Apreciado Maestro Bilingiie,
Soy un estudiante doctoral del programa de lectura en Texas Woman's University. Estoy
conduciendo un estudio de investigaci6n sabre las "creencias de los maestros bilingiles de Bolivia
sabre la filosofia de educaci6n, la filosofia de aprendizaje de un segundo idioma y la orientaci6n
teoretica sabre lectura". El prop6sito de esta explorar lo que los maestros bilingiles Bolivianos
creen acerca de la educaci6n, sus creencias acerca el aprendizaje de un segundo idioma y sus
orientaciones teoreticas relacionadas a la instrucci6n de lectura. Este estudio a traves de encuestas
puede ayudar a los investigadores que trabajan en educaci6n internacional en general ya las
investigadores Bolivianos en particular a entender las creencias de los maestros bilingiies
Bolivianos acerca de la educaci6n, adquisici6n de un segundo idioma, y lectura en un tiempo en
el que se esta debatiendo y desarrollando una nueva ley nacional de educaci6n. En adici6n, esta
investigaci6n puede ayudar a los educadores a designar oportunidades de mejoramiento docente
basados en los resultados de esta investigaci6n relacionados con las creencias de los maestros
sabre educaci6n, adquisici6n de un segundo idioma, y lectura.
Su participaci6n en este estudio es voluntaria y Ud. puede salirse de este estudio en cualquier
momenta. Este estudio tiene tres encuestas. Toda la encuesta puede durar cerca de 30 a 45
minutos. Ud. puede completar las encuestas en una computadora conectada al internet en su
escuela o en otro lugar de su elecci6n. Si le gustaria participar en este estudio, por favor copie la
sibruiente direcci6n: https://www.psychdata.com/s.asp?SID=130035 en su pagina del internet y
siga las instrucciones para completar las encuestas.
Las encuestas se generaron usando un servicio de investigaci6n llamado PsychData.com.
PsychData.com fue usado porque esta empresa esta dedicada a preservar la seguridad,
confidencialidad, anonimato y privacidad de los participantes.
La sumisi6n de/ cuestionario completado constituye su consentimiento informado para actuar
como un participante en esta investigaci6n." Le agradezco anticipadamente por su participaci6n
en este estudio de investigaci6n.
S inceramente,
Armando Rios
Estudiante

Margaret Compton, PhD
Consejero de la investigaci6n
Departamento de Lectura
Texas Woman's University
P.O. Box
Denton, TX 76204
Phone: 940 898 2230
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Philosophy of Education Instrument Scoring Instructions
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PHILOSOPHY OF EDUCATION INSTRUMENT SCORING INSTRUCTIONS

Item

w

C

a

V

d

X

y

f

z

H

1

2

3
4
5
6
7
8
9

10
11

12
13
14
15
Subtotals
Add

c+w

a+b

d+x

f+y

h+z

Your scores

B-

C=

P=

H=

S=
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After completing the inventory, go back to your responses and find the small
letter in parentheses to the far right of each rating scale. This is a code letter for scoring
the inventory. Transfer each of your numbers from the rating scales to the Scoring Matrix
in the right hand column. For example, for item 1, if you circled a 5 for option (h), write
the number 5 in the box for 1(h). Item 1 has five different responses: h,c,a,d, and f.
Record all five of your responses there will be numbers in every other square in the
matrix (like a checkerboard).
Your Total Scores
Now, add all the numbers by columns, from top to bottom, so you have separate
subtotals. None of these subtotals should be higher than 56, nor should any be lower than
7. For TOTAL SCORES, combine the subtotals from the columns on the Scoring Matrix,
as indicated below.
Note: Final scores should be no higher than 105 nor lower than 15.
B(c+w)=___
C(a+v)=___
P(d+x)=_ __
S(h+z)=_ _ __

H(f+y)=_ __
What your Scores Mean

B= BEHAVIORAL EDUCATION (Education for Compliance With Standards)
C= COMPREHENSIVE EDUCATION (General Education for Life)
P= PROGRESIVE EDUCATION (Education for Problem solving in Society)
H= HUMANISTIC EDUCATION (Education for Self-Actualization)
S= SOCIAL CHANGE EDUCATION (Education for Transforming

255

