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so they scold you because they say you don’t want to do anything at school, but
they don’t really know what is behind that causes that attitude” (Lucia,
UNIMINUTO, Interviews, para. 50-52).

In addition, Clara and Julia from UNIMINUTO alluded to the lack of teacher

preparation in Colombia on issues like classroom management and SEC. For instance,

Julia said:

My mom [who] is also a teacher, she has told me that everything that has been
taught to me, she had learned everything [through] the experiences that she has had
in the schools where she had worked, because she did not have that experience of
taking a course before. She got to learn it there (Julia, UNIMINUTO, Interviews,
para. 118)

Finally, Clara, David and Jovanni from UNIMINUTO, and Dilan from ENSN,

perceived that being a teacher might be a way to positively contribute and change their

contexts. For instance, Clara described that one of her main motivations to become a

teacher was to improve the neighborhood in which her son lives:

I live in a harsh neighborhood . . . and | see my son growing up in that
neighborhood and | say ‘I don’t want him to grow up in that neighborhood’ but
then it’s ugly because I would have to get a more expensive apartment and a more
expensive job, to be paid more, so why do | have to move when | can change my
environment (Clara, UNIMINUTO, Interviews, para. 177).

Characterization of the teacher education programs at UNIMINUTO and

ENSN. Regarding the characteristics of their teacher education programs, students made

comments about the following aspects: (1) program’s contents and methodologies, (2)
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teacher educators’ behaviors, attitudes and attributes, and (3) dynamics of teaching
internships.

With respect to the program’s contents, Jeronimo, from ENSN, and Nadia, from
UNIMINUTO, said that they perceived a lack of training on classroom management
and/or social and emotional issues. On the contrary, Cristébal, from ENSN, highlighted
that the normal school provides students with some knowledge about how to handle
groups of children.

Furthermore, nine students (six from UNIMINUTO and three from ENSN) told the

2 ¢

interviewer that some or most of their classes were “boring,” “traditional,” or
“disconnected from reality,” like the following quotes exemplify: “it’s like, take out the
book and do this and that’s it . . . they don’t go deeper or, I don’t know, eh, in what ways
could we use this? . . . so that’s disappointing” (Lucia, UNIMINUTO, Interviews, para.
34); “I think that most of us have found a traditional teacher who gives you copies, who
gives you a book, that you have to fill out so many things. That’s tiring, is tedious and
that’s why people get discouraged” (David, UNIMINUTO, Interviews, para. 62).

With regard to the teacher educators’ attitudes, behaviors and attributes, some
students at UNIMINUTO highlighted the fact that they have professors who often show
disengaged attitudes during the classes. For instance, Ana described: “[the professor]
came late to class, he came and started talking and started looking through the window,
as if he wanted to go, as if he was bored, as if he was obligated be there” (Ana,
UNIMINUTO, Interviews, para. 30).

Furthermore, all students at ENSN and five students at UNIMINUTO told the

interviewer that they had difficult relationships with some of their teacher educators
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and/or that they felt that were treated in a harsh and/or unjust way by them. For instance,
Adela pointed out:

Some of them have an attitude that is a little aggressive with the students. They

tend to be aggressive. Aggressive in what way, in the way they express things.

Many times they don’t say hello even if the students say hello to them. ‘Good

morning teacher’, as if they didn’t exist . . . like, they ignore you and they talk to

you with a very harsh attitude” (Adela, ENSN, Interviews, para. 55).

Authoritarian practices such as the following ones were recurrent in students’
descriptions of their teacher educators: “they are very demanding, in a way that you
cannot tell them anything” (Stacey, ENSN, Interviews, para. 46); “the professor at the
front, he is the boss” (Ciara, UNIMINUTO, Interviews, para. 309). The researcher also
witnessed some situations at ENSN in which teachers did not show a caring treatment
towards their students. The following excerpt of the Research Journal Entries Form
illustrates that:

Before the break, a teacher interrupted the session and told Jer6nimo and Antonio

(in front of everyone and using a harsh tone of voice) that before noon they should

demonstrate with a certificate that they had paid the tuition or otherwise they

wouldn’t be able to go to teaching internships the next day. They said they didn’t
have the certificate yet. The teacher didn’t respond and left the classroom. Antonio
was clearly affected after this situation. During the rest of the session I noticed that
he was quiet and hid his head with his hands (ENSN, session 6, Research Journal

Entries Form).
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Finally, a key difference between both groups was that only two students at
UNIMINUTO (i.e., Carla and David) had had the experience of teaching internships,
while almost all students at ENSN had had this experience already. Only Antonio and
Cristdbal talked in a confident way about their performance as student teachers inside the
classroom. The rest of the students who had had teaching internships or were about to
have them, described the experience as something “stressful,” “traumatic,” discouraging
or confusing. For example, Carla said: “Ay! When my classmate tells me ‘no Carla, you
have to go to eleven grade,’ look, | was so nervous that day, and my mom told me ‘you
have to go relaxed’ and | [said] ‘what will | teach them?’ . . . and I said ‘my god, what do
| do’” (Carla, UNIMINUTO, Interviews, para. 73-75).

At ENSN, the lack of freedom to choose the activities and strategies, and the lack
of kind, clear and reliable feedback from the teaching supervisors seemed to add more
confusion and frustration to the experience. The following descriptions made by Adela
illustrate this point:

She felt scolded all the time, all the time she felt scolded and she didn’t even know

what to do because she didn’t know what she was doing right or what she was

doing wrong (Adela, ENSN, Interviews, para. 254).

And sometimes the teacher, you prepare the class your way, you want it to be

dynamic and cool, and you look over and over for a game to show them a topic, but

when you arrive the teacher says no, that you have to work using his guidelines,

even if you disagree (Adela, ENSN, Interviews, para. 242).

155



CHAPTER 6: RESULTS OF PROCESS EVALUATION

Chapter 6 presents the findings concerning the process evaluation (RQ1 and RQ2)
and Chapter 7 presents the findings concerning the impact evaluation (RQ3 and RQ4) of
the course that was designed and implemented for the present research study.

The process evaluation addressed research questions 1 and 2: What was the level
of participants’ engagement throughout the intervention? How did the participants and
the researcher perceive the quality, relevance and applicability of the intervention?

Data from the interviews, the Classroom Observation Forms and the Research
Journal Entries Forms were used to address these questions. This chapter will start with a
description of the subthemes that resulted from theme #1 of the interviews’ thematic
analysis and that were used to address RQ1 and RQ2. Then, each one of the research
questions regarding the process evaluation of the course will be addressed integrating
information from the different data sources.

Description of Subthemes (Theme #1)

Theme #1 from the thematic analysis referred to the participants’ perceptions of
the methodologies, activities, strategies, contents, and dynamics of the course. In other
words, this theme was connected to the process evaluation of the intervention. Figure 4
shows a summary of the subthemes resulted from the thematic analysis (for theme #1)
and Table 13 shows some examples for each subtheme and their corresponding

dimensions.
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Table 13

Subthemes, dimensions and examples for theme #1 (Interviews): Course design, functioning and dynamics

SUBTHEME
LEVEL 1

SUBTHEME
LEVEL 2

DIMENSIONS

EXAMPLES

Description of
course contents and
methodologies

Nominal (i.e., the
codes are qualitative
and do not have
ordinal value)

“The teacher always takes this course by
sessions ‘today, we’re going to learn about the
I-message, we’re going to learn about empathy,
we’re going to learn about active listening,
problem solving, assertiveness, generation of
options’” (Ciara, UNIMINUTO, 182)

“Stress management was also an essential topic
of the class, with the mindfulness thing” (Nadia,
UNIMINUTO, 52)

“- Adela: We do theater.

- Interviewer: Theater about what?

- Adela: Of school situations or situations that
had happened to us here with the teachers”
(Adela, ENSN, 78-80)

“And also the examples she used. If this
happened with a child, then, what would you
do?” (Lisa, ENSN, 204)

“at the beginning we planned some agreements,
like rules that we all agreed about. One of them
was to respect the ideas, precisely so that all of
us had the opportunity to talk freely. The
second, silence and active attentiveness”
(David, UNIMINUTO, 102)

(continued)
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Table 13 (continued)

SUBTHEME SUBTHEME DIMENSIONS EXAMPLES

LEVEL 1 LEVEL 2
Feedback on  Feedbackon  Nominal (i.e., “What happened is that with us in the class, like... like in that time one did
specific routines the codes are a celebration, 1 mean, for example one said what happened during that day,
activities / qualitative and  for example, I want Colombia to win, for example, or let’s say, I celebrate

methodologies

do not have
ordinal value)

because I got a doctor’s appointment. So there were celebrations in the

class so one began meeting the people and began caring for them” (Carla,
UNIMINUTO, 282)

Feedback on
SEC activities

Nominal (i.e.,
the codes are
qualitative and
do not have
ordinal value)

“- Stacey: I, until now, I am from San Francisco . . . and, to tell you the
truth, while [l was] in San Francisco | graduated from high school and I
never learned this.

- Interviewer: With any teacher?

- Stacey: No, with any teacher, so obviously...

- Interviewer: And in your classes here at the normal school?

- Stacey: No, because they mainly talk about pedagogy, research, so those
topics about assertive communication or how to treat a child if he/she has
problems well, we rarely see that” (Stacey, ENSN, 89-93)

Feedback on
videos and
simulations/an
alysis/discussi
ons of cases

Nominal (i.e.,
the codes are
qualitative and
do not have
ordinal value)

“It is funny to see cases. So when we saw cases well, obviously, we
laughed because, okay, but how do you react?” (Jenny, UNIMINUTO,
268)

“as a suggestion, [ would like that the practices for instance of the
examples that Andrea gave us wouldn’t be focused on elementary school
children . . . I suggested that they also include, let’s say, examples with
people from high school” (Jorge, UNIMINUTO, 265-267)

Feedback on
student
journals

Nominal (i.e.,
the codes are
qualitative and
do not have
ordinal value)

“it was monotonous throughout the time, the same thing, always the same
questions” (Jenny, UNIMINUTO, 169-171)

“When Andrea said, I’ll collect the journals, and I was in session five, ‘ay,
my god’, the day before. Like the other four, five days, I had to catch up”

(Carla, UNIMINUTO, 255)

(continued)
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Table 13 (continued)

SUBTHEME SUBTHEME DIMENSIONS EXAMPLES

LEVEL 1 LEVEL 2
Feedback on  Feedback on readings Nominal (i.e., the codes are “the readings she gave us are readings that not only
specific qualitative and do not have those who have access to a class like this one should
activities / ordinal value) read, but everyone in general, all the professionals

methodologies

should read a text like this one” (Clara, UNIMINUTO,
38)

“I always wanted more, like, where is that book, where
is it, I have to get this” (Clara, UNIMINUTO, 40)

Applicability,
relevance and
usefulness

Non-
applicable/irrelevant/useless
to

applicable/relevant/useful

“maybe the workshops that we did, let’s say, the
problems were almost alike to our problems, so we all
created strategies, well, what we could have done in that
moment, what negative reaction we could have had . . .
so that makes one think, well, this has happened to me,
well, let’s take into account the advises they gave, and |
took them and I put them into practice” (Antonio,
ENSN, 136)

“all the knowledge she gave us help us to our career”
(Julia, UNIMINUTO, 30)

“I think that this course is very important, that every
student teacher should take it” (Jorge, UNIMINUTO,
207)

“I tried to apply everything the teacher taught us in
class, | tried to apply everything in real life, in my
personal life” (Nadia, UNIMINUTO, 52)

(continued)
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Table 13 (continued)

SUBTHEME SUBTHEME DIMENSIONS EXAMPLES

LEVEL 1 LEVEL 2

Regard for Low to high degree of “she tried to find a, let’s say a difference between two

students' emphasis on students' points of view and we [could] realize by our own

perspectives interests, motivations and which one was the best option” (Julia, UNIMINUTO,
points of view 70)

“we made agreements, everything was very
democratic . . . Andrea never told us ‘this is going to
be like this,” well, maybe she did, but then [she asked]
‘what do you think about it?” So the class was not
Andrea’s class, it was our class, in group” (Ana,
UNIMINUTO, 78-80)

“She asked us how had we felt that week, if we had
liked the class, what could we do to improve the class,
so she was always like open to us, she never criticized
us, she never told us ‘no, don’t do that, you should do
it this way’, like other teachers had done it before.
Instead, she was open to a many ideas that would give
her” (Julia, UNIMINUTO, 70)

Dynamism and Static/monotonous/traditional “On the contrary with Andrea it was like a dynamic
innovation to class, I mean, not only writing and writing, but also
Dynamic/varied/didactic/inn  like didactic” (Carla, UNIMINUTO, 213)
ovative “It was an innovative course . . . Because anything like

that had ever been seen” (Adela, ENSN, 66-68)

(continued)
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Table 13 (continued)

SUBTHEME SUBTHEME DIMENSIONS EXAMPLES

LEVEL 1 LEVEL 2
Participants' Low to high levels of participants’  “it was the only class I never missed” (Ciara, 70)
engagement engagement “so I said, at the beginning, some [students]
with the won’t be able to attend and miss classes, but no,
course all of us attended and it wasn’t because we

wanted to avoid the other classes, but because we
really needed it” (Dilan, ENSN, 270)

“I’m going to miss it, I’m going to miss this class,
because nobody ever felt laziness before
attending, ‘ay, what a bore to go there, [ don't
want to go, [ don’t feel like going’, everyone with
a good disposition instead . . . before the class
one said ‘ay, this Thursday I have [class], ay,
Tomorrow I have class, ay, how good” (Ana,
UNIMINUTO, 222)

“and the intrinsic [motivation] is what we felt
with the teacher. She arrived with a task, but it
wasn’t ‘you have to do this or you’ll get a zero’,
no. It was for our knowledge, to learn, to do
something new or something that was favorable
to us” (Cristobal, ENSN, 97)

(continued)
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Table 13 (continued)

SUBTHEME SUBTHEME DIMENSIONS EXAMPLES
LEVEL 1 LEVEL 2
Classroom General perceptions  Negative to positive “like, there was always a nice environment of silence,
climate of classroom climate classroom climate of relaxation” (Jeronimo, ENSN,167)

Interpersonal
communication in
the classroom

Closed/teacher-
centered/harsh
communication

to
Open/reciprocal/caring
communication

“- Elton: . . . and sometimes I said something and
everyone looked at me. And it was that practice of
active listening that everyone stays staring at me.

- Interviewer: What do you mean by active listening?
- Elton: Sometimes in the other classes you give your
opinion or say something and the only person who
sees at you is the professor, so you don’t feel listened
to. I did not feel listened to. When | came into that
class and everyone looked at me . . . that was after the
shyness and the active listening . . . so anyone gave
their opinion and everyone would stare at him/her and
the same thing happened to me and I was like ‘oh, how
nice’ because I felt more listened to” (Elton,
UNIMINUTO, 108-110)

Relationships with
facilitator

Negative to positive
relationships with facilitator

“I would like to be like the teacher Andrea, provide
that confidence, ‘teacher, something is happening to
me, what can [ do’ ‘look, let’s do this, let’s do it, let’s
do it together, I know that you can, I know’, like
motivating the student, how cool to go to my class,
instead of, here comes my teacher, the one who
doesn’t like me, the one that doesn’t teach me” (Ciara,
UNIMINUTO, 232)

Relationships among
participants

Negative to positive

“as the time passed by we became aware that, that this

relationships among students was now like a family, seriously . . . We created unity,

unity among all of us (. . .)” (Jovanni, UNIMINUTO,
132-136)

(continued)
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Table 13 (continued)

SUBTHEME SUBTHEME DIMENSIONS EXAMPLES
LEVEL 1 LEVEL 2
Facilitator's Connection between Low to high levels of “and we felt comfortable with Andrea because of that,

attributes

facilitator's attributes connection
and learning process

because she always came with a cheerful attitude to
share with us, so I think that was what made this class
successful” (Lucia, UNIMINUTO, 125)

Facilitator's general  Nominal (i.e., the codes are
attitudes, behaviors, qualitative and do not have
and character ordinal value)

“She was always, all the seven sessions we had, she
was very calm” (Dilan, ENSN, 268)

"I think she was like meant to be a teacher™ (Clara,
UNIMINUTO, 208-210).

“Because one day she said, like, she came from the
hospital or something like that, but she didn’t stop
smiling like she in did every class” (Clara,
UNIMINUTO, 212)

“she’s amazing, I mean, she’s my role model” (Ana,
UNIMINUTO, 202)

Facilitator's Authoritarian/permissive to
strictness and democratic
guidance

“she observes our environment, so she already sees us
like, like we are undergraduate students, that we are a
little distracted, it’s not like she’s too permissive, but
she’s considerate in like understanding that
information” (Jorge, UNIMINUTO, 259)

"and if you made a mistake, then (she) corrected you
but in a good way, in a way that was not hurtful, so
that was good" (Stacey, ENSN, 83-85)

“more than a teacher, she was like a friend, a guide
who guided you throughout the process” (Berta,
ENSN, 166)

Facilitator's teaching Unprepared/incompetent
competence and to
preparation prepared/competent

“What did I like the most? Well, besides the readings,
Andrea’s performance in the class, she explained
everything very clear” (Nadia, UNIMINUTO, 28)
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As Figure 4 and Table 13 show, eight subthemes (at level 1) were related to this theme:
(1) Description of the course contents and methodologies, (2) Feedback on specific activities, (3)
Applicability, relevance and usefulness, (4) Regard for students’ perspectives, (5) Dynamism and
innovation, (6) Participants’ engagement with the course, (7) Classroom climate, and (8)
Facilitator’s attributes. The characteristics and exclusion criteria for each subtheme are presented
below. Further interpretation and integration of the contents of these subthemes with other data
sources will be presented in the following section of this chapter.

Description of course contents and methodologies. This subtheme referred to the
participants’ descriptions of the contents, activities, strategies, methodologies and principles of
the course. Only codes that were purely descriptive of this aspects were included. Codes that

29 ¢¢

included judgements (e.g., “fun,” “boring,” “useful,” “adequate’) about the qualities or
characteristics of the course specific contents and methodologies were not included in this
subtheme (thus were rather included under the subtheme that is presented below).

Feedback on specific activities. This subtheme referred to participants’ judgements
about the quality, applicability, utility, relevance, etc. of specific contents, activities or
methodologies. All the judgements that alluded to a particular methodology, activity, topic, etc.,
were included under this subtheme. For instance, “motivating readings,” “Mindfulness practice
motivated disposition to learn.” Codes about the impact of specific contents, activities or
methodologies were excluded (and included under the “Course impact” theme).

Under this subtheme, codes were in turn grouped into five subthemes (at level 2): (1)

Feedback on routines, (2) Feedback on SEC activities, (3) Feedback on videos and
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simulations/analysis/discussion of cases, (4) Feedback on student journals, and (5) Feedback on
readings.

Applicability, relevance and usefulness. This subtheme referred to participants’
perceptions of the applicability, relevance and usefulness of the contents and methodologies of
the course to their own or to other people’s professional and personal lives. Codes that alluded in
an explicit way to specific activities, contents or methodologies were excluded (and included
under the “Feedback on specific activities” subtheme).

Regard for students’ perspectives. The definition of the dimension of regard for
students’ perspectives of Pianta et al.’s (2011) Classroom Assessment Scoring System was used
to refine the inclusion and exclusion criteria for this subtheme. According to Pianta et al. (2011),
this dimension shows “the degree to which teachers’ interactions with students and classroom
activities place an emphasis on students’ interests, motivations and points of view” (Pianta et al.,
2011, p. 15). Codes that gave information about the following aspects were included under this
subtheme: (1) how flexible the course methodologies, activities and contents were (i.e., how they
incorporated students’ ideas, feelings and feedback), (2) to what extent autonomy was given to
students so they could lead activities or have responsibilities in the classroom, and (3) to what
extent the course methodologies and activities encouraged student talk. Codes that alluded in an
explicit way to particular activities or methodologies were excluded (and included under the
“Feedback on specific activities” subtheme).

Dynamism and innovation. Comments that indicated to what extend the course

contents, activities or methodologies were innovative and/or dynamic were grouped under this
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subtheme. Codes that alluded in an explicit way to particular activities or methodologies were
excluded (and included under the “Feedback on specific activities” subtheme).

Participants’ engagement with the course. Participants’ comments about their own or
their classmates’ levels of engagement with the course were included in this subtheme. Skinner
et al.’s (2008) dimensions of engagement were used to refine the inclusion criteria for this
subtheme: (1) behavioral engagement (i.e., engagement/disengagement or affection/disaffection
towards the course reflected on description of actions/behaviors; for instance, action initiation,
attempts, attention, concentration, absorption vs. passivity, giving up, withdrawal, inattentive,
distracted), and (2) emotional engagement (i.e., engagement/disengagement or
affection/disaffection towards the course reflected on description of emotional states; for
instance, enthusiasm, interest, enjoyment, vitality, zest vs. Boredom, disinterest,
frustration/anger, sadness, worry/anxiety). Comments that referred to student engagement but
focused on specific activities or methodologies were excluded (and included under the
“Feedback on specific activities” subtheme).

Classroom climate. Pianta et al.’s (2001) definition of classroom climate was used to
define the boundaries of this subtheme: “the emotional connection, respect, and enjoyment
demonstrated between teachers and students and among students” (p. 12). Codes that described
the relationships and forms of communication between the facilitator and the students, and
among students were included in this subtheme. For instance, cooperation and sharing, respectful
language, physical or verbal affection, physical proximity, peer assistance, and social
conversation. Codes that included a description of students’ active participation as action

initiation or a description of emotions (e.g., enjoyment) and that did not make explicit mention to
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the relationships and interpersonal communication in the classroom were excluded (and included
under the “Participants’ engagement with the course” subtheme). Mentions of the facilitator’s
behavior that did not explicitly have to do with her relationship/form of communication with
students were also excluded (and included under the “Facilitator’s attributes” subtheme).

Four subthemes (at level 2) were included under classroom climate: (1) General
perceptions of classroom climate (i.e., comments about classroom climate and general “mood” of
the environment without much specific explanations or details; for example, “relaxed
environment”), (2) Interpersonal communication in the classroom (i.e., verbal interaction
dynamics among students and between students and facilitator; for instance, use of respectful vs.
harsh language to interact), (3) Relationships with facilitator (i.e., description of the relationships
between students and the facilitator), and (4) Relationships among participants (i.e., description
of the relationships among participants, including the accompanying teacher).

Facilitator’s attributes. This subtheme includes participants’ perceptions of the
facilitator’s attributes and characteristics, and the perceived connections between those attributes
and their own learning process. Descriptions of students’ relationship with the facilitator were
excluded from this subtheme and included under “Classroom climate.”

Four subthemes (at level 2) were in turn grouped under this subtheme of facilitator’s attributes:
(1) Connection between facilitator’s attributes and learning process (i.e., participants’ reflections
about the way facilitator’s attributes, attitudes or behaviors were coherent or affected their
learning process), (2) Facilitator’s general attitudes, behaviors and character (i.e., descriptions of
facilitator’s attitudes, behaviors and character that did not explicitly refer to the facilitator’s

relationship with students, attitudes or behaviors about strictness/guidance and teaching
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competence and preparation), (3) Facilitator’s strictness and guidance (i.e., codes about the
facilitator’s use of authority, or the way the facilitator provided guidance or demanded specific
behaviors from students; for instance, the way the facilitator faced situations in which students
did not participate in classroom’s activities), and (4) Facilitator’s teaching competence and
preparation (i.e., comments about the facilitator’s levels of preparation or teaching competences
to lead the course).

Participants’ Engagement (RQ1)

From this point of the chapter, the research questions of the study will be addressed. As
mentioned in Chapter 4, side-by-side comparison for merged data analysis will be used to
integrate the findings from the different qualitative and quantitative data sources of the study.

The first research question inquired about the level of participants’ engagement
throughout the intervention. This section presents the findings from the videotaped classroom
observations, the research journal entries, the interviews, and the participants’ check-in (i.e.,
attendance forms) that addressed this question.

Attendance and attrition. One of the possible indicators of student engagement is how
much they attended the course’s sessions. Participants of the intervention groups were required
to sign an attendance form (see Appendix Q) for each session. In general, the information
obtained through participants’ check-ins, showed high levels of attendance of those students who
participated in the course until the last session.

Figures 5 and 6 show the number of students who attended each session.
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Figure 5. Number of students who attended each session (UNIMINUTO)
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Figure 6. Number of students who attended each session (ENSN)
Figures 5 and 6 show that, in all sessions, at least 10 students (out of 14 students who

finished the course) attended at UNIMINUTO and at least 5 students (out of 8 students who
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finished the course) attended at ENSN. The sessions with the lowest levels of attendance were
the last sessions at ENSN, and sessions 8, 10 and 12 at UNIMINUTO.

Figures 7 and 8 show the number of sessions each student attended. In those cases when
students attended less than half of one session (i.e., they left before it was over), their attendance

counted as 0.5 sessions.
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Figure 7. Percentage of attended sessions (UNIMINUTO)
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Figure 8. Percentage of attended sessions (ENSN)

The students who attended the sessions until the end of the course (i.e., the students who
did not drop out) at ENSN were Adela, Antonio, Jeronimo, Dilan, Lisa, Stacey, Berta, and
Cristobal®®. All the students, except Lizbeth, attended the sessions until the end of the course at
UNIMINUTO. In total, fifteen students at UNIMINUTO and 13 students at ENSN attended to at
least one session (these numbers do not include the presence of the accompanying teacher at
UNIMINUTO).

Figure 7 shows that all students from UNIMINUTO, except Joaquin, Clara and Lizbeth,
attended at least 85% of the sessions. Lizbeth dropped the class after the fourth session due to
health issues. Clara attended 77% and Joaquin attended 65% of the sessions. Ciara was the only

student who did not miss any session.

46 All names were changed to protect participants’ identity.
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This information is consistent with the data that were obtained throughout the interviews.
Ciara explained that, although the course’s schedule was challenging for her because she had to
take care of her son at that time, she made a great effort to attend the sessions. Ciara also
expressed that the course was “the only class [she] never missed” (Ciara, UNIMINUTO,
Interviews, para. 107). On the other hand, Clara explained that she was motivated with the
course but she had to miss some sessions because she had to work: “Because of my work. It was
because of my work or because | saw that | was already late and I said, no, it’s too late, I can’t
make it. Yes, it was because of my work” (Clara, UNIMINUTO, Interviews, para. 226).

In addition, as will be explained later with more detail, Joaquin was an exceptional case
at UNIMINUTO. He showed low levels of engagement and did not show up for the interview.

At ENSN, there was a high attrition rate. From the fourteen students who were randomly
chosen by the researcher to take the course, one left the school before the intervention started,
and five attended to less than half of the sessions and did not finish the course. As Figure 8
shows, Damién, Katherine, Tania, Farid and Gina attended to less than half of the sessions.

Antonio, Dilan and Stacey talked about this in the interviews. They explained that some
of their classmates did not finish the sessions because they left the school. According to the
participants, attrition was due to external causes that were unrelated to the course. For instance,
Dilan said: “well, some [students] gave up, but not on the course but on the whole normal
[school]” (Dilan, ENSN, Interviews, para. 268). The teachers and/or school leaders confirmed to
the researcher that these students had left the school.

From the eight students who finished the course at ENSN, Dilan and Berta attended all

the sessions, Adela attended 57% of the sessions, and the rest of the students attended at least
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80% of them. At the end of the course, the facilitator made an agreement with Adela and she
repeated the course during the second semester of 2016 with the waitlist comparison group.

Like Ciara, Berta also expressed in the interviews that it was a challenge for her to attend
the sessions. However, she did not miss any session:

Yes, because there were some moments, | had a teaching internship while | was taking the

course of Missouri, and in some moments I haven’t finished the lesson plans and if you

don’t finish your lesson plans before the student teacher supervisor arrives, then they give

you a bad grade (Berta, ENSN, Interviews, para. 304).

In addition, Dilan expressed that students attended the course not because it was their
chance to miss other classes, but because they saw the usefulness of the course: “we all attended,
but not because we wanted to miss class, but because we really needed it” (Dilan, ENSN,
Interviews, para. 270).

Behavioral engagement: Attention and participation. The Research Journal Entries
Forms and the interviews provided information about participants’ behavioral engagement (for
instance, interest, attention and active participation vs. disinterest and passive behavior).

Also, Classroom Observation Forms (see Appendix O) were used to collect quantitative
and qualitative data about participants’ engagement with the course. Appendix AE shows all the
scores and qualitative notes that were taken throughout the videotaped observations of all the
sessions. The quantitative data resulted from numeric values the researcher assigned to the levels
of attentiveness and participation that were observed in selected segments of the sessions’

videos.
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Figures 9 and 10 show the data for attentiveness resulted from the Classroom
Observation Forms: (1) the percentage of observed minutes in which most of the students were

paying attention, and (2) the percentage of students who, on average, were paying attention
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Figure 9. Levels of attentiveness (UNIMINUTO)
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Figure 10. Levels of attentiveness (ENSN)

As it is presented in Figures 9 and 10, the scores showed that the levels of attention in
both intervention groups were high. More than 80% of the students were paying attention within
each observed minute for all sessions at both institutions. In addition, most students were
attentive during all the observed segments in all sessions at UNIMINUTO, except in sessions 7
and 8. In these two sessions, most students were attentive during at least 80% of the observed
segments. At ENSN, most students were attentive during all the observed segments in all
sessions.

This information is accord with the qualitative notes from the Classroom Observation
Forms. Most of the notes that referred to the groups’ levels of attention contained comments that
evidenced that, in general, students were attentive during the sessions. The following notes
illustrate this idea: “Most students paid attention during the session. They looked at the person

who was talking, responded with their body language to their classmates or the facilitator’s ideas
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and commented on each other’s opinions” (UNIMINUTO, session 1, Classroom Observation
Form); “They seemed to be paying attention to the conversation, and there were several moments
in which they commented on the ideas their classmates just expressed” (ENSN, session 3,
Classroom Observation Form).

The references to inattention or distraction often referred to exceptional cases of a few
students. For instance, the researcher observed that Antonio was inattentive during the last
session of the course: “During the classroom simulation, all students, except Antonio, seemed to
pay attention or participate. Antonio was writing something on his notebook” (ENSN, session 7,
Classroom Observation Form).

On the other hand, attention was not a recurrent dimension in the Research Journal
Entries. The fact that the researcher did not make notes alluding to students’ attention could
indicate that this was not a concerning issue (i.e., some notes would have been made if students’
inattention were a recurrent problem). In addition, the only few references that were made to
students’ attention were positive comments such as the following:

I used a personal story that was close to students’ lives to exemplify the “emotional

thermometer.” It was a situation at the public transportation. Students paid close attention

to the story and seemed interested. Some of them exclaimed “Oh, I would be so angry!”

(UNIMINUTO, session 5, Research Journal Entries Form).

Another indicator of behavioral engagement was students’ active participation and action
initiation during the activities and group discussions. The guantitative scores from the Classroom
Observation Forms gave information about the number of students who participated during the

observed segments (see the details of the criteria to select these segments in Chapter 4). Figures
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11 and 12 show these data for participation: (1) the percentage of observed segments in which
most of the students gave their opinion or talk, and (2) the percentage of students who, on

average, participated within each observed segment.
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47 Spaces without bars mean 0%
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Participation (ENSN)
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Figure 11. Levels of participation (ENSN)*

Figures 11 and 12 show a high variability of participation scores among sessions. The
percentage of students who participated within each observed segment oscillated between 38%
and 90% for UNIMINUTO and between 63% and 88% for ENSN. In addition, the percentage of
observed segments in which most of the students participated was low, especially at
UNIMINUTO.

In 8 of the 13 sessions at UNIMINUTO, there were not segments in which most of the
students participated (see Figure 11). Most of the students participated in all the observed
segments in sessions 2 and 7, and most of the students participated in half of the segments in
sessions 8, 9 and 10. On average, between 50% and 90% of the students at UNIMINUTO

participated within each observed segment for all sessions, except for sessions 5, 6 and 11. On

48 Spaces without bars mean 0%
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the other hand, most students participated in more than 50% of the segments in 3 of the 7
sessions and ENSN (see Figure 12). Most students participated in around 20% or 30% percent of
the segments in two sessions, and there were not segments in which most students participated
for sessions 3 and 7. On average, between 63% and 88% of students at ENSN participated within
each observed segment for all sessions.

In summary, these scores showed that, in general, the observed segments in which most of
the students participated were scarce, especially at UNIMINUTO. This can be explained by the
fact that most segments were around 10 minutes long and the group at UNIMINUTO was more
numerous. However, the average percentage of students who participated within each segment
was acceptable: more than 50% for both institutions, except for sessions 5, 6 and 11 at
UNIMINUTO.

The quantitative scores from the Classroom Observation Form was not meant to give
information about the amount of time in which students were participating during the sessions, or
about the type of participation (for instance, vital and spontaneous vs. passive and forced). This
type of data resulted from the qualitative notes of the Classroom Observation Forms, the
Research Journal Entries Form (see all the research journal entries in Appendix AF), and the
interviews.

The qualitative notes from the Classroom Observation Forms and the Research Journal
Entries for UNIMINUTO’s group showed evidence of several moments in which students
participated in an active and vital way. This is illustrated in the following examples: “When the
facilitator said she needed two people to do a roleplay, Jorge and Clara spontaneously

volunteered” (UNIMINUTO, session 6, Classroom Observation Form); “Students talked a lot
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during the ‘celebration’ routine. This could be an indicator that they were motivated with the
activity” (UNIMINUTO, session 2, Research Journal Entries Form).

Only two entries showed signs of low levels of participation in this group in moments
when they were supposed to participate. These moments are described in the Research Journal
Entries and refer to parts of the sessions in which the facilitator asked questions to the group. For
instance: “I tried to do a short reflection at the end of the session but they were very quiet. Is it
because they are stressed out? Did they want to leave earlier?” (UNIMINUTO, session 8§,
Research Journal Entries Form).

For the ENSN’s group, qualitative notes from the Classroom Observation Forms and
Research Journal Entries also showed evidence of moments in which students participated in an
active and enthusiastic way. These notes belonged to the first four sessions. Some examples are
the following:

There are four students who participated more actively (most of the time) during the

discussions: Antonio, Damian, Farid, and Katherine. The four of them seemed vital and

enthusiastic with the discussions: They gave their opinions without waiting for the
facilitator to ask more questions and they used their body language a lot to express their
ideas. Dilan, Berta, Jeronimo, Adela, and Lisa remained quieter and seemed less
enthusiastic during the session, but in general, they showed a positive attitude (for instance,
paying attention and smiling) (ENSN, session 1, Classroom Observation Form).

At one point, Farid was describing one of their teachers, and Antonio spontaneously stood

up and imitated her to complement Farid’s description. He acted as the teacher talking to

Damian. Damian smiled and imitated a typical reaction of the students when they interact
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with this teacher. All the group laughed or smiled. Then Damién followed the description

standing up and imitated the teacher himself . . . (ENSN, session 1, Classroom Observation

Form).

As it is shown in these excerpts, there were some students who participated more actively
in this group: Damian, Farid, Katherine, Antonio, and Cristobal. Also, as will be described with
more detail at the end of the section, Stacey and Berta were quiet most of the time.

Therefore, the fact that Damian, Farid and Katherine did not complete the course might
have affected the energy of the whole group. This is consistent with several notes that referred to
this group’s low levels of vital and active participation after session #4, as the following excerpts
from the Classroom Observation Forms exemplify: “In general, the students seemed quiet and
only Antonio and Cristobal participated during the observed segment” (ENSN, session 5,
Classroom Observation Form); “In comparison with other sessions, students seemed less
engaged during this session. Some of them often looked at their cell phones and did not
participate during some of the activities” (ENSN, session 6, Classroom Observation Form).

The researcher also wrote some reflections about the levels of engagement at ENSN during
the last sessions:

I was feeling a little frustrated with this group. I was feeling that I wasn’t able to motivate

them as | would have wanted to . . . Sessions 5, 6 and 7 were specially challenging for me.

The fact that the group was tired and stressed out at the end of the semester might be a

variable that affected their attitude towards the course. In addition, | was tired too (ENSN,

session 7, Research Journal Entries Form).
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Finally, some students talked in the interviews about the groups’ participation. Jenny, Elton
and Julia from UNIMINUTO, and Cristébal from ENSN, described that the groups showed, in
general, high levels of participation. For example, Elton said that “when it was time to
participate, everyone participated, everyone gave their opinion, so it was very cool” (Elton,
UNIMINUTO, Interviews, para. 46), and Cristdbal said that “sometimes we even finished earlier
because the disposition [of the group] was cool, because we all were engaged, that [we had] to
participate, that we had to do team work, that we had to work individually” (Cristébal, ENSN,
Interviews, para. 28).

Emotional engagement: Enjoyment and interest. In general, most of the students at both
institutions expressed or demonstrated that they enjoyed the course and/or that they felt
interested and motivated by the sessions. Quantitative and qualitative data from the Classroom
Observation Forms, the Research Journal Entries Form, and the interviews provided evidence of
participants’ emotional engagement (for instance, enthusiasm, enjoyment, happiness vs.
boredom, tiredness, sadness, and disinterest).

All the students who were interviewed, except Jorge, Jovanni and David from
UNIMINUTO, explicitly referred to their high levels of engagement with the course or to the
aspects that made the course “fun,” “cool,” “motivating,” and/or “interesting.”

Ana, Elton, Ciara, Carla and Jenny from UNIMINUTO, and Cristébal, Dilan and Lisa from
ENSN, referred to the fact that they liked or enjoyed attending the sessions. Some of them
described that they looked forward for the day of the week when they had the course. For

instance, Ana said:
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