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        Preface 

  NEW TO THE FOURTH EDITION 

You will find several key changes in this edition as a result of reader feedback and the 
careful review of the last edition by anonymous external reviewers. 

 � Increased coverage of ethical issues„this edition includes an expanded treatment of 
ethical issues that occur throughout the research process, from the inception of the 
idea, through data collection, analysis, reporting, and the use of the research. These 
ethical discussions incorporate many new ideas, references, and authors who have 
focused attention on the developing field of the ethics of conducting research. 

 � Ethical issues are highlighted throughout the specific research design chapters of Part
III. For example, ethical concerns unique to experimental research, survey research, 
narrative research, and mixed methods research„to name a few of the design chap-
ters„are given specific attention. In addition, these design chapters now include a 
new boxed feature called •Ethical DilemmaŽ in which the reader is introduced to a 
specific ethical issue that may arise in using the design. The reader is also asked to 
consider how to resolve the issue. 

 � Most of the sample articles used throughout the book are new. They present recently 
published journal articles so that the issues presented in the articles address timely 
concerns (and recent methods ideas) that educational researchers need to know. As 
with past editions, these articles are annotated with marginal notes to help readers 
locate key passages of research and important characteristics of research. 

 � The references used in this edition have been extensively updated from past editions 
of this book. Key writers in research methods have issued new editions of books, and 
readers need to be introduced to these new editions. Also, new books on research 
methods are continually being published, and readers need to be informed of the lat-
est writings. At the end of each chapter are suggestions for additional resources to 
consider for more information about certain topics. Also, references to software and 
their Web sites have been updated when needed. 

 � The text has been streamlined to focus on key content that needs to be mastered. 
Chapters 1 and  2 have been combined to focus attention on important ideas from the 
outset. Also, the objectives at the start of chapters now match the central topics in the 
chapter and the summary at the end of the chapter. 

 � Quantitative and qualitative research approaches continue to be seen as forms of 
research that lie along a continuum (instead of two completely separate approaches). 
In this book, the discussion about the characteristics of both quantitative and qualita-
tive research now better reflects this continuum. Often in educational research, stud-
ies are not entirely either quantitative or qualitative but contain some elements of 



xviii PREFACE

both approaches. The design chapters on mixed methods and action research rein-
force this emerging trend in research. 

  THE PHILOSOPHY OF THE TEXT 

The philosophy that guided the development of this text is twofold. First, research 
involves a process of interrelated activities rather than the application of isolated, unre-
lated concepts and ideas. Educators practice research following a general sequence of 
procedures„from the initial identification of a research problem to the final report of 
research. This means that understanding the sequence or flow of activities is central to 
inquiry. Thus, the text begins with specific chapters devoted to each step in the process 
of research and the inclusion of concepts and ideas within this process. 

Second, the educational researcher today needs a large toolbox of approaches to 
study the complex educational issues in our society. No longer can we, as educators, use 
only experiments or surveys to address our research problems. Educators in this new 
century„whether conducting research or reading research to self-inform„need to know 
about quantitative, qualitative, and combined approaches to inquiry and to have an in-
depth understanding of the multiple research designs and procedures used in our studies 
today. In each step in the process of research, this text will introduce you to quantitative, 
qualitative, and combined approaches. Throughout the text, you will learn about the dif-
ferences and similarities of qualitative and quantitative research. In the last section of the 
text, you will be introduced to eight distinct quantitative and qualitative research designs 
or procedures that comprise the repertoire of the educational researcher in the quantita-
tive, qualitative, and combined applications of research. 

  KEY FEATURES 

This text offers a truly balanced, inclusive, and integrated overview of the field as it cur-
rently stands. As you will see from the table of contents, the book•s coverage is unique in 
its balanced presentation of quantitative and qualitative research. Moreover, it consis-
tently examines foundational issues of research„for example, determining how to 
approach a project and understanding what constitutes data and how to analyze them„
from quantitative, qualitative, and mixed perspectives. This approach helps students 
understand fundamental differences  and similarities among these approaches. This text 
has three main purposes: 

 � It provides balanced coverage of quantitative and qualitative research. 
 � It helps students learn how to begin to conduct research. 
 � It helps students learn how to read and evaluate research studies. 

Let•s look at each of these in detail to see how each can help you achieve your 
course objectives. 

  Balances Coverage of Quantitative and Qualitative Research 

This text provides balanced coverage of all types of research designs. This provides read-
ers with a complete picture of educational research as it is currently practiced. The text 
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begins with an overview in part I of the general nature of educational research and the 
specific quantitative and qualitative approaches to educational research. Next, in part II,
chapters 2 through 9, the book examines in depth the steps in the research process: 

 1. Identifying a research problem 
 2. Reviewing the literature 
 3. Specifying a purpose and research questions or hypotheses 
 4. Collecting either quantitative or qualitative data 
 5. Analyzing and interpreting either quantitative or qualitative data 
 6. Reporting and evaluating the research 

Looking at the process simultaneously from both quantitative and qualitative perspectives 
helps students understand what choices a researcher has available and what meaning 
exists for a particular choice. 

After this discussion, in part III, students will learn the procedures for conducting spe-
cific types of quantitative, qualitative, and mixed methods studies. Chapters 10 through  17
provide balanced coverage and examples of each of these types of educational research 
designs: experimental, correlational, survey, grounded theory, ethnographic, narrative, 
mixed methods, and action research. 

  Helps Students Learn How to Begin to Conduct Research 

Both the research process and design chapters offer the researcher step-by-step guidance 
in the basic aspects of planning, conducting, and evaluating research. A number of fea-
tures guide readers through the steps and procedures of research. For example, a fictional 
beginning researcher, Maria, who is also a high school teacher and new graduate student, 
is followed throughout part II and  part III to illustrate one researcher•s efforts and to pro-
vide students with a realistic perspective of the process of research and the selection of 
specific research designs. Other features include, but are not limited to: 

 � Tips on planning and conducting research in •Useful Information for Producers of 
ResearchŽ

 � Checklists that summarize key points such as evaluation criteria used to assess the 
quality of a quantitative or qualitative study 

 � In-text examples of actual and hypothetical studies that illustrate the correct and 
incorrect ways of reporting research 

 � Follow-up activities in •Understanding Concepts and Evaluating Research StudiesŽ to 
help students apply the concepts they•ve just learned 

 � A •Think-AloudŽ feature that describes practices the author has found useful 

  Helps Students Learn How to Read and Evaluate Research Studies 

Direct guidance on reading research is offered throughout the text. To further help stu-
dents become more skilled at interpreting and evaluating research, the text offers a 
number of features. Most important among these are the many articles included in the 
text and the •Useful Information for Consumers of ResearchŽ feature. 

 � The text provides annotated research articles in each of the design chapters in part
III. Two other articles„one qualitative, one quantitative„appear at the end of  chap-
ter 1. All of these complete articles (there are numerous other, shorter article excerpts 
in the book) include highlighted marginal annotations that help students understand 
the structure of articles and the key issues with which a reader should be concerned 
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when evaluating the quality and the applicable scope of each particular piece of 
research.

 � The •Useful Information for Consumers of ResearchŽ feature appears at the end of 
every chapter and offers concrete guidance in interpreting and evaluating research. 

 NEW! COURSESMART eTEXTBOOK AVAILABLE 

CourseSmart is an exciting new choice for students looking to save money. As an alterna-
tive to purchasing the printed textbook, students can purchase an electronic version of 
the same content. With a CourseSmart eTextbook, students can search the text, make 
notes online, print out reading assignments that incorporate lecture notes, and bookmark 
important passages for later review. For more information, or to purchase access to the 
CourseSmart eTextbook, visit www.coursesmart.com .

  SUPPLEMENTARY MATERIALS 

A number of ancillaries are available to complement the text: 

  MyEducationLab   

Prepare with the Power of Practice MyEducationLab is an online learning tool that pro-
vides contextualized interactive exercises and other resources designed to help develop 
the knowledge and skills researchers need. All of the activities and exercises in MyEdu-
cationLab are built around essential learning outcomes. The Web site provides opportu-
nities to both study course content and to practice the skills needed to understand and 
carry out research. 

For each topic covered in the course you will find most or all of the following fea-
tures and resources: 

Assignments and Activities Designed to enhance student understanding of concepts cov-
ered in class and save instructors preparation and grading time, these assignable exercises 
give students opportunities to apply class content to research scenarios. (Feedback for the 
assignments is available to the instructor only.) 

Building Research Skills These exercises help students develop skills that are essential 
for understanding and carrying out research. 

Study Plan A MyEducationLab Study Plan consists of multiple choice assessments tied to 
learning outcomes, supported by study material. A well-designed Study Plan offers multiple 
opportunities to fully master required course content as identified by learning outcomes: 

 � Learning outcomes identify the learning outcomes for the topic and give students 
targets to shoot for as they read and study. 



PREFACE xxi

 � Multiple Choice Assessments assess mastery of the content. These assessments are 
mapped to learning outcomes, and students can take the multiple choice pretests as 
many times as they want. Not only do these assessments provide overall scores for 
each outcome, but they also explain why responses to particular items are correct or 
incorrect. 

 � Study Material: Review, Practice, and Enrichment give students a deeper understand-
ing of what they do and do not know related to topic content. This material includes 
activities that include hints and feedback. 

Visit  www.myeducationlab.com  for a demonstration of this exciting new online teaching 
resource.

  Instructor Supplements 

The following resources are available for instructors to download atwww.pearson
highered.com/educators :

Online Test Bank and MyTest The Test Bank contains various types of items„multiple 
choice, matching, short essay, and fill in the blank„for each chapter. Questions ask stu-
dents to identify and describe research processes and design characteristics they have 
learned about and to classify and evaluate quantitative and qualitative studies and research 
situations. Offered along with the  Test Bank is  Pearson MyTest a powerful assessment 
generation program that helps instructors easily create and print quizzes and exams. 
Questions and tests are authored online, allowing ultimate flexibility and the ability to 
efficiently create and print assessments anytime, anywhere! Instructors can access Pearson 
MyTest and their test bank files by going to www.pearsonmytest.com  to log in, register, 
or request access. 

PowerPoint Slides These slides include key concept summarizations and other graphic 
aids to help students understand, organize, and remember core concepts and ideas. 

Web CT and BlackBoard Course Content Cartridges The online course cartridges contain 
the content of the Test Bank, available for use on either online learning application. 
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  P A R T  O N E 

Consider research your personal journey. It will be challenging but also exciting. 
Pack along for your journey a toolkit. In  chapter 1 you will be introduced to 
the basic supplies. In your pack, place a solid understanding of •research.Ž Also 

include a map„the six steps in the process of conducting research. Realize that on this 
journey you need to respect people and the places you visit. Enjoy the process using 
your natural skills such as the ability to solve puzzles, use library resources, and write. 
After learning the process of research, decide on which of two major paths„quantitative 
or qualitative research„you will follow. Each is viable, and, in the end, you may choose 
to incorporate both, but as you begin a study consider one of the paths for your research 
journey. 

Let us begin. 

 An Introduction to 
Educational Research 
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What is research? Research is a process in which you engage in a small set of 
logical steps. In this chapter, we de“ ne research, discuss why it is important, advance 
six steps for conducting research, and identify how you can conduct research 
ethically by employing skills that you already have. You can approach research in 
two ways„through a quantitative study or a qualitative study„depending on the 
type of problem you need to research. Your choice of one of these approaches will 
shape the procedures you use in each of the six steps of research. In this chapter, 
we explore the many ways these two approaches are similar and different. 

By the end of this chapter, you should be able to: 

� De“ ne and describe the importance of educational research. 
� Describe the six steps in the process of research. 
� Identify the characteristics of quantitative and qualitative research in the six steps. 
� Identify the type of research designs associated with quantitative and qualitative 

research.
� Discuss important ethical issues in conducting research. 
� Recognize skills needed to design and conduct research. 

To begin, consider Maria, a teacher with 10 years of experience, who teaches English at 
a midsized metropolitan high school. Lately, a number of incidents in the school district 
have involved students possessing weapons: 

� A teacher found a 10th grader hiding a knife in his locker. 
� A 12th-grade student threatened another student, telling him •he wouldn•t see the 

light of dayŽ unless he stopped harassing her. 
� At a nearby high school, a student pointed a handgun at another student outside 

the school. 

1  The Process of Conducting 
Research Using Quantitative 
and Qualitative Approaches 

  C H A P T E R 
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These incidents alarm district of“ cials, school administrators, and teachers. The principal 
forms a committee made up of administrators and teachers to develop guidelines about 
how the school should respond to these situations. In response to a call for teachers to 
serve on this committee, Maria volunteers immediately. 

Maria sees the school committee assignment and her graduate program•s research 
study requirement as mutual opportunities to research school violence and weapon pos-
session and to have a positive impact on her school. Where does she begin? 

Maria•s situation of balancing the dual roles of professional and graduate student 
may be familiar to you. Let•s assess her present research situation: 

� Maria recognizes the need to closely examine an important issue„school violence 
and weapons at school„although she is new to research. However, she is not a 
stranger to looking up topics in libraries or to searching the Internet when she has 
a question about something. She has occasionally looked at a few research jour-
nals, such as theHigh School Journal, the  Journal of Educational Research, and 
Theory into Practice, in her school library, and she has overheard other teachers 
talking about research studies on the subject of school violence. Although she has 
no research background, she expects that research will yield important “ ndings 
for her school committee and also help her ful“ ll the requirement to conduct a 
small-scale research study for her graduate degree. 

� To complete the required research for her graduate program, Maria must over-
come her fears about planning and conducting a study. To do this, she needs to 
think about research not as a large, formidable task, but as a series of small, man-
ageable steps. Knowing these smaller steps is key to the success of planning and 
completing her research. 

Your situation may be similar to Maria•s. At this stage, your concerns may start with the 
question •What is research?Ž 

     A DEFINITION OF RESEARCH AND ITS IMPORTANCE 

Research is a process of steps used to collect and analyze information to increase our 
understanding of a topic or issue. At a general level, research consists of three steps: 

 1. Pose a question. 
 2. Collect data to answer the question. 
 3. Present an answer to the question. 

This should be a familiar process. You engage in solving problems every day and 
you start with a question, collect some information, and then form an answer. Although 
there are a few more steps in research than these three, this is the overall framework for 
research. When you examine a published study, or conduct your own study, you will 
“ nd these three parts as the core elements. 

Not all educators have an understanding and appreciation of research. For some, 
research may seem like something that is important only for faculty members in colleges 
and universities. Although it is true that college and university faculty members value 
and conduct research, personnel in other educational settings also read and use research, 
such as school psychologists, principals, school board members, adult educators, college 
administrators, and graduate students. Research is important for three reasons. 
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  Research Adds to Our Knowledge 

Educators strive for continual improvement. This requires addressing problems or issues 
and searching for potential solutions. Adding to knowledge  means that educators 
undertake research to contribute to existing information about issues. We are all aware of 
pressing educational issues being debated today, such as the integration of AIDS educa-
tion into the school curriculum. 

Research plays a vital role in addressing these issues. Through research we develop 
results that help to answer questions, and as we accumulate these results, we gain a 
deeper understanding of the problems. In this way, researchers are much like bricklayers 
who build a wall brick by brick, continually adding to the wall and, in the process, creat-
ing a stronger structure. 

How can research speci“ cally add to the knowledge base and existing literature? 
A research report might provide a study that has not been conducted and thereby “ ll a 
void in existing knowledge. It can also provide additional results to con“ rm or discon-
“ rm results of prior studies. It can help add to the literature about practices that work or 
advance better practices that educators might try in their educational setting. It can pro-
vide information about people and places that have not been previously studied. 

Suppose that you decide to research how elementary schoolchildren learn social 
skills. If you study how children develop social skills, and past research has not exam-
ined this topic, your research study addresses a gap in knowledge. If your study explores 
how African American children use social skills on their way home from school, your 
study might replicate past studies but would test results with new participants at a differ-
ent research site. If your study examines how children use social skills when at play, not 
on the school grounds, but on the way home from school, the study would contribute to 
knowledge by expanding our understanding of the topic. If your study examines female 
children on the way home from school, your study would add female voices seldom 
heard in the research. If your study has implications for how to teach social skills to stu-
dents, it has practical value. 

  Research Improves Practice 

Research is also important because itsuggests improvements for practice. Armed with 
research results, teachers and other educators become more effective professionals. This 
effectiveness translates into better learning for kids. For instance, through research, per-
sonnel involved in teacher education programs in schools of education know much more 
about training teachers today than they did 20 years ago. Zeichner (1999) summarized 
the impact of research on teacher training during this period (see Table  1.1). Teacher 
trainers today know about the academic capabilities of students, the characteristics of 
good teacher training programs, the recurring practices in teacher training programs, the 
need to challenge student beliefs and worldviews, and the tensions teacher educators 
face within their institutions. But before these research results can impact teacher training 
or any other aspect of education, individuals in educational settings need to be aware 
of results from investigations, to know how to read research studies, to locate useful 
conclusions from them, and to apply the “ ndings to their own unique situations. Educa-
tors using research may be teachers in preschool through Grade 12, superintendents in 
school district of“ ces, school psychologists working with children with behavioral prob-
lems, or adult educators who teach English as a second language. Research may help 
these individuals improve their practices on the job.  

Research offers practicing educators  new ideas to consider as they go about their jobs. 
From reading research studies, educators can learn about new practices that have been 
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tried in other settings or situations. For example, the adult educator working with immi-
grants may “ nd that small-group interaction that focuses on using cultural objects from the 
various homelands may increase the rate at which immigrants learn the English language. 

Research also helps practitionersevaluate approaches that they hope will work with 
individuals in educational settings. This process involves sifting through research to 
determine which results will be most useful. This process is demonstrated in  Figure 1.1,
which focuses on three steps that a classroom teacher might use (Connelly, Dukacz, & 
Quinlan, 1980). As shown in  Figure  1.1, a teacher “ rst decides what needs to be imple-
mented in the classroom, then examines alternative lines of research, and “ nally decides 
which line of research might help accomplish what needs to be done. 

For example, a reading teacher decides to incorporate more information about cultural 
perspectives into the classroom. Research suggests that this may be done with classroom 
interactions by inviting speakers to the room (line A) or by having the children consider 
and think (cognitively) about different cultural perspectives by talking with individuals at 
a local cultural center (line B). It may also be accomplished by having the children inquire 
into cultural messages embedded within advertisements (line C) or identify the cultural 
subject matter of speeches of famous Americans (line D). A line of research is then cho-
sen that helps the teacher to accomplish classroom goals. This teacher might be Maria, 
our teacher conducting research on weapon possession in schools and its potential for 
violence. Maria hopes to present options for dealing with this issue to her committee and 
needs to identify useful research lines and consider approaches taken by other schools. 

 TABLE 1.1 

 Zeichner•s (1999) Summary of Major Research Results in Teacher Education 

  Research Conducted    What Researchers Have Learned  

Surveys about students in teacher 
education programs 

€ From academic, social class, racial, ethnic, and gender characteris-
tics of both teacher educators and their students, the research has 
challenged the misconception that students who go into teaching are 
academically inferior to those who go into other “ elds. 

€ Despite changing U.S. demographics, teacher education programs 
admit mostly students who are white, monolingual English speakers. 

Speci“ c case studies of individual 
teacher education programs 

€ Successful teacher education programs have a coherent vision of 
good teaching and close links to local schools. 

€ Researchers need to spend time living in teacher education 
programs to understand them. 

Conceptual and historical research on 
teacher education programs 

€ Teacher education programs differ in their approaches, such as the 
importance of disciplinary knowledge versus students learning versus 
critiquing societal inequalities in schooling practices. 

€ Programs throughout the 20th century have emphasized recurring 
practices such as performance-based teacher education. 

Studies of learning to teach in different 
settings

€ It is dif“ cult to change the tacit beliefs, understandings, and worldviews 
that students bring to teacher education programs. 

€ The impact of a program on students can be increased through 
cohort groups, portfolio development, case studies, and narratives 
in which they examine their beliefs. 

Nature and impact of teacher 
education activities and self-studies 

€ Despite the sometimes unfavorable structural conditions of teacher  
educators• work, their voices are being heard. 

€ Teachers, in these self-studies, describe the tensions and contra-
dictions involved in being a teacher educator. 
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 FIGURE 1.1  

 Lines of Research and Your Decision Making       

Source: Adapted from Connelly, Dukacz, & Quinian, 1980.

           Decide what you want to do in your c lassroom (e.g. ,  incorporate more
informat ion about cul tural  perspect ives in the c lassroom).

Step 2.  

Step 1.  

Step 3.  

Research Lines
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B
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C
Sensi t iv i ty
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D

Findings A Findings B Findings C Findings D

Study speci f ic
cul tural  words,
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Find out what research has to say.

           Decide which of  the l ines of  research might help you do the things
you want to do in your c lassroom.

At a broader level, research helps the practicing educatorbuild connections with 
other educators who are trying out similar ideas in different locations. Special educa-
tion teachers, for example, may establish connections at research conferences where 
individuals report on topics of mutual interest, such as using small-group strategies for 
discipline management in classrooms. 

  Research Informs Policy Debates 

In addition to helping educators become better practitioners, research also provides 
information to policy makers when they research and debate educational topics. Policy 
makers may range from federal government employees and state workers to local school 
board members and administrators, and they discuss and take positions on educational 
issues important to constituencies. For these individuals, research offers results that can 
help them weigh various perspectives. When policy makers read research on issues, 
they are informed about current debates and stances taken by other public of“ cials. To 
be useful, research needs to have clear results, be summarized in a concise fashion, and 
include data-based evidence. For example, research useful to policy makers might sum-
marize the alternatives on: 

� Welfare and its effect on children•s schooling among lower income families 
� School choice and the arguments proposed by opponents and proponents 

  Several Problems with Research Today 

Despite the importance of research, we need to realistically evaluate its contributions. 
Sometimes the results show contradictory or vague “ ndings. An education aide to the 
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Education and Labor Committee of the U.S. House of Representatives for 27 years 
expressed this confusion: •I read through every single evaluation . . . looking for a hard 
sentence„a declarative sentence„something that I could put into the legislation, and 
there were very fewŽ (Viadero, 1999, p. 36). Not only are policy makers looking for a 
clear •declarative sentence,Ž many readers of educational research search for some evi-
dence that makes a direct statement about an educational issue. On balance, however, 
research accumulates slowly, and what may seem contradictory comes together to make 
sense in time. Based on the information known, for example, it took more than 4 years 
to identify the most rudimentary factors about how chairpersons help faculty become 
better researchers (Creswell, Wheeler, Seagren, Egly, & Beyer, 1990). 

Another problem with research is the issue of questionable data. The author of a 
particular research report may not have gathered information from people who are able 
to understand and address the problem. The number of participants may also be dismally 
low, which can cause problems in drawing appropriate statistical conclusions. The sur-
vey used in a study may contain questions that are ambiguous and vague. At a technical 
level, the researcher may have chosen an inappropriate statistic for analyzing the data. 
Just because research is published in a well-known journal does not automatically make 
it •goodŽ research. 

To these issues we could add unclear statements about the intent of the study, the 
lack of full disclosure of data collection procedures, or inarticulate statements of the 
research problem that drives the inquiry. Research has limits, and you need to know how 
to decipher research studies because researchers may not write them as clearly and accu-
rately as you would like. We cannot erase all •poorŽ research reported in the educational 
“ eld. We can, however, as responsible inquirers, seek to reconcile different “ ndings and 
employ sound procedures to collect and analyze data and to provide clear direction for 
our own research. 

  THE SIX STEPS IN THE PROCESS OF RESEARCH 

When researchers conduct a study, they proceed through a distinct set of steps. Years 
ago these steps were identi“ ed as the •scienti“ c methodŽ of inquiry (Kerlinger, 1972; 
Leedy & Ormrod, 2001). Using a •scienti“ c method,Ž researchers: 

� Identify a problem that de“ nes the goal of research 
� Make a prediction that, if con“ rmed, resolves the problem 
� Gather data relevant to this prediction 
� Analyze and interpret the data to see if it supports the prediction and resolves the 

question that initiated the research 

Applied today, these steps provide the foundation for educational research. Although 
not all studies include predictions, you engage in these steps whenever you undertake 
a research study. As shown in Figure 1.2, theprocess of research  consists of six steps: 

 1. Identifying a research problem 
 2. Reviewing the literature 
 3. Specifying a purpose for research 
 4. Collecting data 
 5. Analyzing and interpreting the data 
 6. Reporting and evaluating research 
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  Identifying a Research Problem 

You begin a research study by identifying a topic to study„typically an issue or prob-
lem in education that needs to be resolved.Identifying a research problem  consists 
of specifying an issue to study, developing a justi“ cation for studying it, and suggesting 
the importance of the study for select audiences that will read the report. By specifying a 
•problem,Ž you limit the subject matter and focus attention on a speci“ c aspect of study. 
Consider the following •problems,Ž each of which merits research: 

� Teens are not learning how to connect to others in their communities 
� Teenage smoking will lead to many premature deaths 

These needs, issues, or controversies arise out of an educational need expressed by 
teachers, schools, policy makers, or researchers, and we refer to them asresearch prob-
lems. You will state them in introductory sections of a research report and provide a 
rationale for their importance. In a formal sense, these problems are part of a larger writ-
ten section called the •statement of the problem,Ž and this section includes the topic, the 
problem, a justi“ cation for the problem, and the importance of studying it for speci“ c 
audiences such as teachers, administrators, or researchers. 

Let•s examine Maria•s research to see how she will specify her study•s research 
problem.

Maria plans to study school violence and weapon possession in schools. She starts 
with a problem: escalating weapon possession among students in high schools. She 
needs to justify the problem by providing evidence about the importance of this 
problem and documenting how her study will provide new insight into the problem. 

In her research, Marie will need to identify and justify the research problem that she is 
studying.

  Reviewing the Literature 

It is important to know who has studied the research problem you plan to examine. You 
may fear that you will initiate and conduct a study that merely replicates prior research. 

 FIGURE 1.2  
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However, faculty and advisors often fear that you will plan a study that does not build on 
existing knowledge and does not add to the accumulation of “ ndings on a topic. Because 
of these concerns, reviewing the literature is an important step in the research process. 
Reviewing the literature  means locating summaries, books, journals, and indexed pub-
lications on a topic; selectively choosing which literature to include in your review; and 
then summarizing the literature in a written report. 

The skills required for reviewing the literature develop over time and with practice. 
You can learn how to locate journal articles and books in an academic library, access 
computerized databases, choose and evaluate the quality of research on your topic, and 
summarize it in a review. Library resources can be overwhelming, so having a strategy 
for searching the literature and writing the review is important. Let•s examine Maria•s 
approach to reviewing the literature. 

To inform her committee about the latest literature on school violence and to 
plan her own research, Maria needs to conduct a literature review. This process 
will involve becoming familiar with the university library holdings, spending time 
reviewing resources and making decisions about what literature to use, and writ-
ing a formal summary of the literature on school violence. She consults the library 
catalog at her university and plans to search the computerized databases. 

In order to review the literature, Maria will need to become familiar with the literature 
and visit her university library. 

  Specifying a Purpose for Research 

If your research problem covers a broad topic of concern, you need to focus it so that 
you can study it. A focused restatement of the problem is thepurpose statement. This 
statement conveys the overall objective or intent of your research. As such, it is the most 
important statement in your research study. It introduces the entire study, signals the pro-
cedures you will use to collect data, and indicates the types of results you hope to “ nd. 

The purpose for research  consists of identifying the major intent or objective for a 
study and narrowing it into speci“ c research questions or hypotheses. The purpose state-
ment contains the major focus of the study, the participants in the study, and the location 
or site of the inquiry. This purpose statement is then narrowed to research questions or 
predictions that you plan to answer in your research study. Let•s check again with Maria 
to see how she will write a purpose statement and research questions. 

Maria now needs to write down the purpose of her study and formulate the ques-
tions she will ask of the individuals selected for her study. In draft after draft, she 
sketches this purpose statement, recognizing that it will provide major direction for 
her study and help keep her focused on the primary aim of her study. From this 
broad purpose, Maria now needs to narrow her study to speci“ c questions or state-
ments that she would like her participants to answer. 

Maria will need to write a good purpose statement and the research questions for her 
study.

  Collecting Data 

Evidence helps provide answers to your research questions and hypotheses. To get these 
answers, you engage in the step of collecting or gathering data.Collecting data  means 
identifying and selecting individuals for a study, obtaining their permission to study them, 
and gathering information by asking people questions or observing their behaviors. Of 
paramount concern in this process is the need to obtain accurate data from individuals 
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and places. This step will produce a collection of numbers (test scores, frequency of 
behaviors) or words (responses, opinions, quotes). Once you identify these individuals 
and places, you write method or  procedure sections into your research studies. These 
sections offer detailed, technical discussions about the mechanics and administration of 
data collection. Many decisions, however, go into creating a good data collection proce-
dure. Let•s see how Maria will address data collection. 

At this point in the research process, Maria needs to think about where she will 
conduct her study of school violence and weapon possession, who will participate 
in the study, how she will obtain permission to study them, what data she will col-
lect, and how she will gather the data. She needs to decide whether she will have 
students “ ll out forms or talk to them directly to gather data to answer her research 
questions. Whichever course she chooses, she will need permission from the high 
school students and, because the students are minors, from their parents. 

Maria will engage in the steps of data collection to gather the data she needs to address 
her research questions. 

  Analyzing and Interpreting the Data 

During or immediately after data collection, you need to make sense of the information 
supplied by individuals in the study. Analysis consists of •taking the data apartŽ to deter-
mine individual responses and then •putting it togetherŽ to summarize it.Analyzing and 
interpreting the data  involves drawing conclusions about it; representing it in tables, 
“ gures, and pictures to summarize it; and explaining the conclusions in words to provide 
answers to your research questions. You report analysis and interpretation in sections of 
a research report usually titledResults, Findings, or  Discussions. How will Maria analyze 
and interpret the data in her research? 

If Maria collects information on a written questionnaire from students across the 
school district, she will need to enter the questionnaire responses into a computer 
program, choose a statistical procedure, conduct the analyses, report the results in 
tables, and draw conclusions about (or interpret) whether the data con“ rm or dis-
con“ rm her expected trends or predictions. If she conducts face-to-face interviews, 
she will collect audiotapes of students talking about weapon possession at school 
and transcribe these tapes to obtain a written record. With her transcriptions, she 
will engage in making sense of student comments by selecting speci“ c sentences 
and paragraphs and by identifying themes of information. From these themes, she 
will interpret the meaning of student comments in light of her own personal stance 
and the suggestions found in past studies. 

For help in the data analysis and interpretation phase of her study, Maria will need to 
analyze her data and make an interpretation to answer her research questions. 

  Reporting and Evaluating Research 

After conducting your research, you will develop a written report and distribute it to 
select audiences (such as fellow teachers, administrators, parents, students) that can use 
your information.  Reporting research  involves deciding on audiences, structuring the 
report in a format acceptable to these audiences, and then writing the report in a man-
ner that is sensitive to all readers. The audiences for research will vary from academic 
researchers who contribute and read journal articles, to faculty advisors and committees 
that review master•s theses and dissertations, to personnel in educational agencies and 



CHAPTER 1 The Process of Conducting Research Using Quantitative and Qualitative Approaches 11

school districts who look for reports of research on timely topics. Your structure for the 
research report will vary for each audience, from a formal format for theses and disserta-
tions to a more informal document for in-house school reports. In all types of reports, 
however, researchers need to be respectful and to avoid language that discriminates on 
the basis of gender, sexual orientation, race, or ethnic group. 

The audience for your report will have its own standards for judging the quality and 
utility of the research. Evaluating research  involves assessing the quality of a study 
using standards advanced by individuals in education. Unfortunately, there are no iron-
clad standards for evaluating educational research in the academic research community; 
in school districts; or in local, state, or federal agencies. Still, we need some means of 
determining the quality of studies, especially published research or reports presented 
to practitioner audiences. Let•s look at how Maria thinks about organizing her research 
report.

Maria thinks about how she will organize her “ nal report to her school commit-
tee and to her university graduate committee. Her graduate committee likely has 
a structure in mind for her graduate research study, and she needs to consult her 
faculty advisor about the format that students typically use. She should have a gen-
eral idea about what the major sections of the study will be, but the contents of the 
speci“ c paragraphs and ideas will take shape as her data analysis and interpretation 
progress.

Her school report will likely be different from her research report. The school 
report will be informative and concise, will offer recommendations, and will include 
minimal discussions about methods and procedures. Whatever the audience and 
structure for her report, it must be respectful of the audience and be devoid of dis-
criminatory language. 

Maria will need to organize and report her research in ways suitable for different 
audiences.

  THE CHARACTERISTICS OF QUANTITATIVE AND 
 QUALITATIVE RESEARCH IN EACH OF THE SIX STEPS 

Conducting educational research is more than engaging in the major steps in the process 
of research. It also includes designing and writing the research in one of the two major 
tracks: quantitative research or qualitative research. The way that this unfolds is illus-
trated in the ” ow of the research process as shown in  Figure 1.3. 

Based on the nature of the research problem and the questions that will be asked 
to address the problem (and accompanying review of the literature that establishes the 
importance of the problem), the researcher chooses either the quantitative or qualitative 
research track. The problem, the questions, and the literature reviews help to steer the 
researcher toward either the quantitative or qualitative track. These, in turn, inform the 
speci“ c research design to be used and the procedures involved in them, such as sam-
pling, data collection instruments or protocols, the procedures, the data analysis, and the 
“ nal interpretation of results. 

What are the characteristics of quantitative and qualitative research tracks at each 
step in this research process? As each characteristic is discussed, it is helpful to “ rst 
examine two sample journal articles at the end of this chapter because these articles will 
be cited with illustrations for each characteristic. Marginal notes have been inserted into 
the articles to identify the speci“ c passage containing the quantitative and qualitative 
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characteristics. The “ rst article is quantitative research while the second is qualitative 
research. These two articles were chosen because they are good representatives of both 
tracks of research and they illustrate within them good procedures of research. They will 
become a frame of reference for each step in the process of research for the quantitative 
and qualitative tracks. The two articles are: 

� Quantitative: Deslandes, R., & Bertrand, R. (2005). Motivation of parent 
involvement in secondary-level schooling.Journal of Educational Research, 
98(3), 164…175. 

� Qualitative: Shelden, D. L., Angell, M. E., Stoner, J. B., & Roseland, B. D. (2010). 
School principals• in” uence on trust: Perspectives of mothers of children with 
disabilities. Journal of Educational Research, 103, 159…170. 

 FIGURE 1.3  
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  Quantitative Research Characteristics 

In quantitative research the major characteristics are: 

� Describing a research problem through a description of trends or a need for an 
explanation of the relationship among variables 

� Providing a major role for the literature through suggesting the research questions 
to be asked and justifying the research problem and creating a need for the direc-
tion (purpose statement and research questions or hypotheses) of the study 

� Creating purpose statements, research questions, and hypotheses that are speci“ c, 
narrow, measurable, and observable 

� Collecting numeric data from a large number of people using instruments with 
preset questions and responses 

� Analyzing trends, comparing groups, or relating variables using statistical analysis, 
and interpreting results by comparing them with prior predictions and past research 

� Writing the research report using standard, “ xed structures and evaluation criteria, 
and taking an objective, unbiased approach 

In quantitative research, the investigator  identi“ es a research problem based on 
trends in the “ eld or on the need to explain why something occurs. Describing a trend 
means that the research problem can be answered best by a study in which the researcher 
seeks to establish the overall tendency of responses from individuals and to note how 
this tendency varies among people. For example, you might seek to learn how voters 
describe their attitudes toward a bond issue. Results from this study can inform how a 
large population views an issue and the diversity of these views. 

However, some quantitative research problems require that you explain how one 
variable affects another.  Variables are an attribute (e.g., attitude toward the school bond 
issue) or characteristic of individuals (e.g., gender) that researchers study. By explaining 
a relation among variables, you are interested in determining whether one or more vari-
ables might in” uence another variable. For example, quantitative researchers may seek 
to know why certain voters voted against the school bond issue. The variables, gender 
and attitude toward the quality of the schools, may in” uence individuals• vote on the 
bond issue. 

For example, examine the sample quantitative article„the parent involvement study„at 
the end of this chapter. The authors in the parent involvement study (Deslandes & Bertrand, 
2005) are less interested in describing the level of parent involvement in secondary-level 
schooling and more interested in examining the relationship between four factors„par-
ents• role construction, self-ef“ cacy, perceptions of teacher invitations, and perceptions 
of adolescent invitations„as predictors of parent involvement at home and at school. To 
examine this relation, they collect survey data from 770 parents of children in Grades 7, 
8, and 9 (American system equivalents to Canadian schools). Thus, the problem being 
addressed is that we know little about what factors relate to parental involvement in sec-
ondary-level schooling. Assessing whether certain factors predict an outcome is best suited 
to quantitative research. 

In reviewing the literature in quantitative research, you will typically see a substantial 
literature review at the beginning of the study. Thus, the literature plays a major role in 
two ways: justifying the need for the research problem and suggesting potential purposes 
and research questions for the study. Justifying the research problem means that you use 
the literature to document the importance of the issue examined in the study. To accom-
plish this, you search the literature, locate studies that identify the problem as important 
to examine, and then cite this literature in the opening sections of a research report. 

The literature also creates a need for the study, as expressed speci“ cally in the pur-
pose statement and the research questions or hypotheses. You identify in the literature 
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key variables, relations, and trends, and use these to provide direction for your research 
questions and hypotheses. A literature review on college students, for example, may 
show that we know little about the problem of binge drinking. Existing literature, how-
ever, may identify the importance of peer groups and styles of interacting among stu-
dent peer groups. Thus, important research questions might address how peers and their 
interaction styles in” uence binge drinking on college campuses. In this way, the litera-
ture in a quantitative study both documents the need to study the problem and provides 
direction for the research questions. 

In the quantitative parent involvement study (Deslandes & Bertrand, 2005), the 
authors cite extensive literature at the beginning of the article. In these paragraphs, the 
authors rely on the model of the parent involvement process, and they discuss the litera-
ture surrounding each of the four major factors that are expected to in” uence parental 
involvement. They begin by reviewing the literature about the demographic or personal 
factors such as family size and educational level, then they proceed to review the lit-
erature about the major factors in the study that they predict will in” uence parental 
involvement„parents• role construction, parents• self-ef“ cacy, parents• perceptions of 
teacher invitations, and parents• perceptions of student invitations. In this way, the intro-
duction establishes the research that has been reported in the literature on each of the 
four factors in the study and foreshadows the research questions that will be addressed 
in the study. 

In quantitative research questions, you ask speci“ c, narrow questions to obtain mea-
surable and observable data on variables. The major statements and questions of direc-
tion in a study„the purpose statement, the research questions, and the hypotheses„are 
speci“ c and narrow because you identify only a few variables to study. From a study of 
these variables, you obtain measures or assessments on an instrument or record scores 
on a scale from observations. For example, in a study of adolescent career choices, 
the variable, the role of the school counselor, narrows the study to a speci“ c variable 
from among many variables that might be studied (e.g., role of parents, personal invest-
ment by student). To examine the impact of the school counselor on adolescent career 
choices, data must be obtained from the students. 

In the quantitative parent involvement study (Deslandes & Bertrand, 2005), the 
authors narrow and select a few factors that they predict will explain parental involve-
ment. They state their purpose of the study and the major research questions. They say 
that they will examine four factors that in” uence parental involvement at home and 
at school, and then they identify the four factors that they predict will in”  uence this 
involvement. Thus, their research questions are speci“ c to four factors, and later in the 
method section, they explain how they will measure these factors. 

In quantitative data collection, you use an instrument to measure the variables in 
the study. An instrument is a tool for measuring, observing, or documenting quantitative 
data. It contains speci“ c questions and response possibilities that you establish or develop 
in advance of the study. Examples of instruments are survey questionnaires, standardized 
tests, and checklists that you might use to observe a student•s or teacher•s behaviors. You 
administer this instrument to participants and collect data in the form of numbers. For 
instance, you might collect responses based on students checking boxes on a form, or 
from checklists you complete as you watch a student perform a task in the classroom. 
The intent of this process is to apply the results (called  generalizing the results) from a 
small number of people to a large number. The larger the number of individuals studied, 
the stronger the case for applying the results to a large number of people. For exam-
ple, on a survey sent to 500 parents in a school district, the researcher seeks informa-
tion about parents• attitudes toward the educational needs of pregnant teenagers in the 
schools. The researcher selects an instrument, •Attitudes toward Education of Pregnant 
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Teenagers,Ž found through a search of library resources. The 500 parents who receive 
this instrument represent a cross section of people from all socioeconomic levels in the 
school district. After collecting and analyzing this data, the investigator will draw conclu-
sions about all parents in this school district based on the representative sample studied. 

Data collection is also an integral part of the quantitative parent involvement study 
(Deslandes & Bertrand, 2005). The authors study a large number of parents (i.e., 770) of 
children in Grades 7, 8, and 9. They survey parents using an adaptation of the instru-
ment, •Sharing the Dream! Parent Questionnaire,Ž as well as items on a questionnaire 
designed by other researchers to assess parents• perceptions of student invitations. The 
survey items are translated into French to “ t the Quebec context, and they gather quan-
ti“ able data (scores) on the survey. They discuss the scales used to collect the data and 
how they are scored (i.e., from 1 = disagree very strongly to 6 = agree very strongly).

In quantitative data analysis, you analyze the data using mathematical procedures, 
called statistics. These analyses consist of breaking down the data into parts to answer 
the research questions. Statistical procedures such as comparing groups or relating scores 
for individuals provide information to address the research questions or hypotheses. You 
then interpret the results of this analysis in light of initial predictions or prior studies. This 
interpretation is an explanation as to why the results turned out the way they did, and 
often you will explain how the results either support or refute the expected predictions 
in the study. 

For example, in the parent involvement study (Deslandes & Bertrand, 2005), the 
authors collect responses from the parents of secondary-level students who provide 
scores on the survey instrument. The survey has questions relating to each of the eight 
factors (or constructs) and the outcome measures as shown in Table 2. To examine the 
relation of factors to parental involvement, the researchers do not use all of the items on 
the survey because some were not good measures of the factors. They use a statistical 
program (i.e., factor analysis) to help them identify the most important questions for each 
of the four scales composed of items (or factors) in the study. With this reduced set of 
questions for each of the four factors in the study, they then conduct descriptive analysis 
(i.e., means and standard deviations as shown in Table 3), and use the statistical program 
of regression statistical analysis to predict whether the control or personal items or four 
predictors best explain the variation in scores for parent involvement. From Tables 4 
and 5, we see what variables best explain the variation for each grade level (7, 8, 9) and 
for the two outcome measures of parent involvement at home and parent involvement 
at school. In short, the authors use statistical analysis consisting of three phases: factor 
analysis, descriptive analysis, and regression analysis. The ultimate goal was to relate 
variables to see what predictors (demographics or the four factors) best explain parental 
involvement. Then, in the implication section of the article, the authors discuss the main 
results of the study and compare their results with those found in other studies in the 
literature.

In reporting and evaluating quantitative research, the overall format for a study fol-
lows a predictable pattern: introduction, review of the literature, methods, results, and 
discussion. This form creates a standardized structure for quantitative studies. In addition, 
it also leads to speci“ c criteria that you might use to judge the quality of a quantita-
tive research report. For example, you examine a quantitative study to see if it has an 
extensive literature review; tests good research questions and hypotheses; uses rigorous, 
impartial data collection procedures; applies appropriate statistical procedures; and forms 
interpretations that naturally follow from the data. 

In quantitative research, you also use procedures to ensure that your own personal 
biases and values do not in” uence the results. You use instruments that have proven 
value and that have reliable and valid scores from past uses. You design studies to  control
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for all variables that might introduce bias into a study. Finally, you report research with-
out referring to yourself or your personal reaction. 

In the quantitative parent involvement study (Deslandes & Bertrand, 2005), the 
authors subdivide the research into standard sections typically found in quantitative stud-
ies. The study begins with an introduction that includes the literature review, purpose 
statement, and research questions; the methods; the results; the discussion; and, “ nally, 
the implications and limitations. The entire study conveys an impersonal, objective tone, 
and they do not bring either their biases or their personal opinions into the study. They 
use proven instruments to measure variables, and they employ multiple statistical proce-
dures to build objectivity into the study. 

  Qualitative Research Characteristics 

In qualitative research, we see different major characteristics at each stage of the research 
process:

� Exploring a problem and developing a detailed understanding of a central 
phenomenon

� Having the literature review play a minor role but justify the problem 
� Stating the purpose and research questions in a general and broad way so as to the 

participants• experiences 
� Collecting data based on words from a small number of individuals so that the 

participants• views are obtained 
� Analyzing the data for description and themes using text analysis and interpreting 

the larger meaning of the “ ndings 
� Writing the report using ” exible, emerging structures and evaluative criteria, and 

including the researchers• subjective re” exivity and bias 

Qualitative research is best suited to address aresearch problem in which you do 
not know the variables and need to explore. The literature might yield little information 
about the phenomenon of study, and you need to learn more from participants through 
exploration. For example, the literature may not adequately address the use of sign lan-
guage in distance education courses. A qualitative research study is needed to explore 
this phenomenon from the perspective of distance education students. Unquestionably, 
using sign language in such courses is complex and may not have been examined in 
the prior literature. A central phenomenon is the key concept, idea, or process studied 
in qualitative research. Thus, the research problem of the dif“ culty in teaching children 
who are deaf requires both an exploration (because we need to better know how to 
teach these children) and an understanding (because of its complexity) of the process of 
teaching and learning. 

The authors in the sample article on mothers• trust in school principals (Shelden 
et al., 2010) build a case for the importance of trust in the opening passages of the arti-
cle. They suggest that it is an important issue, and that it has a positive effect on student 
outcomes. They then narrow the discussion to trust of school leaders and then to par-
ents of children with disabilities, and then “ nally to the relationships between home and 
school partnerships for students with disabilities. They point out the problem of possible 
discrepant viewpoints between parents and schools„a potential problem that needs to 
be addressed. They then discuss the need for exploring further the critical role of princi-
pals in establishing trust in the relationships between families of children with disabilities 
and education professionals. In sum, they open the article by discussing the important 
central phenomenon of trust and exploring the potential discrepant viewpoints between 
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mothers of individuals with disabilities and principals. They say that they view trust as 
the •central phenomenon requiring exploration and understandingŽ (p. 161). 

In qualitative research, theliterature review plays a less substantial role at the begin-
ning of the study than in quantitative research. In qualitative research, although you 
may review the literature to justify the need to study the research problem, the literature 
does not provide major direction for the research questions. The reason for this is that 
qualitative research relies more on the views of participants in the study and less on the 
direction identi“ ed in the literature by the researcher. Thus, to use the literature to fore-
shadow or specify the direction for the study is inconsistent with the qualitative approach 
of learning from participants. For example, one qualitative researcher who studied bul-
lying in the schools cited several studies at the beginning of the research to provide 
evidence for the problem but did not use the literature to specify the research questions. 
Instead, this researcher attempted to answer in the research the most general, open ques-
tion possible, •What is bullying?,Ž and to learn how students constructed their view of 
this experience. 

In the illustrative sample qualitative study by Shelden et al. (2010), the authors begin 
the article by citing numerous studies from the literature. This literature review is not to 
identify speci“ c questions that need to be answered; instead, the literature review estab-
lishes the meaning and importance of the central phenomenon of trust„why it is impor-
tant and the relationships needed in schools that involve parents and educational teams, 
including principals. In this article, there is no separate literature review section, and the 
literature is used to justify the importance of studying the potential problem of the rela-
tionships between parents (i.e., mothers) and the schools (i.e., principals). 

In qualitative research, thepurpose statement and the research questions are stated 
so that you can best learn from participants. You research a single phenomenon of inter-
est and state this phenomenon in a purpose statement. A qualitative study that examines 
the •professionalismŽ of teachers, for example, asks high school teachers, •What does it 
mean to be a professional?Ž This question focuses on understanding a single idea„being 
a professional„and the responses to it will yield qualitative data such as quotations. 

In the qualitative study of mothers• trust in school principals (Shelden et al., 2010), 
the authors say that the study emerged from a broader study of the perspectives of moth-
ers of children with disabilities on trust in education personnel. The authors raise this 
question, •What are the perspectives of mothers of children with disabilities on trust in 
school principals?Ž (p. 161). This is a general and broad question that seeks to under-
stand (or •gain insight into,Ž p. 161) the perspectives of the mothers. 

In qualitative research, youcollect data to learn from the participants in the study and 
develop forms, called  protocols, for recording data as the study proceeds. These forms 
pose general questions so that the participants can provide answers to the questions. 
Often questions on these forms will change and emerge during data collection. Examples 
of these forms include an  interview protocol, which consists of four or “ ve questions, or 
an observational protocol, in which the researcher records notes about the behavior of 
participants. Moreover, you gather text (word) or image (picture) data. Transcribed audio 
recordings form a database composed of words. Observing participants in their work or 
family setting, you take notes that will become a qualitative database. When researchers 
ask young children to write their thoughts in a diary, these diary entries, too, become a 
text database. With each form of data, you will gather as much information as possible to 
collect detailed accounts for a “ nal research report. 

In our sample qualitative study by Shelden et al. (2010), the authors recruited a 
sample of mothers of school-age children with disabilities, and conducted interviews 
with 16 of these parents. In the journal article, the authors provide the eight open-ended 
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questions that they asked. These interviews enabled them to probe for further informa-
tion, elaboration, and clari“ cation of responses, while maintaining a •feeling of open-
nessŽ to the participants• responses. 

In qualitative research typically you gather a text database, so the  data analysis of 
text consists of dividing it into groups of sentences, calledtext segments, and determin-
ing the meaning of each group of sentences. Rather than using statistics, you analyze 
words or pictures to describe the central phenomenon under study. The result may be a 
description of individual people or places. In some qualitative studies, the entire report 
is mostly a long description of several individuals. The result may also include themes 
or broad categories that represent your “ ndings. In qualitative studies in which you both 
describe individuals and identify themes, a rich, complex picture emerges. From this 
complex picture, you make an interpretation of the meaning of the data by re” ecting on 
how the “ ndings relate to existing research; by stating a personal re” ection about the sig-
ni“ cance of the lessons learned during the study; or by drawing out larger, more abstract 
meanings.

In the study of mothers• perspectives of trust in school principals (Shelden et al., 
2010), we can see these data analysis steps. The authors analyzed text data based on 
audiotaped and transcribed verbatim passages as mentioned in the section on interviews. 
In their section on data analysis, they talk about the •line-by-line codingŽ of their data in 
which they used the words of the participants to form categories. They provide in Table 1 
a detailed descriptive portrait of participants in their study, noting the ethnicity, type of 
disability, grade level, and other personal information. In the results section we “ nd the 
various themes that they identi“ ed, such as principal attributes and principal actions. 
In the conclusion section, they review all of these “ ndings, thereby creating a complex 
picture of the relationship between mothers and school leaders. Although their personal 
re” ections are minimal in this study, the authors discuss their challenges in recruiting 
participants to the study and how they sought to protect the identity of the participants. 

In reporting qualitative research you employ a wide range of formats to report your 
studies. Although the overall general form follows the standard steps in the process 
of research, the sequence of these •partsŽ of research tends to vary from one qualita-
tive report to another. A study may begin with a long, personal narrative told in story 
form or with a more objective, scienti“ c report that resembles quantitative research. With 
such variability, it is not surprising that the standards for evaluating qualitative research 
also are ” exible. Good qualitative reports, however, need to be realistic and persua-
sive to convince the reader that the study is an accurate and credible account. Qualita-
tive reports typically contain extensive data collection to convey the complexity of the 
phenomenon or process. The data analysis re” ects description and themes as well as 
the interrelation of themes. In addition, you discuss your role or position in a research 
study, called being re” exive. This means that you re” ect on your own biases, values, and 
assumptions and actively write them into the research. This may also involve discuss-
ing personal experiences and identifying how you collaborated with participants during 
phases of the project. You may also discuss how your experiences and cultural back-
grounds (e.g., Asian American perspectives) affect the interpretations and conclusions 
drawn in the study. 

In the sample study of mothers• trust in school principals (Shelden et al., 2010), the 
authors used more of a scienti“ c structure than a literary structure for writing their article. 
This may have been done because of the requirements of the journal to address certain 
aspects (e.g., methods, results, discussion). However, the article did depart from the tra-
ditional structure by not having a separate literature review section; instead, the literature 
review was incorporated into the introduction to establish the importance of the central 
phenomenon„trust„and to develop a need for the study. The authors did employ the 
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personal pronoun •weŽ in referring to themselves in the study, a subjective orientation 
typically associated with qualitative, literary writing. As mentioned earlier, references to 
themselves, and especially how their backgrounds shaped their interpretation, were absent. 

  Similarities and Differences between Quantitative 
and�Qualitative�Research 

At this point you may be asking how quantitative research and qualitative research are 
similar and different. In terms of similarity, both forms of research follow the six steps 
in the process of research. There are minor differences, as well, in the introduction to a 
study„the research problem section„in that both sections need to establish the impor-
tance of the problem. In quantitative research the research problem section is used to 
direct the types of questions or hypotheses asked in the study, whereas in qualitative 
research the research problem discussion is typically used to establish the importance of 
the central idea. These differences are apparent in the comparison of the introduction to 
the quantitative parent involvement study (Deslandes & Bertrand, 2005) and the qualita-
tive mothers• trust in school principals study (Shelden et al., 2010). 

Another similarity exists in the data collection procedures. Both quantitative and 
qualitative data collection may employ similar approaches, such as interviews or observa-
tions. However, quantitative approaches use more closed-ended approaches in which the 
researcher identi“ es set response categories (e.g., strongly agree, strongly disagree, and 
so forth), whereas qualitative approaches use more open-ended approaches in which the 
inquirer asks general questions of participants, and the participants shape the response 
possibilities (e.g., in an interview with a teacher, a qualitative researcher might ask: What 
does professional development mean to you?). 

There are distinct differences that go beyond the forms of gathering data. In data 
analysis, the procedures are quite different. In quantitative research, the investigator 
relies on statistical analysis (mathematical analysis) of the data, which is typically in 
numeric form. In qualitative research, statistics are not used to analyze the data; instead, 
the inquirer analyzes words (e.g., transcriptions from interviews) or images (e.g., photo-
graphs). Rather than relying on statistical procedures, the qualitative researcher analyzes 
the words to group them into larger meanings of understanding, such as codes, catego-
ries, or themes. The reporting formats are also typically different, with the quantitative 
structure following the typical introduction, literature review, methods, results, and con-
clusion sections. In qualitative research, some of these sections may be missing (e.g., the 
literature review in the Shelden et al., 2010 study), and the format may be more of a liter-
ary opening with a personal vignette or passage, an unfolding story, the use of extensive 
quotes from participants, and personal re” ections from the researcher. 

It should also be mentioned that rather than viewing quantitative and qualitative as 
two end points in a dichotomy, but rather as different points on a continuum. Studies 
may contain some elements of the characteristics of quantitative research and some ele-
ments of qualitative research. However, studies do  tend to lean toward one approach or 
the other, and knowing the characteristics associated with each type of research enables 
a researcher to assess whether a particular study favors either quantitative or qualitative 
research.

How do you choose whether to use a quantitative or a qualitative approach? Three 
factors are important. First, match your approach to your research problem. Remember 
that the problems best suited for quantitative research are those in which trends or expla-
nations need to be made. For qualitative research, the problems need to be explored to 
obtain a deep understanding. Second, your approach needs to “ t the audience(s) for the 
research report. Educators write for several audiences, such as policy makers, faculty and 
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graduate committees, editors and review boards, evaluators of grant proposals, and indi-
viduals in schools or educational settings. It is important that the audience(s) be familiar 
with the approach used in a study. Third, relate your approach to your personal experi-
ence and training. A quantitative researcher typically has taken some courses or training 
in measurement, statistics, and quantitative data collection, such as experiments, corre-
lational designs, or survey techniques. Qualitative researchers need experience in “ eld 
studies in which they practice gathering information in a setting and learning the skills of 
observing or interviewing individuals. Coursework or experience in analyzing text data 
is helpful, as well as in research designs such as grounded theory, ethnography, or nar-
rative research. Some individuals have experience and training in approaches to research 
that combine both quantitative and qualitative methods, such as mixed methods research 
or action research. 

  Research Designs Associated with Quantitative 
and Qualitative�Research 

It is not enough to know the steps in the process of research, and that quantitative and 
qualitative procedures differ at each step. This text will also go into detailed procedures 
involved in quantitative, qualitative, and combined research.  Research designs  are the 
speci“ c procedures involved in the research process: data collection, data analysis, and 
report writing. Figure 1.4 illustrates how the steps in the research process relate to quan-
titative and qualitative research and advances eight different research designs, used by 
educational researchers, discussed in this book. 

  Experimental Designs 
Some quantitative researchers seek to test whether an educational practice or idea makes 
a difference for individuals. Experimental research procedures are ideally suited for 

 FIGURE 1.4  
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this study. Experimental designs (also called intervention studies or group comparison 
studies) are procedures in quantitative research in which the investigator determines 
whether an activity or materials make a difference in results for participants. You assess 
this impact by giving one group one set of activities (called an intervention) and with-
holding the set from another group. 

  Correlational Designs 
In some studies, you may be unable to provide an intervention or to assign individuals 
to groups. Moreover, you focus more on examining the association or relation of one or 
more variables than in testing the impact of activities or materials.Correlational designs
are procedures in quantitative research in which investigators measure the degree of 
association (or relation) between two or more variables using the statistical procedure 
of correlational analysis. This degree of association, expressed as a number, indicates 
whether the two variables are related or whether one can predict another. To accomplish 
this, you study a single group of individuals rather than two or more groups as in an 
experiment.

  Survey Designs 
In another form of quantitative research, you may not want to test an activity or materi-
als or may not be interested in the association among variables. Instead, you seek to 
describe trends in a large population of individuals. In this case, a survey is a good 
procedure to use. Survey designs are procedures in quantitative research in which you 
administer a survey or questionnaire to a small group of people (called thesample) to 
identify trends in attitudes, opinions, behaviors, or characteristics of a large group of peo-
ple (called the population).

  Grounded Theory Designs 
Instead of studying a single group, you might examine a number of individuals who 
have all experienced an action, interaction, or process.Grounded theory designs are 
systematic, qualitative procedures that researchers use to generate a general explanation 
(grounded in the views of participants, called a grounded theory) that explains a process, 
action, or interaction among people. The procedures for developing this theory include 
primarily collecting interview data, developing and relating categories (or themes) of 
information, and composing a “ gure or visual model that portrays the general explana-
tion. In this way, the explanation is •groundedŽ in the data from participants. From this 
explanation, you construct predictive statements about the experiences of individuals. 

  Ethnographic Designs 
You may be interested in studying one group of individuals, in examining them in the 
setting where they live and work, and in developing a portrait of how they interact. An 
ethnographic study is well suited for this purpose. Ethnographic designs are qualitative 
procedures for describing, analyzing, and interpreting a cultural group•s shared patterns 
of behavior, beliefs, and language that develop over time. In ethnography, the researcher 
provides a detailed picture of the culture-sharing group, drawing on various sources 
of information. The ethnographer also describes the group within its setting, explores 
themes or issues that develop over time as the group interacts, and details a portrait of 
the group. 

  Narrative Research Designs 
You may not be interested in describing and interpreting group behavior or ideas, or in 
developing an explanation grounded in the experiences of many individuals. Instead, 
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you wish to tell the stories of one or two individuals. Narrative research designs are 
qualitative procedures in which researchers describe the lives of individuals, collect and 
tell stories about these individuals• lives, and write narratives about their experiences. 
In education, these stories often relate to school classroom experiences or activities in 
schools.

  Mixed Methods Designs 
You decide to collect both quantitative data (i.e., quanti“ able data) and qualitative data 
(i.e., text or images). The core argument for a mixed methods design is that the combina-
tion of both forms of data provides a better understanding of a research problem than 
either quantitative or qualitative data by itself.Mixed methods designs are procedures for 
collecting, analyzing, and mixing both quantitative and qualitative data in a single study 
or in a multiphase series of studies. In this process, you need to decide on the empha-
sis you will give to each form of data (priority), which form of data you will collect “  rst 
(concurrent or sequential), how you will •mixŽ the data (integrating or connecting), and 
whether you will use theory to guide the study (e.g., advocacy or social science theory). 

  Action Research Designs 
Like mixed methods research, action research designs often utilize both quantitative and 
qualitative data, but they focus more on procedures useful in addressing practical prob-
lems in schools and the classrooms.  Action research designs are systematic procedures 
used by teachers (or other individuals in an educational setting) to gather quantitative 
and qualitative data to address improvements in their educational setting, their teaching, 
and the learning of their students. In some action research designs, you seek to address and 
solve local, practical problems, such as a classroom-discipline issue for a teacher. In other 
studies, your objective might be to empower, transform, and emancipate individuals in 
educational settings. 

  IMPORTANT ETHICAL ISSUES IN CONDUCTING RESEARCH 

Respect for audiences and the use of nondiscriminatory language are ethical issues that 
Maria must observe. Like Maria, all educational researchers need to be aware of and 
anticipate ethical issues in their research. Such a need stems from the research horrors 
of treatment of individuals in Nazi Germany and the inappropriate Tuskegee syphilis 
studies (Mark & Gamble, 2009). From these and other violations of treatment of partici-
pants developed federal guidelines for conducting research as announced in the 1978 
National Commission for the Protection of Human Subjects on Biomedical and Behav-
ioral Research and itsBelmont Report (Department of Health, Education, and Welfare, 
1978). The three basic principles of thisReport involve the bene“ cence of treatment of 
participants (maximizing good outcomes and minimizing risk), respect for participants 
(protecting autonomy and ensuring well-informed, voluntary participation), and justice 
(a fair distribution of risk and bene“ ts). 

  Institutional Review Boards 

Campus of“ ces developed to monitor adherence to these three principles, and of“ ces 
of institutional review boards emerged. Federal funds could be withheld from campuses 
if research conducted on those campuses did not protect the treatment of participants. 
Accordingly, on campuses that receive federal funds, educational researchers need to 
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learn about the procedures involved in applying for approval from their institutional 
review board of“ ces, and follow guidelines in developing applications for approval and 
in designing consent forms for participants to complete that guarantee their protection. 

  Professional Associations 

Ethical standards are also available from professional associations. Examples of pro-
fessional associations that offer helpful guidelines include the American Educational 
Research Association (AERA;Ethical Standards of the American Educational Research 
Association, Strike et al., 2002), the American Psychological Association (APA;  Ethical 
Principles of Psychologists and Code of Conduct, 2003), the American Anthropological 
Association (AAA;Code of Ethics, 1998), and the Joint Committee on Standards for Educa-
tional Evaluation ( Program Evaluation Standards, adopted November 21, 1980; amended 
through September 20, 1995). 

According to these guidelines, individuals who participate in a study have certain 
rights. Before participating in research, individuals need to know the purpose and aims 
of the study, how the results will be used, and the likely social consequences the study 
will have on their lives. They also have the right to refuse to participate in a study and to 
withdraw at any time. When they participate and provide information, their anonymity is 
protected and guaranteed by the researcher. Individuals are not to be offered excessive 
“ nancial inducements to participate in a project. Participants also have the right to gain 
something from a study. Researchers need to actively look for ways to •give backŽ (or 
reciprocate) to participants in a study because the participants have freely provided their 
time. For example, in one study involving individuals with HIV, the author shared book 
royalties with the participants in the study. In another study, a researcher volunteered 
to help supervise lunchroom activities in exchange for information from students in the 
school.

  Ethical Practices throughout the Research Process 

In all steps of the research process, you need to engage in ethical practices. Practicing 
ethics is a complex matter that involves much more than merely following a set of static 
guidelines such as those from professional associations or conforming to guidelines from 
campus institutional review boards. Ethics has become a more pervasive idea stretching 
from the origins of a research study to its “ nal completion and distribution. Ethics should 
be a primary consideration rather than an afterthought, and it should be at the fore-
front of the researcher•s agenda (Hesse-Bieber & Leavy, 2006). Of all of the steps in the 
research process, it does tend to relate closely to the data collection and reporting and 
distribution of reports than any of the other phase of research. A few of some of these 
issues will be mentioned here. 

  Some Ethical Issues in Data Collection 

It is important to respect the site in which the research takes place. This respect should 
be shown by gaining permission before entering a site, by disturbing the site as little 
as possible during a study, and by viewing oneself as a •guestŽ at the place of study. 
Lincoln Public Schools (n.d.) in Lincoln, Nebraska, provides illustrative guidelines to fol-
low for conducting research with minimal disruption to a school district. Their guide-
lines list several reasons why a project may not be approved. Disapproved projects are 
those that take away considerable amounts of instructional time; require large amounts 
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of teacher, administrator, or of“ ce time (the district may ask to be reimbursed for the 
costs of compiling information, staff time, or materials); interfere with district data collec-
tion or the work of current research projects; are planned for the “ rst or last month of the 
school year; or are received too late in the year to be adequately reviewed. 

Another strategy for respecting the research site with minimal disruption is to gain 
access through gatekeepers (or of“ cials). Researchers may need to consult with different 
gatekeepers at multiple levels in an organization. For example, in a study in one high 
school classroom, the researcher sought permission from several individuals, including 
the school board responsible for ensuring that the rights of human participants were pro-
tected, the research of“ cial in the school district, the principal of the school, the teacher 
in a government class, and the actual students who participated in the study and their 
parents.

Other ethical issues arise in data collection and are associated with speci“ c types 
of research designs. You need to not purposefully deprive some participants of helpful 
treatments, only publish positive results, or fail to disclose the purpose of the study to 
participants. It is helpful to involve stakeholders in assessing risk to participants, and to 
not pressure participants into signing consent forms (S. Levy, personal communication, 
May 3, 2010), to not engage in practices that create power imbalances, and to respect 
norms of indigeneous cultures (Lincoln, 2009). 

  Some Ethical Issues in Data Reporting 

You need to show respect to audiences who read and use information from studies. Data 
should be reported honestly, without changing or altering the “ ndings to satisfy certain 
predictions or interest groups. It may, however, be appropriate for the primary investi-
gator to provide those at the research site with a preliminary copy of any publications. 
In addition, studies completed by others should not be plagiarized, and credit should 
be given for material quoted from other studies. This credit involves citing the authors 
and the date of the publication, and listing the publication in the reference section of 
the study. In addition, research should be free of jargon and be understandable to those 
being studied. As ethical educators, we need to make every effort to communicate the 
practical signi“ cance of our research to the community of researchers and practitioners 
so inquiry will be encouraged and used. Educational researchers have an ethical mandate 
to produce research that is of high quality, and to report their results that convey basic 
assumptions they are making. This also means that research should not sit unpublished 
and that researchers should openly share their “ ndings (Brown & Hedges, 2009). Results 
should be published and disseminated, even though they may present “ ndings contrary 
to accepted standards (S. Levy, personal communication, May 3, 2010). 

  SKILLS NEEDED TO DESIGN AND CONDUCT RESEARCH 

As a new researcher, you may wonder whether you have the ability to read, evaluate, 
and actually conduct research. Knowing the process of research, you may say, does not 
guarantee an adequate research study. Certainly Maria, who is new to research, has these 
concerns. 

Let me set your mind at ease. You have already learned valuable research skills 
through your life experiences. These skills include solving puzzles, employing a long 
attention span, using a library, and, of course, writing out your thoughts. 
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  Solving Puzzles 

Researchers look at problems as puzzles to solve. The steps in the research process are 
viewed as a series of puzzle pieces that the inquirer assembles. You already have skills in 
solving puzzles. You “ t together the debits and credits to balance your checkbook. As a 
parent (or prospective parent), you engage in multiple roles during the day that require 
juggling of different tasks. These are puzzles that we work out by breaking them down 
into manageable parts (•What will be the demands on my time today?Ž), setting obtain-
able objectives (•I will have a busy day at work, so I will focus on my job todayŽ), and 
possibly writing them down (•I need to make a list of what I must accomplish todayŽ). 
As you examine research studies or engage in the process of inquiry, assembling these 
parts of the puzzle„such as “  rst working on a research problem and then specifying a 
purpose for a study„will require that all of the pieces “  t together, as with the many puz-
zles that we solve in daily living. 

  Lengthening Your Attention Span 

Although we generally make time to complete the tasks we love, our attention span cer-
tainly varies from task to task. The process of research involves six steps that may span a 
period of 6 months or more. To read through a journal article and identify each of these 
steps, for example, requires patience as well as knowledge about what to look for. We 
all bring attention spans of varying lengths to the process of research. But if we consider 
the tasks we love and the amount of time we devote to them, we can see that we have 
already developed an attention span long enough to spend considerable time at research. 

  Learning to Use Library Resources 

The step in the research process that requires you to review the literature means spend-
ing time in an academic library. For most of us, going to the library probably began in 
grade school with trips to the school library. Engaging in research requires spending 
time with library resources, a process that is facilitated by home computers and Internet 
connections to library catalogs. But the process of research requires that you use skills 
in locating studies, summarizing them, and writing a review of the literature. These skills 
are developed during research, if you do not already have them. They develop from our 
comfort level with a library and with experiences that began early in our schooling and 
continue today. 

  Writing, Editing, and More Writing 

Researchers cannot escape the ever-present aspect of writing as a key facet of research. 
As writers, we work through numerous drafts, receive reactions from others, and develop 
new drafts. Research involves writing the study for an audience. Do you enjoy writing 
and communicating your thoughts? Do you like to write in a journal or a diary? Do you 
get satisfaction from completing projects? You have probably written several essays in 
college already or worked on a research report with other students or a faculty member. 
In short, you have experience in writing. As you know, writing is more than recording 
ideas on paper or in a computer “ le. It is also organizing ideas, preparing interview 
questions, jotting down notes during an observation, and writing for permission to use 
someone else•s questions or articles. Writing exists in all phases of the creative process of 
planning and in conducting research. 
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     KEY IDEAS IN THE CHAPTER 
  The De� nition and Importance of Educational Research 

Research involves asking a question, collecting data, and analyzing data to determine the 
answer to the question. It helps educators understand problems or issues through the 
accumulation of knowledge. It can assist educators in improving practice, and it focuses 
attention on important policy issues being discussed and debated by decision makers. 
Also, engaging in research provides valuable conceptual writing and presenting skills for 
students.

  The Six Steps in the Process of Research 

Six steps are followed when conducting a research study. The study begins with iden-
tifying a research problem or issue of study. It then consists of reviewing the literature; 
advancing direction through research questions and statements; and collecting, analyz-
ing, and interpreting the data. This process culminates in a research report presented, 
evaluated, and potentially used by the educational community. 

  The Characteristics of Quantitative and Qualitative Research 

In quantitative research the major characteristics are: describing a research problem 
through a description of trends or a need for an explanation of the relationship among 
variables; providing a major role for the literature through suggesting the research ques-
tions to be asked and justifying the research problem and creating a need for the direc-
tion (purpose statement and research questions or hypotheses) of the study; creating 
purpose statements, research questions, and hypotheses that are speci“ c, narrow, mea-
surable, and observable; collecting numeric data from a large number of people using 
instruments with preset questions and responses; analyzing trends, comparing groups, 
or relating variables using statistical analysis, and interpreting results by comparing them 
with prior predictions and past research; and writing the research report using standard, 
“ xed structures and evaluation criteria, and taking an objective, unbiased approach. 

In qualitative research, we see different major characteristics at each stage of the 
research process: exploring a problem and developing a detailed understanding of a cen-
tral phenomenon; having the literature review play a minor role but justify the problem; 
stating the purpose and research questions in a general and broad way so as to the par-
ticipants• experiences; collecting data based on words from a small number of individu-
als so that the participants• views are obtained; analyzing the data for description and 
themes using text analysis and interpreting the larger meaning of the “ ndings; writing 
the report using ” exible, emerging structures and evaluative criteria, and including the 
researchers• subjective re” exivity and bias. 

Although quantitative and qualitative characteristics need to be seen as points on a 
continuum rather than opposites, the choice of research between the two is based on 
matching the approach to a research problem, “ tting the approach to your audience, and 
relating the approach to your experiences. 

  The Types of Research Designs Associated with 
Quantitative and Qualitative Research 

Researchers tend to employ speci“ c procedures for data collection, analysis, and report 
writing within the quantitative and qualitative approaches. This text emphasizes eight 
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research designs: experimental, correlational, survey, grounded theory, ethnographic, 
narrative, mixed methods, and action research designs. 

  The Important Ethical Issues 

A need for attention to ethical issues arose out of the inhumane treatment of participants 
in past years. As a result, the federal government issued legislation and reports governing 
good ethical practices. These guidelines have been supplemented by professional organi-
zational reports. As a result, educational researchers need to anticipate ethical issues 
throughout the research process, but they are especially important during data collection 
and in writing and disseminating reports. 

  The Skills Needed to Design and Conduct Research 

Research often mirrors the practices found in everyday life, such as solving puzzles, 
focusing attention on topics, and practicing good writing and editing. It also involves 
learning how to use the academic library and to locate useful literature for a study. 

  USEFUL INFORMATION FOR PRODUCERS OF RESEARCH 

� As you plan and conduct a study, keep in mind that research needs to be 
valuable to educators. Include comments in your study that convey the value 
to speci“ c educational audiences. 

� Use the general framework of the six steps for thinking about your plans and the 
conduct of research. These six steps make research manageable, help ensure that 
you conduct thorough inquiries, and provide a useful strategy for the design and 
writing of the research. 

� As you plan and conduct a study, discuss speci“ cally the characteristics of the 
quantitative and qualitative approach you are using. 

� Recognize that research is not either all quantitative or all qualitative, but tends 
toward one or the other (on a continuum). 

� Be ethical in conducting research. Respect the rights of participants, research sites, 
and individuals who will be readers of your study. 

� Consider the skills that you need to develop to be a researcher. You may already 
have developed the skills of reading and writing, using library resources, solving 
puzzles, and focusing in on a topic of interest. 

  USEFUL INFORMATION FOR CONSUMERS OF RESEARCH 

� As you examine a study, recognize that authors emphasize different reasons for 
undertaking their study. Look for suggestions by the author for practical applica-
tions of a study. 

� Recognize that researchers proceed through a process of research and then 
construct sections of a study that re” ect different steps in this process. For the 
research problem, examine the •introductionŽ to a study; for the literature review, 
explore the •literature reviewŽ section. For the data collection discussion, visit the 
•methodŽ or •procedureŽ section, and for the data analysis and interpretation, see 
the •resultsŽ or •“ ndingsŽ as well as the •discussionŽ sections. 
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� Expect that a quantitative study and a qualitative study will not look the same, 
because they differ in many of the steps of the research process. At the same 
time, they adhere to the same general steps of the overall research process. 

� Look for statements in the study where the researcher discusses ethical issues that 
arose in the study and how they were addressed. 

  UNDERSTANDING CONCEPTS AND EVALUATING RESEARCH STUDIES 
You can test your knowledge of the content of this chapter by answering the following 
questions that relate to the parent involvement study and the mothers• trust in school 
principals study. Answers to the questions are found in appendix A so that you can 
assess your progress. 
 1.  What preconceptions do you bring to the study of research? List three advantages 

and three disadvantages of conducting research. 
 2.  Assume that you are Maria in the introductory scenario in this chapter. List three 

steps that you might take to begin your research study. 
 3.  How would the parent involvement study (Deslandes & Bertrand, 2005) be different 

if you presented it as a qualitative study? How would the mothers• trust in school 
principals study (Shelden et al., 2010) be different if you presented it as a  quantita-
tive study? 

Go to the Topic •Introduction to Educational ResearchŽ in the MyEducationLab 
(www.myeducationlab.com ) for your course, where you can: 

� Find learning outcomes for •Introduction to Educational Research.Ž 
� Complete Assignments and Activities that can help you more deeply under-

stand the chapter content. 
� Apply and practice your understanding of the core skills identi“ ed in the 

chapter with the Building Research Skills exercises. 
� Check your comprehension of the content covered in the chapter by going to 

the Study Plan. Here you will be able to take a pretest, receive feedback on 
your answers, and then access Review, Practice, and Enrichment activities to 
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 Sample Quantitative Study

 Motivation of Parent Involvement in Secondary-Level Schooling 

Rollande Deslandes 
Université du Québec à Trois-Rivières, Canada 
Richard Bertrand 
Université Laval, Quebec, Canada 

 Abstract 

Inspired by K. V. Hoover-Dempsey and H. M. Sandler•s (1995, 1997) model of the parent involve-
ment process, the authors examined 4 psychological constructs of parent involvement: (a) relative 
strength of parents• role construction, (b) parents• self-ef“ cacy for helping adolescents succeed in 
school, (c) parents• perceptions of teacher invitations to become involved, and (d) parents• percep-
tions of students• invitations to become involved. The authors obtained survey responses from 770 
parents of adolescents in 5 Quebec secondary schools„354 parents of 7th graders, 231 parents of 
8th graders, and 185 parents of 9th graders. Results emphasize that it is important that researchers 
distinguish parent involvement at home and at school when examining the predictive power of the 
4 psychological constructs. Findings also provide evidence of grade-level differences in the predictive 
models of parent involvement at home and at school. Parents• perceptions of students• invitations 
was the most powerful predictor of parent involvement at home models across the 3 grade levels. 
Parents• role construction made important contributions to the prediction of their involvement at 
Grades 7 and 9; parents• perceptions of teacher invitations were associated with parent involvement 
at school across the 3 grade levels. Whether at home or at school, parents became involved if they 
perceived that teachers and students expected or desired their involvement. 
Key words: parent involvement, parent motivation, secondary schools 

In past decades, a wealth of studies showed that parent involvement is essential in children•s 
educational process and outcomes ( Henderson & Mapp, 2002 ). Parent involvement refers to par-
ents• roles in educating their children at home and in school ( Christenson & Sheridan, 2001 ). 
Involvement can take different forms, including discussions about school, help with homework, 
or volunteering at school. Parent involvement appears to have lasting bene“ ts even through high 
school. When parents are involved, secondary students tend to earn higher grades ( Deslandes, 
Royer, Turcotte, & Bertrand, 1997 ; Dornbusch & Ritter, 1988 ; Lee, 1994 ; Steinberg, Lamborn, 
Dornbusch, & Darling, 1992 ), show higher aspirations ( Trusty, 1996 ), and have fewer disciplinary 
problems ( Deslandes & Royer, 1997 ; Eccles, Early, Frasier, Belansky, & McCarthy, 1997 ).

Even though the bene“ ts associated with parent involvement at the secondary level seem to be 
well understood, educators still know little about what factors lead parents to decide to become 
involved in their adolescents• schooling. In the present study, we explored how the psychological 
constructs, as de“ ned in Hoover-Dempsey and Sandler•s model (1995, 1997), in” uence the parent 
involvement process at the secondary level, and more precisely, at the “ rst three grade levels in 
Quebec secondary schools. We addressed the following research question: What are the relative 
contributions of parents• (a) role construction, (b) self-ef“ cacy, (c) perception of teacher invitations, 
and (d) perception of adolescent invitations to predict parent involvement at home and at school in 
Grades 7, 8, and 9? (Because the invitation for parents to become involved is presented by teachers 
and students, we considered, as did Walker, Hoover-Dempsey, Reed, and Jones [2000], teacher invi-
tations and student invitations as two difference constructs, thus leading to four psychological con-
structs related to parent involvement.) Previous research on the evolution of adolescents• autonomy 
and parent involvement in secondary schools led us to expect some differences across grade levels 
in the predictive models of parent involvement at home and at school ( Deslandes, 2003 ).

  Quantitative 
Characteristics 
in Marginal 
Annotations  
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  In�  uences on Parent Involvement 

Jordan, Orozco, and Averett (2001)  identi“ ed factors that in” uence levels and aspects of parent 
involvement. Family (e.g., education level, family structure, family size, parent gender, work outside 
the home) and child characteristics (e.g., age, gender, grade level, academic performance) are of 
particular relevance in this study. Research has shown that undereducated parents and single par-
ents are less involved in certain types of involvement activities. For instance, Deslandes, Potvin, and 
Leclerc (1999)  found that adolescents from traditional families and well-educated parents report 
more affective support (parent encouragement and praise, help with homework, frequent discus-
sions about school, and attendence at school performances or sports events) than do adolescents 
from nontraditional families and less educated parents. Astone and McLanahan (1991)  also indi-
cated that adolescents who live with single parents or stepparents report that their homework is 
monitored less than the homework of adolescents from traditional families. Deslandes and Cloutier 
(2000) reported that mothers are more involved with homework than are fathers.  Dauber and 
Epstein (1989)  argued that well-educated parents and those who do not work outside the home 
(Eccles & Harold, 1996 ) are more likely to be involved at school. Eccles and Harold concluded that 
parents with fewer children provide more help with homework than do parents with more children. 

Child characteristics also may in” uence parent involvement. For example, Deslandes and Potvin 
(1999) observed that mothers of adolescent boys communicated with teachers more often than did 
mothers of adolescent girls. Parents tend to become more involved when their children experience 
their “ rst learning or behavior dif“ culties. According to  Eccles and Harold (1996) , parents of high-
achieving children tend to participate more in school activities than do parents of low-achieving 
children. Epstein (2001)  showed that parent involvement decreases dramatically as children move 
into secondary school. When Deslandes (2003)  compared parent involvement in Grades 8, 9, and 
10, he found a steady decline in parent involvement, but a steady increase in adolescent autonomy. 

  Parents• Role Construction 

Parents need to understand their roles because that understanding identi“ es the activities that they 
believe are necessary and part of their responsibilities as parents. In other words, parents are more 
likely to become involved if they view their participation as a requirement of parenting. Hoover-
Dempsey, Jones, and Reed (1999) hypothesized three components of role construction, depending 
on whether parents focused responsibility for children•s education on themselves as parents, on 
the school, or on parent…school partnerships. 

  Parents• Self-ef� cacy for Helping Children Succeed in School 

Parent self-ef“ cacy is rooted in  Bandura•s (1997)  self-ef“ cacy theory and suggests that parents are 
more likely to be involved if they believe that they have the skills and knowledge to help their 
children. In other words, parents become involved if they believe that their actions will improve 
learning and academic performance ( Hoover-Dempsey, Bassler, & Brissie, 1992 ; Stevenson, Chen, & 
Uttal, 1990 ). Prior research has indicated that parents believe that they will have more in” uence 
over their children•s schooling when their children are in the elementary grades than they will 
when their children are in the upper grades ( Freedman-Doan, Arbreton, Harold, & Eccles, 1993 ).
In general, the stronger their self-ef“ cacy, the more persistence parents exhibit in their involvement 
(Hoover-Dempsey et al., 2001 ).

  Parents• Perceptions of Teacher Invitations 

Research also has shown that teachers• demands and opportunities for involvement, coupled 
with an inviting school climate, are related signi“ cantly to level of parent involvement ( Comer & 
Haynes, 1991 ; Dauber & Epstein, 1993 ; Eccles & Harrold, 1996; Epstein, 1986 ). Parents tend to be 
more involved if they perceive that teachers and students both want and expect their involvement 
(Hoover-Dempsey et al., 2001 ).

  Parents• Perceptions of Student Invitations 

Parents will become involved if they perceive that their young children or adolescents want them 
to do so. Students• invitations are either implicit or explicit and emerge as a function of their age, 
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their press for independence, and their performance level ( Hoover-Dempsey et al., 2001 ; Walker 
et al., 2000). For instance, when young children or adolescents ask for help with homework, they 
are expressing explicit invitations. On the other hand, if they express the desire to work alone, 
parents might respond by reducing their involvement. If children bring a poor report card home, 
they might be conveying implicit invitations. Seeking parental help does not necessarily mean that 
young children or adolescents are having academic dif“ culties. For example,  Zimmerman and 
Martinez-Pons (1986)  found that high-achieving students wanted more parental assistance than did 
low-achieving students. 

Re” ecting on three of the four psychological constructs to involvement cited in the preced-
ing paragraphs (i.e., parents• role construction, self-ef“ cacy, and perceptions of teacher invita-
tions), Reed, Jones, Walker, and Hoover-Dempsey (2000) found that parents• role construction, 
self-ef“ cacy for helping the child succeed in school, and perceptions of teacher invitations repre-
sent motivators of parents• involvement in their children•s education at the elementary level. Role 
construction was the “ rst predictor of parent involvement; perception of teachers• invitations was 
the second predictor. Parent self-ef“ cacy seemed less in” uential. The authors suggested that role 
construction may be a mediator of ef“ cacy•s in” uence on involvement (Reed et al.). 

In a study that compared 5th, 8th, and 11th graders• self-reported invitations to parent involve-
ment in homework, Walker and Hoover-Dempsey (2001) revealed decreased levels of parent 
homework involvement across adolescence. Across the three age groups, students• invitations for 
parents• homework involvement was steady, but the authors found that parents of younger stu-
dents tend to help without being asked. 

Investigations are needed to better understand what motivates parents to become involved in 
their young children•s education and, more particularly, in their adolescents• educational proc-
ess. Researchers need to examine differences in parents• motivation to become involved across 
secondary-grade levels. To our knowledge, no study has yet examined the individual and com-
bined contributions of Hoover-Dempsey and Sandler•s (1995, 1997) four psychological constructs 
to predict parent involvement decisions across secondary-grade levels. 

We targeted adolescents in the “ rst 3 years of secondary school in Quebec (equivalent to 
Grades 7, 8, and 9 in the American school system). Prior work ( Deslandes, 2003 ) showed that par-
ent involvement is signi“ cantly lower, and adolescent autonomy level is signi“ cantly higher, in the 
fourth year of secondary school in Quebec (Grade 10 in the American school system) than in the 
second and third years of secondary school. 

To examine how the four psychological constructs in” uence parent-involvement decisions 
across the three secondary grade levels, we posed the following research question: What are the 
relative contributions of parents• role construction, self-ef“ cacy, perceptions of teacher invitations, 
and perceptions of adolescent invitations to predict parent involvement at home and at school in 
Grades 7, 8, and 9? 

  Method 

  Participants 

Participants were 770 parents of secondary-level students attending “ ve public schools located in 
urban and rural areas in the Mauricie and Centre du Quebec and Monteregie regions. The regions 
are representative of the general Quebec population. Forty-six percent (354) of the participants 
were parents of Secondary I students (equivalent to Grade 7 students in the American school 
system), 30% (231) were parents of Secondary II students (equivalent to Grade 8 students in the 
American system), and 24% (185) were parents of Secondary III students (equivalent to Grade 9 
students in the American system). Nearly 51% of the students were girls and 49% were boys. Forty-
seven percent of the students were “ rst born in their family, 37% second born, 13% third born, and 
3% fourth and “ fth born, respectively. 

The demographics of the sample were as follows: Approximately 84% of the respondents were 
mothers, and 13% were fathers. The other respondents were either stepmothers or stepfathers, or 
others. Seventy percent of the participants were employed outside of the home. Seventy percent 
lived in a traditional family, and 30% lived in a nontraditional one, which corresponds exactly to 
what is being reported in the Quebec population in general ( Quebec Statistics Institute. 2001 ). The 
majority of the families (37%) had two children, 25% had one child, 21% had three children, and 
the remainder of the sample (17%) had four or more children. About 3% of the respondents had 
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less than a high school education, 65% had a high school diploma or a secondary-level trade for-
mation, and 32% had a college or university education. Seventy-two percent of the participants had 
a job outside the home environment. Table  1 presents the characteristics of the whole sample and 
of the three subsamples. 

  Measures   

Among the eight constructs that we used, parents• role construction, self-ef“ cacy, perception of 
teacher invitations, and reports of parent practices of involvement were adapted from the Sharing 
the Dream! Parent Questionnaire (Jones, Gould, Brown, Young, & The Peabody Family School Part-
nership Lab of Vanderbilt University, 2000). They are grounded in Hoover-Dempsey and  Sandler•s
(1995, 1997) model of the parent-involvement process. The parents• perceptions of student invita-
tions and their reports of involvement activities include items from questionnaires designed by 
Epstein and her colleagues ( Epstein, Connors, & Salinas, 1993 ; Epstein, Connors-Tadros, Horsey, & 
Simon, 1996 ). The items have been translated in French, adapted in the Quebec context, and used in 
previous studies on the basis of adolescents• perceptions (Deslandes, 2000; Deslandes & Cloutier, 
2002; Deslandes et al., 1997 ; Deslandes & Potvin, 1999). 

We used classical item analysis and factor analysis to evaluate the psychometric properties of 
the eight constructs (see the list of constructs presented as the predictors and the outcomes with 
the control variables in Table  2). The “ nal decision of keeping or rejecting some of the items was 
based mostly on the eigenvalues greater than 1 criterion and on the scree test. For all the analyses, 
we used only those items loaded at least .30 on the factor to interpret the factors. We computed 
Cronbach•s alpha reliability coef“ cient for each scale. We obtained all scores by calculating the 
mean score of the items of the same constructs, which are described in the following paragraphs. 

Parents• role construction. This construct measured the extent to which parents believed that 
it is their responsibility to help the school educate their adolescent ( Hoover-Dempsey & Sandler, 
1995, 1997). We based the construct on Hoover-Dempsey•s work that suggests three types of parent 
role construction: parent focused (six items), school focused (“ ve items), and partnership focused 

 Purpose state-
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hypotheses seek 
measurable, 
observable data 
on variables 

 TABLE 1 
 Demographic Characteristics of the Sample and Subsamples (in Percentages) 

 Characteristic   N   Grade 7  Grade 8  Grade 9 

Adolescent gender Female (51)  Female (44)  Female (52)  Female (60) 
Male (49)  Male (56)  Male (48)  Male (40) 

Rank in family  1 (47)  1 (46)  1 (46)  1 (49) 
2 (37)  2 (36)  2 (39)  2 (36) 
3 (13)  3 (13)  3 (13)  3 (12) 
Others (3)  Others (5)  Others (2)  Others (3) 

Participant gender  Mothers (84)  Mothers (84)  Mothers (83)  Mothers (87) 
Fathers (13)  Fathers (12)  Fathers (15)  Fathers (13) 
Others (3)  Others (4)  Others (2)  Others (0) 

Participant education level  
Primary level  3 2 2 3
High school or equivalent  65 63 68 65
College or university  32 35 30 32

Participant outside work  Yes (73)  Yes (76)  Yes (69)  Yes (69) 
No (27)  No (24)  No (31)  No (31) 

Family structure  
Traditional  70 68 71 74
Nontraditional  30 32 29 26

Family size  
One child  25 31 26 27
Two children  37 33 37 43
Three children  21 23 23 17
Four or more children  17 13 15 13
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(six items; Hoover-Dempsey et al., 1999; Reed et al., 2000). Principal axis factor analysis revealed 
a single-factor solution that corresponded to a combination of the three types of role construc-
tion with a predominance of items related to the partnership-focused role construction. We used a 
construct that comprised 10 items (a = .72) that measure behaviors that are parent focused, school 
focused, and mainly partnership focused in accordance with the adolescents• education. The par-
ents had to respond to items, for exmple, •It•s important that I let someone at school know about 
things that concern my teenager,Ž and •I make it my business to stay on top of things at schoolŽ) 
by using a 6-point, Likert-type scale that ranged from (1)disagree very strongly to (6)  agree very 
strongly. One possible explanation for obtaining only one scale instead of three could be a cultural 
one. Another explanation could be associated with the fact that Hoover-Dempsey and her col-
leagues developed the constructs on the basis of pilot work with a small sample of 50 parents of 
elementary school children, reported in Reed et al. (2000).     

Parents• self-ef“ cacy for helping adolescents succeed in school. We assessed this construct with 
Hoover-Dempsey and colleagues• scale after adaptations for parents of high school students ( Jones
et al., 2000 ). Factor analysis revealed a two-factor solution that accounted for 49% of the total vari-
ance in parents• self-ef“ cacy for helping adolescents succeed in school. The “ rst factor, relative par-
ent in” uence, contained four items (a = .68) and measured the extent to which parents believed 
that they could help their adolescent succeed in school compared with other sources of in” uence 
(e.g., •Other adolescents have more in” uence on my adolescent•s motivation to do well in school 
than I doŽ). The second factor, impact of parent efforts, estimated the level of in” uence that par-
ents• perceptions had on their adolescents• education. We assessed perceptions with “ ve items 
(a = .63; e.g., •I feel successful about my efforts to help my adolescent learnŽ). Participants used 
a 6-point, Likert-type scale that ranged from 1 ( disagree very strongly) to 6 ( agree very strongly).

Parents• perceptions of teacher invitations. This construct provided an assessment of parents• 
perceptions of teacher invitations to become involved in their adolescents• schooling at home. We 
based the measure on an eight-item scale created by Hoover-Dempsey and her colleagues ( Jones
et al., 2000 ; Reed et al., 2000). In the present study, principal axis factoring analysis yielded a 
one-factor solution that was composed of four items (a = .70; e.g., •One or more of my teenager•s 
teachers has spoken with me about homeworkŽ). We asked parents to rate the frequency of teach-
ers• invitations on a 6-point, Likert-type scale that ranged from 1 ( never) to 6 ( once or more per 
week).

Parents• perceptions of student invitations. This construct is a modi“ cation of a similar construct 
for adolescents ( Deslandes & Cloutier, 2002 ) that we derived from Epstein et al., (1993)  and  Epstein
et al. (1996) . Principal axis factor analysis revealed the presence of two factors that explained 50% 
of the total variance in parents• perceptions of student invitations. The “ rst factor, invitations in the 
academic domain, included “ ve items (a = .79; e.g., •My adolescent has asked me to . . . listen to 
him/her read something he/she wroteŽ). The second factor, invitations in the social domain, con-
sisted of four items (a = .71; e.g., •My adolescent has asked me to . . . talk with me about current 
eventsŽ). All items were answered on a 6-point, Likert-type scale that ranged from 1 ( disagree very 
strongly) to 6 ( agree very strongly).

 TABLE 2 
 Control Variables, Predictors, and Outcome Measures 

 Control variable  Predictor  Outcome 

Participant gender  Parents• role constructions  Parent involvement at home 
Participant outside work  Parents• self-ef“ cacy for helping   Parent involvement at school 
Participant education level adolescents succeed in school
Family size  Relative parent in” uence  
Family structure  Impact of parent efforts  
Adolescent gender  Parents• perceptions of teacher  
Rank in family  invitations  
Results in French  Parents• perceptions of adolescent   

invitations  
Invitations in academic domain  
Invitations in social domain  

 Data collection 
involves studying 
a large number 
of individu-
als, gathering 
numeric data, 
and using instru-
ments identi�  ed 
prior to the study 

(19)

(20)

(21)



34 PART I An Introduction to Educational Research

Parent reports of involvement activities. This measure was a modi“ ed version of the question-
naires elaborated by Epstein and colleagues (1993; 1996) and used in prior studies on the basis of 
adolescents• perceptions (e.g., Deslandes, 2000; Deslandes & Cloutier, 2002 ; Deslandes et al., 1997 )
and those designed by Hoover-Dempsey and her colleagues (e.g.,  Jones et al., 2000 ). Principal axis 
factoring analysis followed by varimax rotation revealed a two-factor solution that accounted for 
35% of the total variance. The “ rst factor, parent involvement at home, was composed of 16 items 
and assessed how often parents get involved in educational activities at home with their adoles-
cents (a = .87; sample items: •. . . encourage my adolescent about school,Ž •. . . help my adolescent 
study before a testŽ). The second factor, parent involvement in school, included eight items and 
measured how often parents were at school and how often they interacted with their adolescents at 
school and with the teachers (a = .67; sample items: •. . . go to school to attend an extracurricular 
event,Ž •. . . have a conference with one or more of my adolescent•s teachersŽ). Parents were asked 
to answer on a 6-point, Likert-type scale that ranged from 1 ( never) to 6 ( once or more per week).

Demographics. We collected information on family and student individual characteristics from 
the parents. Participants reported on their gender (mother, father, or other), education level (pri-
mary, secondary, college or university levels), family structure (traditional, nontraditional), family 
size (number of children living at home), and outside work (yes/no). They also provided informa-
tion on their adolescents• gender (female, male), rank in the family, grade level (7, 8, or 9), and 
grades in French, their mother tongue, as reported in the last report card (see Table 2). 

  Procedures 

We collected all the data from survey respondents by means of questionnaires in late spring 2001. 
Following the school principals• acceptance to participate in the study, we mailed nearly 2,560 
parent questionnaires to the schools. Forty-“ ve classroom teachers from “ ve schools volunteered 
to send the questionnaires to 1,500 parents via the students. The package included a letter that 
explained the purpose of the study and requested voluntary participation. The participation rate 
was approximately 51% (770 parents accepted from the 1,500 questionnaires that were sent home). 
The classroom council received a token payment of thanks ($1) for each returned questionnaire, 
and the classroom teachers received a token payment of thanks ($10) for their collaboration and 
support. (The token payments were considered as costs associated with the collaboration and were 
paid through the research grant.) 

  Results 

  Predicting Parent Involvement 

The primary question in the study focused on the relative strength of parents• role construction, 
self-ef“ cacy, and perceived teacher and student invitation measures for predicting parent involve-
ment at home and at school. We performed separate stepwise regression analyses to examine the 
best predictive models at Grades 7, 8, and 9 in Quebec secondary schools. We computed Mallow•s 
C(P) statistic 1 for each “ nal model and grade level. Descriptive statistics of the measures are illus-
trated in Table  3.

  Parent Involvement at Home for Seventh-Grade Students 

First, eight family and individual adolescent characteristics, 2 used as control variables, were intro-
duced as a block and forced into the regression equation. Together, the control variables explained 
4% of the variance in parent involvement at home. After the introduction of the control variables, 
the analyses yielded a “ nal “ ve-variable model that explained an additional 42% (total R 2 = 46%; 
total R 2 adj. = 42.5%) of the variance in parent involvement at home, F(13, 232) = 15.47,  p 6 .001
(see Table  4). The variable corresponding to parents• perception of student invitations in the aca-
demic domain was the best predictor of parent involvement in schooling at home, ¢R2 = .28; b =
.31, p 6 .001. The variable was followed by parents• role construction, ¢R2 = .07; b = .18, p 6 .001,
parents• perceptions of student invitations in the social domain, ¢R2 = .04; b = .25,  p 6 .001, and 
parents• self-ef“ cacy, that is, perceived impact of efforts, ¢R2 = .02; b = .15, p 6 .01, and perceived 
relative in” uence ¢R2 = .01; b = .12, p 6 .05.   
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 TABLE 3 
 Means and Standard Deviations for all Predictors and Outcome Measures 

   Grade 7  Grade 8  Grade 9 
   (n = 246)  (n = 156)  (n = 112) 

 Variable   M    SD    M    SD    M    SD  

Parents• role constructions  4.52 .56 4.40 .59 4.30 .67
Parents• self-ef“ cacy for helping 

adolescents succeed in school 
Relative parent in” uence  4.14 .87 4.13 .94 4.14 .90
Impact of parent efforts  4.41 .66 4.32 .71 4.19 .73

Parents• perceptions of teacher 
invitations  1.55 .61 1.40 .52 1.31 .48

Parents• perceptions of adolescent 
invitations 

Invitations in academic domain  3.96 1.06 3.82 1.04 3.39 1.04
Invitations in social domain  3.80 1.06 3.61 1.0 3.65 1.0

Parent involvement at home  4.67 .73 4.45 .83 4.13 .87
Parent involvement at school  2.28 .70 2.12 .71 2.00 .66

 Data 
analysis consists 
of describing 
trends, compar-
ing groups, or 
relating variables 
and using statisti-
cal analysis. 

 TABLE 4 
 Final Regression Models for Each Grade Level Predicting Parent Involvement at Home 

 Variable  ¢  R  2   b 

Grade 7 
Control variables  .04
Parents• perceptions of adolescent invitations in the academic domain  .28 .31***
Parents• role constructions  .07 .18***
Parents• perceptions of adolescent invitations in the social domain  .04 .25***
Parents• self-ef“ cacy  

Impact of parent efforts  .02 .15**
Impact of parent in” uence  .01 .12*

Grade 8 
Control variables  .10
Parents• perceptions of adolescent invitations in social domain  .28 .35***
Parents• perceptions of adolescent invitations in academic domain  .07 .26**
Parents• self-ef“ cacy  

Impact of parent efforts  .03 .19**

Grade 9 
Control variables  .11
Parents• perceptions of student invitations in academic domain  .26 .44***
Parents• perceptions of student invitations in social domain  .03 .20*

Note. ¢R2 = R2 change. Grade 7: Mallow•s C(P) = 14.385; P = 14 (independent variables, including constant); 
Grade 8: Mallow•s C(P) = 10.335; P = 12 (independent variables, including constant); Grade 9: Mallow•s 
C(P) = 9.769; P = 11 (independent variables, including constant).  p 6 .05. ** p  6 .01. *** p  6 .001. 

  Parent Involvement at Home for Eighth-Grade Students 

We observed a somewhat different pattern of relations in analyses conducted at the eighth-grade 
level; control variables explained 10% of the variance. Regression analysis revealed a three-variable 
model that accounted for an additional 38% of the total variance (totalR2 = 48%; total  R2 adj. =
43%) in the level of parent involvement at home,F (11,144) = 11.69,p 6 .001. Parents• perceptions 
of students• invitations in the social domain was the most powerful predictor; it accounted for an 
additional 28% of the variance (b = .35,  p 6 .001). Parents• perceptions of student invitation in the 
academic domain was the second strongest predictor, ¢R2 = .07; b = .26,  p 6 .01, followed by 
parents• self-ef“ cacy, that is, impact of efforts (¢R2 = .03; b = .19, p 6 .01).
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  Parent Involvement at Home for Ninth-Grade Students 

The control variables accounted for 11% of the variance in the “ rst step. A two-variable model 
explained an additional 30% of the variance (totalR2 = 41%; total  R2 adj. = 34%) in the level of par-
ent involvement at home, F (10,101)= 6.81, p 6 .001. Parents• perceptions of student invitations in 
the academic domain emerged as the “ rst predictor in the “ nal model, accounting for 26% of the 
variance (b = .44,  p 6 .001); parents• perception of student invitation in the social domain was the 
second predictor, explaining 3% of the variance (b = .20, p 6 .05).

  Parent Involvement at School for Seventh-Grade Students 

As shown in Table  5, control variables explained 9% of the variance in parent involvement at 
school. A three-variable model explained an additional 17% of the variance (totalR2 = 26%; total 
R2 adj. = 23%) for level of parent involvement at school,  F (11,234) = 7.51,  p 6 .001. Parents• role 
construction explained the greatest part of the variance, ¢R2 = .13, b = .31,  p 6 .001. Parents• per-
ceptions of teacher invitations (b = .14,  p 6 .05) and parents• perceptions of student invitations in 
the social domain explained an additional 2% of the variance (b = .15, p 6 .01).

  Parent Involvement at School for Eighth-Grade Students 

For eighth-grade students, introducing the demographic variables resulted in a small contribution to 
the model (¢R2 = .05). Parents• perceptions of teacher invitations (¢R2 = .12; b = .31,  p 6 .001), and 
parents• perceptions of student invitations in the social domain, ¢sR2 = .08; b = .29,  p 6 .001, added 
signi“ cance to the “ nal model (total  R2 = 25%; totalR2 adj. = 19%),F (10,145)= 4.61, p 6 .001.

  Parent Involvement at School for Ninth-Grade Students 

For ninth-grade students, the control variables “ rst introduced explained 9% of the variance in 
parent involvement at school. Subsequently, parents• role construction appeared as the stronger 
predictor of parent involvement at school (b = .36,  p 6 .001), accounting for 22% of the variance. 
The second predictor was parents• perceptions of teacher invitations, explaining an additional 8% 
of the variance, which resulted in a “ nal model (total  R2 = 39%; total  R2 adj. = 33%),  F (10,101) =
6.48,p 6 .001.

  Discussion 

We investigated the contribution of Hoover-Dempsey and Sandler•s (1995, 1997) four psychological 
constructs„parents• role construction, self-ef“ cacy, perceived student invitations, and perceived 
teacher invitations„to predict parent involvement at home and at school. We addressed whether 
predictive models might differ across the “ rst three grade levels in Quebec secondary schools. The 
following paragraphs summarize the overall results. 

Of great importance were our findings that extended beyond family and adolescent 
characteristics„two different models that predicted secondary-level parent involvement at home 
and parent involvement at school. In similar research conducted with 1,227 parents of elementary 
students, Deslandes and Bertrand (2003)  also reported two different parent involvement models„a 
home-based model and a school-based model. 

  Parent Involvement at Home 

With respect to seventh-grade students, after we controlled for family and individual character-
istics, our “ ndings showed that parents decided to become involved at home mostly because of 
their adolescents• speci“ c academic invitations, such as asking (a) for ideas for a story or a project, 
(b) that a parent listen to the student read an original writing, (c) that a parent observe something 
learned or done well, or (d) for help to study or practice for a test. When personally invited by the 
adolescents, parents tended to perceive their involvement as expected and desired. Also predictive 
at a much lesser degree were parent beliefs that their responsibility was, for example, to closely 
watch their adolescents• progress and to keep abreast of activities at school (parents• role construc-
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tion). Similarly, adolescents• personal invitations in the social domain, like talking with a parent 
about a TV show or current events or interviewing a parent for information or opinions, contrib-
uted to parent involvement at home. Contributing to a much lesser extent were signi“ cant parents• 
beliefs that their involvement could make a difference in their adolescents• school performance 
and that their help was better than any other sources of in” uence (parents• self-ef“ cacy). Parents 
subsequently responded with high levels of involvement at home manifested by their help with 
homework when asked, discussions about school, future plans, course options, and so forth. Find-
ings at the seventh-grade level supported a “ ve-variable, predictive model of parent involvement at 
home that explained a signi“ cant portion of the variance (42.5%). 

Concerning eighth-grade students, the full model comprised three variables that included, as the 
major predictors, (a) parents• perceptions of student invitations in the social domain (i.e., ask for opin-
ion or information, discuss current events, exchange information on trends during parents• youth), 
(b) parents• perception of student invitations in the academic domain, and (c) parents• self-ef“ cacy. 
One especially striking result in our prediction of parent involvement at home was the importance 
of adolescents• personal invitations in the social domain, such as talking with a parent about a TV 
show or current event or interviewing a parent for information or opinions. Those “ ndings suggest 
that positive parent…adolescent interactions might contribute to adolescents• personal invitations to 
parents to become involved, which is related to subsequent parent involvement at home. 

According to Belsky (1981)  and  Sameroff•s (1975)  transactional model, our results highlight 
the importance of reciprocal in” uences in the parent…adolescent relationship regarding schooling. 
Obviously, the quality of parent…adolescent relationships is key to a better understanding of parent 
involvement at home for secondary-level students. The quality of those relationships seems to be of 
paramount importance for eighth-grade students. The results are consistent with those of previous 
studies conducted in Quebec that provide evidence of the positive relation between authoritative 
parenting style characterized by high levels of warmth, supervision, and psychological autonomy 
(Steinberg, Elmen, & Mounts, 1989 ; Steinberg, Lamborn, Darling, Mounts, & Dornbusch, 1994 ), 
parent involvement in schooling ( Epstein et al., 1993 ), perceived autonomy ( Greenberger, Jossel-
son, Knerr, & Knerr, 1975 ), and adolescent school grades ( Deslandes et al., 1997 ; Deslandes, 2000; 
Deslandes & Potvin, 1999). Similarly, Deslandes and Cloutier (2002)  found with a sample of 872 
eighth-grade students in Quebec that speci“ c invitations to involve parents requires that the adoles-
cents are willing and open to work and exchange ideas with parents. The authors concluded that 
adolescents with a high level of autonomy, and more precisely, those who are highly work oriented 
and self-con“ dent are more likely than adolescents without these traits to invite parent involvement. 

 TABLE 5 
 Final Regression Models for Each Grade Level Predicting Parent Involvement at School 

 Variable  ¢  R  2   b 

Grade 7 
Control variables  .09
Parents• role constructions  .13 .31***
Parents• perceptions of teacher invitations  .02 .14*
Parents• perceptions of student invitations in the social domain  .02 .15**

Grade 8 
Control variables  .05
Parents• perceptions of teacher invitations  .12 .31***
Parents• perceptions of student invitations in social domain  .08 .29***

Grade 9 
Control variables  .09
Parents• role constructions  .22 .36***
Parents• perceptions of teacher invitations  .08 .31***

Note. ¢R2 = R2 change. Grade 7: Mallow•s C(P) = 12.199; P = 12 (independent variables, including constant); 
Grade 8: Mallow•s C(P) = 12.845; P = 11 (independent variables, including constant); Grade 9: Mallow•s 
C(P) = 8.138; P = 11 (independent variables, including constant).  p 6 .05.  **p 6 .01. ***p 6 .001. 
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Concerning ninth-grade students, analyses revealed a two-variable predictive model: (a) Parent 
perception of student invitations in the academic domain made the most signi“ cant contribution 
and (b) parent perception of student invitations in the social domain was a less powerful predictor. 
Whether parents believe that their involvement will have a positive impact on their adolescents• 
school performance is not signi“ cant at Grade 9. Rather, parents wait for their adolescents• invita-
tions before they become involved at home. One possible explanation is that parents may consider 
that Grade 9 students have developed self-responsible behaviors toward school and schoolwork 
(see Xu & Corno, 2003 ). Consequently, parents rely on the adolescents to initiate the requests for 
parent involvement at home. That behavior somewhat reinforces the perspective that differences 
in adolescent autonomy modulate the degree of parent involvement at home (Deslandes, 2000). 

  Parent Involvement at School 

At the Grade 7 level, after the introduction of controlled variables, the addition of the four psycho-
logical constructs resulted in a three-variable model that predicted parent involvement at school. 
Across various family and individual characteristics, the more that parents of Grade 7 students 
believed their involvement was part of their parenting responsibilities (e.g., teacher conferences are 
helpful to parents; parents should call the school with concerns about their adolescents• progress), 
the more they perceived invitations from the teachers (e.g., one of the teachers spoke with them 
about homework; a school employee has asked the parents to have a conference about their ado-
lescent), and the more they perceived invitations from their adolescents in the social domain (e.g., 
interview parents for information or opinions), the more they reported involvement at school (e.g., 
having a conference with one or more of their adolescents• teachers, attending an extracurricular 
event at school). Noteworthy is the more signi“ cant contribution of parents• role construction to 
the predictive model at the Grade 7 level. Parents reported that they would be more involved at 
school if they believed that it is their duty. 

Once we controlled for demographics, regression analyses yielded a two-variable predictive 
model at the Grade 8 level. Parents of Grade 8 students are involved at school if they perceive invi-
tations from the teachers and from their adolescents in the social domain. The question of whether 
parents of Grade 8 students are involved at school seems to be primarily an issue of relations and 
parent…teacher and parent…adolescent relationships. We think of the development of trust in teach-
ers ( Adams & Christenson, 2000 ) and of positive parent…adolescent interactions as prerequisites 
to parents• decisions to become involved at school, and more important, at the Grade 8 level (see 
Christenson & Sheridan, 2001 ).

For Grade 9, adding the four psychological constructs yielded a two-variable model that con-
tributed signi“ cantly to the prediction of parent involvement at school. Parents• understanding that 
involvement at school is part of their responsibilities (parents• role construction) was by far the best 
predictor, followed by parents• perceptions of teacher invitations. 

To summarize, our “ ndings clearly identify two categories of predictive models: (a) parent 
involvement at home and (b) parent involvement at school. Contrary to  Hoover-Dempsey and 
Sandler•s (1995)  measures, parents• self-ef“ cacy in its francophone version comprised two fac-
tors: (a) relative parent in” uence and (b) impact of parent efforts, whereas parents• role construc-
tion consisted of only one factor. Our “ ndings con“ rmed the relevance of Hoover-Dempsey and 
Sandler•s model mainly for the seventh graders• parent involvement at home model, in which per-
ceived teacher invitations was the only missing construct (one of four). Parents• role construction 
contributed more signi“ cantly to seventh and ninth graders• parent involvement at school mod-
els. Parents• self-ef“ cacy contributed signi“ cantly only in the seventh and eighth graders• parent 
involvement at home models, and its overall contribution was marginal. 

Of major interest in this study is the powerful contribution exerted by parents• percep-
tion of student invitations in the models of parent involvement at home at the three secondary-
grade levels. As adolescents mature, parent involvement at home becomes more a question of 
parent…adolescent relationships, which is particularly important at the eighth-grade level. Parents 
of students in Grades 7, 8, and 9 appear to be involved more proactively (e.g., in response to 
invitations) than reactively (e.g., in reaction to prior school grades, adolescent gender). The links 
between perceived adolescents• invitations and parent involvement at home are robust across vari-
ous individual and family characteristics. 
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Two notable patterns stand out in our results regarding parent involvement at school. The most 
outstanding pattern is the greater in” uence of parents• role construction. Parents must comprehend 
that parent involvement at school is part of their responsibilities before they decide to become 
involved. Also of interest in this study are the perceived invitations from the teachers to motivate 
parents to become involved at school. 

  Implications and Limitations    

The main implication derived from this study relates to the two identi“ ed categories of parent 
involvement predictive models. First, if the objective of the school interventions is to enhance par-
ent involvement at home, the “ ndings suggest the need to work directly with adolescents. That 
effort could be undertaken by (a) sensitizing adolescents to the importance of their inviting parents 
to become involved at home and by (b) coaching them on how to involve a family member in 
homework, discussions, or other tasks ( Balli, Demo, & Wedman, 1998 ). For example, adolescents 
could ask their families to offer feedback about the assignments. Evidently, if parent involvement 
at home is the objective of school interventions, the involvement should focus on increased ado-
lescent acceptance of and openness to developmentally appropriate parent involvement in school-
ing activities. Our “ ndings also suggest that parent education programs should enhance parents• 
skills and self-ef“ cacy. Parents should be aware of the importance of sustained parent…adolescent 
communication about schooling, and career and work planning over time. Parents could regularly 
attend workshops or meetings (e.g., parenting classes) to increase their parenting skills and their 
knowledge of different types of parent involvement, including less intensive involvement. 

Second, if the objective is increased parent involvement at school, the implications are fairly 
straightforward: school interventions should “ rst focus on individualized contacts that teachers 
initiate with parents. Our “ nding regarding perceived invitations involved speci“ c requests from 
teachers, such as •One or more of my teenager•s teachers has spoken with me about homework,Ž 
•. . . has asked me to encourage my teenager to read,Ž and so forth. Parents responded to teachers• 
speci“ c invitations by attending an extracurricular event, by volunteering at school, and so forth. 
The “ ndings call attention to the value of personal teacher…parent contacts for building trusting 
relationships that will be manifested subsequently by parent involvement activities at school and 
by other forms of parents• willingness to help. Those results suggest that preservice and inservice 
teachers could bene“ t from training programs that offer the opportunity to develop knowledge and 
skills needed to initiate “ rst contacts with parents and foster parent involvement ( Hiatt-Michael, 
2001; Shartrand, Weiss, Kreider, & Lopez, 1997 ).

There are limitations of this study that suggest directions for future investigations. First, the 
sample used in our investigation included only students in Grades 7, 8, and 9, and the subsam-
ples were of various sizes. Future investigations need to expand across the secondary levels. We 
collected data only from parents of adolescents. Past research focused primarily on adolescents• 
perceptions; researchers should endeavor to use both adolescent and parent reports. 

Research “ ndings indicate the need for further research on parent…adolescent and parent…
teacher relationships to better understand parents• decision to become involved at home and at 
school. In addition, more research is needed on the relationship between parents• self-ef“ cacy, role 
construction, and involvement. Some issues remain unclear. For instance, what is the explanation 
for the marginal contribution of parents• self-ef“ cacy in the parent involvement at home model? As 
Hoover-Dempsey and colleagues (2000) suggested, is it possible that parents• self-ef“ cacy is distal 
to parents• involvement decisions, whereas parents• role construction and perceived teacher and 
student invitations are more proximal? Researchers need to replicate this study in other settings by 
comparing different age categories to determine greater •generalizabilityŽ of the “ ndings. Longitu-
dinal research would help clarify the extent to which each of the studied psychological constructs 
changes over time and in different settings. To fully understand parents• motivation to become 
involved, educators need more qualitative studies that focus on the subject. 

  Conclusions 

The results of this study highlight the importance of researchers considering parent involvement at 
home and parent involvement at school separately as opposed to their examining parent involve-
ment in terms of global involvement. For example, parents• perception of student invitations in the 
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academic domain made a signi“ cant contribution to the prediction of parent involvement at home 
but did not appear as a predictor of parent involvement at school. In addition, parents• perceived 
teacher invitations were associated with parent involvement at school, but not with parent involve-
ment at home. Thus, the “ ndings would have been missed had parent involvement been assessed 
in global terms. Obviously, the different models obtained in this study require more research that 
examines the in” uences on parent involvement at home and at school separately. In terms of 
practical implications, our research suggests that use of one of the psychological constructs should 
depend on whether parent involvement at home or parent involvement at school is the target. To 
enhance parent involvement at home, school administrators and teachers should work mainly with 
adolescents. To improve parent involvement at school, the results suggest the importance of sen-
sitizing parents to their duties and responsibilities and of regarding the role of the school and the 
teachers when motivating parents to become involved. 

The results of this study provide evidence of grade-level differences in the predictive models 
of parent involvement at home and at school. For instance, at Grade 7, the parent involvement at 
home predictive model included three constructs: (a) perceived student invitations, (b) parents• 
role construction, and (c) parents• self-ef“ cacy. At Grade 9, only one construct made a signi“ cant 
contribution„perceived student invitations. Regarding parent involvement at school, the predictive 
power of parents• role construction at Grade 9 was nearly twice as important as that at Grade 7. 
Overall, the pattern of results differs to some extent by grade levels. Analogous to those results, 
one might focus on the speci“ c in” uences of each grade level that seem to be used in parents• 
involvement decisions. Further longitudinal research is needed to test changes in the models across 
all secondary grade levels. 
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 Sample Qualitative Study

 School Principals• In� uence on Trust: Perspectives of Mothers 
of Children with Disabilities 

Debra L. Shelden 
Maureen E. Angell 
Julia B. Stoner 
Bill D. Roseland 
Illinois State University 

 Abstract 

The authors employed a qualitative research design to explore issues of trust in family…professional 
relationships. They speci“ cally focused on the nature of trust between mothers of children with dis-
abilities and school principals. Analysis of the mothers• responses to face-to-face interview questions 
yielded two primary categories related to their perspectives regarding principals: (a) personal and 
professional principal attributes and (b) principal actions within the education system, with students, 
and with students• families. Subcategories were developed that further delineated the relationships 
participants had with the principals of their children•s educational programs. The authors address 
implications for school leadership and the establishment of trustworthy family…professional relation-
ships, especially as they impact the lives of students and families in need of special education support. 
Key words: parents of children with disabilities, school principals, trust 

Parents are meant to be included as fundamental participants in educational organizations. Dec-
ades of research have supported the role of parent involvement in positive educational outcomes 
for students ( Colarusso & O•Rourke, 2007 ; Freiberg, 2006 ). Recent legal mandates require school 
systems to engage parents in meaningful ways. The No Child Left Behind Act of 2001 (NCLB; 2002) 
calls for school systems to facilitate parent involvement ( Keller, 2006 ) and the Individuals with Dis-
abilities Education Improvement Act (IDEIA; 2004) mandates parental involvement in all aspects 
of assessment and service delivery for students who receive special education support ( Fletcher, 
Coulter, Reschly, & Vaughn, 2004 ). In light of these legal mandates and underlying fundamental 
principles of family…school relationships, trust between parents and educational professionals has 
emerged as a critical factor ( Bryk & Schneider, 2003 ; Dunst, Johanson, Rounds, Trivette, & Hamby, 
1992). Trust may in” uence student achievement because of its role in establishing and maintaining 
collaborative relationships between home and school, and trust may shape parents• attitudes toward 
educational systems and in” uence their engagement in their children•s educational programs (Dunst 
et al.; Tschannen-Moran, 2004 ). Bryk and Schneider found that was not only trust associated with 
greater gains in student achievement, but also with longer lasting gains in achievement. 

Consequently, not only is trust between parents and education professionals necessary for effective 
partnerships stipulated by legal mandates, but also, and more importantly, it appears to have a positive 
effect on student outcomes, and it is the students themselves who are the true bene“ ciaries of trusting 
relationships between parents and education professionals. However, if trust is valuable to parents, 
teachers, and students, it is incumbent on school principals to foster it, maintain it, and exemplify 
trusting relationships with all parents, including parents of children with disabilities. Indeed, trust is 
•increasingly recognized as a critical element of leadershipŽ ( Tschannen-Moran, 2003 , p. 162) and the 
leadership of schools, the principals, must understand their vital role in establishing trust. 

Many de“ nitions of trust exist in the literature. In their review of literature on trust,  Hoy and 
Tschannen-Moran (1999)  found 16 de“ nitions of trust. They identi“ ed “ ve facets of trust re” ected 
in those de“ nitions, including benevolence, reliability, competence, honesty, and openness. Based 
on those facets of trust, Hoy and Tschannen-Moran proposed that trust is •an individual•s or 
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group•s willingness to be vulnerable to another party based on the con“ dence that the latter party 
is benevolent, reliable, competent, honest, and openŽ (p. 189). In this de“ nition, they established 
vulnerability as a precursor to the need for trust. The need for trust rests on the recognition of the 
potential for betrayal or harm from another person. When that risk does not exist, we have no 
need to trust ( Tschannen-Moran, 2004 ). The latter part of the de“ nition identi“  es “ ve facets, or 
dimensions, that in” uence the extent of trust. This de“ nition served as a conceptual foundation for 
the present report of a study of the perspectives of mothers of children with disabilities on the role 
of school principals in facilitating or inhibiting the establishment and maintenance of trust between 
parents of children with disabilities and education professionals. Hoy and Tschannen-Moran•s fac-
ets of trusts, particularly benevolence, openness, and competence, were re” ected in the principal 
attributes and actions that emerged from the present study as facilitators of trust. 

     Trust and School Leaders 

On a systems level, trust is identi“ ed as a critical factor in school reform ( Bryk & Schneider, 
2003). School leaders can in” uence the nature of trust within educational systems ( Kochanek, 
2005; Tschannen-Moran, 2004 ). The signi“ cance of teachers• and parents• trust in school princi-
pals is strong and can in” uence trust among other constituents ( Hoy & Tschannen-Moran, 1999 ).
Among school leaders, principals in particular can in” uence the overall school climate and thereby 
in” uence trust ( DiPaola & Walther-Thomas, 2003 ; Hoy, Smith, & Sweetland, 2002 ; Soodak & Erwin, 
2000). Collegial leadership, or the openness of the leadership behavior of the principal, is a predic-
tor of school climate, which in turn also in”  uences overall trust (Hoy et al.). 

As leaders who set the tone in schools, principals are responsible for building and maintaining 
trusting relationships ( Whitener, Brodt, Korsgaard, & Werner, 1998 ). To demonstrate how princi-
pals might ful“ ll this responsibility,  Tschannen-Moran (2004)  offered a three-dimensional Trust-
worthy Leadership Matrix (p. 176). She emphasized the usefulness of considering not only “ ve 
facets of trust (i.e., benevolence, honesty, openness, reliability, and competence) in relation to 
“ ve constituencies of schools (i.e., administrators, teachers, students, parents, and the public), but 
also “ ve functions of school leadership in understanding how school principals• behavior can sig-
ni“ cantly in” uence school climate and culture. These functions of leadership, as applied to trust, 
include (a) developing a vision of a trustworthy school, (b) serving as a role model for trustworthi-
ness through language and action, (c) facilitating teacher competence through effective coaching, 
(d) improving school discipline among students and teachers through effective management, and 
(e) mediating con” ict and repair in a constructive and honest manner. Administrator trustworthi-
ness, then, is demonstrated by nurturing and balancing relationships among facets of trust, con-
stituencies of schools, and the functions of leadership. 

Bryk and Schneider (2003)  discussed the demonstration of respect as one critical facet of the 
trust de“ nition for school principals. They claimed that respect is closely related to other facets of 
trust, particularly openness, benevolence, and reliability. Bryk and Schneider de“ ned respect as 
part of the social discourse within school communities. When educators in a school system dem-
onstrate respect in their social exchanges, they contribute to the development of trust. Principals 
serve as models of these social exchanges for other school personnel ( Kochanek, 2005 ). Openness, 
as a part of the trust de“ nition, refers to the perception of one party that another party is forth-
coming with relevant information and one party•s con“ dence that another party does not withhold 
relevant information ( Butler & Cantrell, 1984 ; Mishra, 1996 ). This openness signals a kind of recip-
rocal trust ( Tschannen-Moran & Hoy, 2000 ). Benevolence, as demonstrated by caring and support, 
also in” uences reciprocal trust (Tschannen-Moran & Hoy) and is valued by principals• constituents 
(Bryk & Schneider; Tschannen-Moran, 2004 ). Finally, reliability is demonstrated not only through 
predictability but also through commitment and dedication. These facets of trust are principal char-
acteristics valued by parents. As Bryk and Schneider noted, •Almost every parent and teacher we 
spoke with at this school commented effusively about the principal•s personal style, his openness 
to others, and his willingness to reach out to parents, teachers, and studentsŽ (p. 42). 

Although the research cited above applies to all relationships of trust within a school, there is 
a growing body of research that has focused on these issues as related to parents of children with 
disabilities. Parents of children with disabilities may have increased interaction with educational 
administrators simply by the nature of special education delivery. Administrators and parents of 
children with disabilities are part of an Individualized Education Program (IEP) team. Parents and 
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administrators are integral to team decisions and, through stipulations in the IDEIA, parents are to 
be considered equal and active team members. Beyond the legal requirements of parental involve-
ment with children with disabilities, recent research has investigated parent perspectives regarding 
various aspects of interactions with education professionals (Angell, Bailey, & Stoner, 2008;  Bailey,
Parette, Stoner, Angell, & Carroll, 2006 ; Stoner & Angell, 2006 ; Stoner, Angell, House, & Bock, 2007 ;
Stoner et al., 2005 ). This research has revealed that trust is a major factor in the complex relation-
ship between parents of children with disabilities and education professionals ( Lake & Billingsley, 
2000; Stoner & Angell; Stoner et al., 2005 ).

Parents of children with disabilities also have the right to implement due process proceedings 
if they disagree with the decisions of the IEP team (IDEIA, 2004). Due process safeguards •afford 
parents a basic right of protest when they disagree with the educational decisions and actions 
of the school districtŽ ( Fiedler, Simpson, & Clark, 2007 , p. 207). These due process safeguards 
provide for increased opportunities between parents and educational administrators and hence 
provide additional opportunities for trust to be in”  uenced. If due process is lengthy and involves 
hiring attorneys, it can be quite costly to the school district and parents. The IDEIA encourages 
but does not require mediation prior to the implementation of due process. Lake and Billingsley 
(2000) investigated perspectives of parents and education professionals involved in due process 
cases. Nearly 90% of their parent participants reported the initiation or escalation of con” ict as a 
result of discrepant perceptions between parents and other team members• differing perceptions 
of children•s needs. In their study, parents reported dissatisfaction with school teams who did 
not recognize children•s individuality (i.e., did not recognize individual strengths and limitations 
separate from a disability label). In addition, parents felt as though schools operated from a de“ cit 
perspective, placing too much emphasis on what children cannot do as opposed to focusing on or 
recognizing the strengths of each child ( Aigne, Colvin, & Baker, 1998 ; Lake & Billingsley). It should 
be noted that the discrepant perspectives between parents and education professionals developed 
over time as parents perceived negative interactions with school teams. 

In addition, when parents and educational teams operate from discrepant viewpoints with 
regard to assessment and service delivery, parents are more likely to distrust future exchanges 
when their expectations are not met ( Stoner & Angell, 2006 ). Principals can in” uence the impact 
of these discrepant viewpoints through their in” uence on school climate.  Tschannen-Moran (2004) 
described the relationship among principals, overall school trust and climate, and parents• trust: 

Principals play an important role in creating the context for trust to develop between parents and the school 
and between teachers and parents. The school leader creates the framework and structure for these relation-
ships and, by example, may set the tone for these interactions as well. (p. 136) 

More speci“ cally, principals• interactions with individual students and families can in” uence the 
overall child-centeredness of schools ( DiPaola & Walther-Thomas, 2003 ; Kochanek, 2005 ; Soodak & 
Erwin, 2000 ).

Establishing and maintaining trust does not ensure that school districts never face a due process 
hearing; however, a trusting relationship has the potential to minimize con” ict and lead to reso-
lution. Consequently, principals have a major responsibility to positively contribute to the estab-
lishment of trust with all parents, including parents of children with disabilities, who may be 
interacting with great frequency with education professionals, including teachers, related service 
personnel, and principals. 

  Purpose of the Study 

The role of the principal in establishing or in” uencing overall organizational trust in schools has 
emerged from extant research (e.g.,  Hoy et al., 2002 ; Hoy & Tschannen-Moran, 1999 ). More recent 
research has addressed characteristics and actions that can be taken by principals to improve 
organizational trust (e.g.,  Kochanek, 2005 ). The importance of trust in establishing effective home…
school partnerships for students with disabilities is also strongly supported in recent research 
(Lake & Billingsley, 2000 ; Stoner & Angell, 2006 ; Stoner et al., 2005 ; Turnbull, Turnbull, Erwin, & 
Soodak, 2006 ). Given the critical role principals can assume in establishing trust, further research 
is needed on how they in” uence levels of trust in relationships between families of children with 
disabilities and education professionals. 
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The present study emerged from a broader study of the perspectives of mothers of children 
with disabilities on trust in education personnel ( Angell, Stoner, & Shelden, 2009 ). Although we did 
not inquire speci“ cally about the role of administrators, the strong in” uence of administrators, par-
ticularly school principals, was apparent during interviews with 16 mothers of children of varying 
disabilities, ages, and geographical settings. We then re-examined our data to address the following 
research question: 

What are the perspectives of mothers of children with disabilities on trust in school principals? 

  Method 

  Research Design 

We employed a qualitative research methodology to gain insight into the nature of trust of moth-
ers of children with disabilities in school principals. We viewed trust as the central phenomenon 
requiring exploration and understanding ( Creswell, 2002 ). Considering the nature of our target 
phenomenon (i.e., trust), we followed the advice of Strauss and Corbin (1998)  who explained that 
•qualitative methods can be used to obtain the intricate details about phenomena such as feelings, 
thought processes, and emotions that are dif“ cult to extract or learn about through more conven-
tional methodsŽ (p. 11). 

The method used for the present study was the collective case study as described by Stake 
(2000). Collective case study involves the study of more than one case in order to •investigate a 
phenomenon, population, or general conditionŽ (p. 437). This approach assumes that investigat-
ing a number of cases leads to better comprehension and better theorizing ( Brantlinger, Jimenez, 
Klingner, Pugach, & Richardson, 2005 ). Miles and Huberman (1994)  contended that studying mul-
tiple cases gives the researcher reassurance that the events in only one case are not •wholly idio-
syncraticŽ (p. 172). Further, studying multiple cases allowed us to see processes and outcomes 
across all cases and enabled a deeper understanding through more powerful descriptions and 
explanations.

  Participants 

We used a purposive sampling technique that included snowballing methods to recruit a heteroge-
neous group of mothers of school-aged children with disabilities as participants in this study, bas-
ing the rationale for our maternal focus on research indicating that mothers have more contact with 
education professionals than do fathers (e.g., David, 1998 ; Nord, Brimhall, & West, 1997 ; Nord & 
West, 2001 ; Thomson, McLanahan, & Curtin, 1992 ). We purposefully included a range of moth-
ers who had children with various disabilities across various grade levels in schools from several 
school districts that represented a range of settings (e.g., rural, suburban, urban). We expected this 
sampling methodology to afford us maximum opportunities for comparable analysis ( Strauss & 
Corbin, 1998 ) of mothers from a variety of backgrounds and experiences with schools, as well as 
having children with a variety of disabilities and at various ages. 

Participants were recruited using three techniques: (a) district-level administrators• distribution 
of recruitment materials; (b) individual school personnel•s distribution of recruitment materials; and 
(c) a participant referral snowballing technique, whereby participants distributed recruitment mate-
rials to other mothers who might express different perspectives or had had different experiences 
with education professionals. This sampling method facilitated our attaining as much variation as 
possible within our sample ( Patton, 1980 ). In our initial recruitment phase, after obtaining uni-
versity approval to conduct the research, we mailed explanatory and invitational letters to several 
school district administrators in a Midwestern state, asking them to distribute the letters to potential 
participants if they approved of our interviewing mothers with children in their schools. In the invi-
tational letters, mothers were asked to return permission-to-contact forms if they were interested 
in participating in the study. Although it was designed to protect potential participants• identities 
until they agreed to meet with us for interviews, this method of recruitment proved to be mini-
mally effective, yielding only 2 participants. We tentatively attributed administrators• or mothers• 
reluctance to participate to the nature of the study (i.e., the investigation of trust) and consequently 
asked school principals and various school personnel (e.g., therapists and special education teach-
ers) to assist us in recruiting participants.  
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During the second phase of recruitment, school personnel sent permission-to-contact forms 
to potential participants with whom they had regular contact. On receipt of this approval, we 
scheduled one-on-one, face-to-face interviews with the mothers, explained the study, and obtained 
informed consent. We tentatively attributed the success of this recruitment method to the nature of 
the relationships participants had with the education professionals who contacted them or to the 
personal contact. Personal contact from familiar individuals within their schools or districts may 
have in” uenced the mothers• willingness to participate. 

Our second and third recruitment phases yielded an additional 14 participants. Our “ nal partici-
pant pool consisted of 16 mothers of children with various disabilities. They ranged in age from 18 
to 55 years. In all, 12 mothers were Caucasian, I was African American, and 3 were Hispanic. One 
of the Hispanic mothers had limited English pro“ ciency, so a Spanish-speaking interpreter assisted 
during her interview. Most of the mothers were from urban and suburban areas and 2 were from 
rural areas. These mothers and their children represented eight school districts, varying grade lev-
els, and a range of geographical areas (i.e., rural, suburban, and urban). See Table  1 for participant 
demographics.

  Interviews 

Data were collected via semistructured interviews, which Fontana and Frey (2000)  described as 
•one of the most powerful ways in which we try to understand our fellow human beingsŽ (p. 645). 
Face-to-face interviews occurred in the mothers• homes or at places the mothers designated (e.g., 
restaurants, coffee shops) and ranged in length from 60 to 90 min. The interview questions, which 
focused on trust, relationships with education professionals, and situations where trust was either 
enhanced or diminished, are provided in the Appendix. Each interview was audio-taped and tran-
scribed verbatim to facilitate subsequent data analysis. 

Each interview was conducted by one of the “ rst three authors. The 16 single-participant inter-
views consisted of broad, open-ended questions designed to investigate mothers• perspectives on 
their trust in education professionals. As we interviewed the mothers, we probed for further infor-
mation, elaboration, or clari“ cation of responses as we deemed appropriate. Semistructured inter-
views permitted us to address the issue of trust while maintaining a feeling of openness ( Kvale, 
1996).
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 TABLE 1 
 Participant Demographics 

 
Parent name 

 
Ethnicity 

 Child•s 
name  Disability/Diagnosis  Grade level  Instructional setting 

 School 
location 

Mary  Caucasian Alex  ASD Preschool Self-contained Rural 
Olivia Caucasian Emily Sensory integration 

dysfunction
Preschool Inclusive  Suburban 

Terri  Hispanic Frankie  Developmental delay  Preschool Inclusive  Urban
Vickie  Caucasian Larry  Mental retardation  Elementary  Self-contained Rural 
Yvonne  Caucasian George ASD Elementary  Inclusive  Suburban 
Noreen Caucasian Roger Other health impaired  Elementary  Inclusive with pull-out services  Urban
Nicole Caucasian Oscar ADHD-PI Elementary  Inclusive with pull-out services  Urban
Monica Caucasian Tommy  ADHD-PI Elementary  Inclusive with pull-out services  Urban
Lisa Caucasian Hank Learning disability  Elementary  Inclusive  Urban
DeDe African 

 American 
Victor Deaf Middle Inclusive  Urban

Teresa  Hispanic Selena Deaf Middle Self-contained Urban
Dolorita  Hispanic Jose“ na  Deaf Middle Self-contained Urban
Ursula Caucasian Charlie  ADHD Middle Inclusive  Suburban 
Valerie  Caucasian Tad  Nonverbal learning 

disability
High Inclusive  Suburban 

Carole Caucasian Sam Cerebral palsy  High Inclusive  Suburban 
Pat  Caucasian Mike  Learning disability  High Inclusive  Suburban 

Note. Dolorita used an English…Spanish interpreter during her interview. ASD = autism spectrum disorder; ADHD-PI = attention-de“ cit hyper-
activity disorder predominantly inattentive; ADHD = attention-de“ cit hyperactivity disorder. 
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  Data Analysis 

The “ ndings related to mothers• trust in school principals actually emerged as one of several cat-
egories or themes we identi“ ed as we analyzed our interview data. Besides reporting the “ ndings 
related to overall trust in education professionals ( Angell et al., 2009 ), we decided to report sepa-
rately on other emergent themes, such as mothers• trust in school principals, issues related to com-
munication, and teaming factors. Once we had analyzed all the interview data and identi“ ed the 
major themes, we then focused more closely on speci“ c themes and developed concept maps that 
guided our reports. For example, when we reported on our overall “ ndings (Angell et al.), we did 
not have the journal space to delve into and discuss our “ ndings related to mothers• trust in school 
principals. We took all the data that were categorized as  administrator perspectives from our larger 
study and conducted additional analysis by revisiting the data, recoding the data, and categorizing 
the themes. Therefore, we selected this set of data for its own in-depth analysis and discussion 
due to the perspectives of our participants that principals had a signi“ cant impact on their trust in 
education professionals. 

We used cross-case analysis as described by  Miles and Huberman (1994)  to study each mother 
(i.e., case) as a whole entity, using line-by-line coding of each mother•s interview responses, fol-
lowed by a comparative analysis of all 16 cases. Each researcher independently line-by-line coded 
each interview and all codes were entered in NVivo7 software ( Richards, 2002 ). Next, we met as a 
team on several occasions to discuss the codes, identify emergent themes, and reach concordance 
on the development of a concept map (shown in Figure 1) that represents the study•s “ ndings.  

We used a ” exible standard of categories, meaning we adjusted our categories as additional 
data from each case was analyzed in depth ( Coffey & Atkinson, 1992 ). As categories emerged, we 
used a constant comparative method ( Charmaz, 2000 ) to compare cases and to re“ ne, expand, or 
delete categories as needed. This type of coding procedure helped us stay in tune with the moth-
ers• views as we continually studied our interview data (Charmaz). As we discussed any disagree-
ments we had about emergent categories, we returned to the verbatim data to again ascertain the 
participants• viewpoints, and continued this process until we agreed on all categories. This pro-
cess of cross checking coding of the major categories provided •thoroughness for interrogating the 
dataŽ and allowed for discussion that enhanced insights of the coding ( Barbour, 2001 , p. 1116). 

  Con� rmability 

We engaged in methods of respondent validation ( Creswell, 2002 ) and member checking ( Janesick,
2000) to con“ rm our “ ndings. To secure respondent validation, we presented a summary of our 
“ ndings to the interviewees by telephone or e-mail, asking them if they concurred with any or all 
of the emergent perspectives, that is, if they saw their personal perspectives represented in any or 
all of the reported “ ndings. We also conducted member checks as a means of con“ rming the “ nd-
ings. Through member checking, we asked participants to comment on the accuracy of verbatim 
quotes and obtained their approval to use their direct personal quotes in written or verbal reports 
of the study. All 16 participants con“ rmed that the summary of “ ndings adequately and accurately 
represented their perspectives on trust in school principals and all the mothers whose direct quotes 
appear in the report gave permission to cite them. 

  Limitations and Scope of the Study 

Although we used accepted qualitative research methods for this study, we recognize that the 
validity of the “ ndings may be affected by certain limitations. The “ rst limitation of this study was 
that we did not explicitly plan to gather data on mothers• trust in school principals. Rather, these 
data emerged from the data gathered for broader research questions about mothers• trust in edu-
cation professionals. The use of a semistructured interview protocol allowed us to probe further 
when participants discussed their trust in principals. However, we did not explicitly ask all par-
ticipants about their trust in school principals or their perspectives on how those principals might 
in” uence their trust in other education professionals. 

The second limitation of this study was that we did not establish extended relationships with the 
participants. We interviewed each mother once. Multiple interviews would have been ideal. How-
ever, we feel that the initial data and our analysis of them provided a strong foundation for more 
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in-depth examinations of trust between parents of children with disabilities and school principals. 
We also recognize that the generalizability of the “ ndings might have been limited by the nature 
of our participants. Although these “ ndings are based on the perceptions of only 16 mothers from 
one state, these participants re” ected ethnic, racial, and economic diversity and were mothers of 
children of various ages and disabilities. The recruitment of participants through school personnel 
might have also limited the generalizability of the “ ndings, in that school personnel might have 
identi“ ed mothers with whom they felt they had positive, established relationships. 

  Results 

Interviews centered on the issue of trust and the perspectives of the participants regarding their rela-
tionships with education professionals. Relationships with administrators, primarily school principals,
emerged from all participants as one of the education professionals who had a strong effect on the 
trust of the mothers of children with disabilities. Two primary categories were identi“ ed as affecting 
the participants• perspectives of principals: (a) principal attributes (personal and professional) and 
(b) principal actions within the education system, with students, and with students• families. Addi-
tionally, within each of these primary categories, subcategories were developed that further deline-
ated the relationships participants had with the principals at their children•s schools. 

  Principal Attributes 

Principal attributes can be viewed as thoseindividual  characteristics that participants identi“ ed as 
affecting their trust. Attributes were categorized as either personal or professional. Within each of 
those two categories, the attributes could positively or negatively affect the relationship participants 
had with principals. 

 FIGURE 1  
Concept Map of Findings      

Mothers• Perspect ives of  Trust  in
School  Pr incipals

Pr incipal
Attr ibutes

Attr ibutes
Inf luence
Act ions

Principal
Attr ibutes

and
Act ions

Inf luence

With
Principal
Act ions

Personal

Professional

Chi ldren

Mothers• Perspect ives

Famil ies

System

(29)

(30)
 Theme analysis is 
presented 



CHAPTER 1 The Process of Conducting Research Using Quantitative and Qualitative Approaches 49

Personal attributes . All participants had interacted at one time or another with administra-
tors, primarily principals. Interactions might have been brief but participant perspectives were 
developed over a long period of time. Participants might have had numerous relationships with 
their children•s teachers but relationships with principals were consistent over a longer period of 
time. Principal personal attributes were part of principals• characters that participants perceived 
during their interactions. We categorized these personal attributes as approachability and authentic 
caring.

Approachability was identi“ ed as a positive in” uence on the trust of the participants in princi-
pals. Principals who were perceived as approachable were those who not only took the time to 
listen but also conveyed an accepting attitude that resulted in parents comfortably approaching 
them with their concerns. For example, Norine stated, 

You know, I had talked to him earlier in the year about how I thought it would really be important that 
those end-of-the-year awards that the kids all get, that every kid could get an award. And I didn•t want to 
speak just about my son but obviously that•s where it•s coming from. But he just dreads those awards. He 
would have no reason to think that he could attain an art award, a music award, a scholastic award, noth-
ing. He has nothing to shoot for . . . He [the principal] was, you know, very approachable about that and 
he has substituted some reading awards. So, now I just have to read with T. I feel like I have to do it now 
because I was the one that planned this. 

However, not all participants described their principals as approachable. For example, Nicole 
described her son•s principal as •personable, but not to the point where I feel I could sit down and 
talk to her on a personal level at all.Ž Even if a principal was accessible, approachability was identi-
“ ed as the key to a mother•s connecting and developing trust in the principal. 

Similarly, another key to developing trust was the perception that the principal authentically 
cared for the children and their parents. Authentic caring can be viewed as actions and behaviors 
that participants identi“ ed as genuine, voluntary, child-focused, and bene“ ting children or the 
parents themselves. Ursula exempli“ ed this concept when she described her son•s principal: •He 
knew that my son had problems, so he would actually be checking out his assignment book as 
he left.Ž 

Authentic caring did not have to necessarily result in actions; it was often a perception of 
warmth that parents described from their interactions with principals. Dolorita talked about the 
principal from her son•s school who had retired in the previous year: •Yes, very good [referring to 
her relationship with the principal]. She was always welcoming the parents. Really warm.Ž 

Principals who were trusted by participants were described as warm, respectful, and exhibiting 
caring for children that was perceived as authentic. 

Professional attributes. Attributes that were categorized as professional also affected the trust par-
ticipants had in principals. These professional attributes included accessibility and knowledge of 
disabilities.

Principal accessibility was highly valued by all participants. Teresa spoke of the accessibility of 
her son•s principal: •She was very nice, she was so helpful with me any time that I need anything. 
She was there and if I needed to talk to her she was right there.Ž Participants recognized how busy 
principals were and perhaps that recognition made them value the time principals offered even 
more, illustrated by Monica•s comment: •Even if she was busy she would take the minutes off.Ž 
Vickie highly valued the principal time given to her when she had concerns: 

I just called her and she sat on the phone with me for like a half an hour. And she had me come out and 
she gave me some books and, I mean, they are all, I think they are all wonderful. 

Mary related an incident concerning programs for her son with Autism Spectrum Disorder 
(ASD). She had expressed concern about her child•s placement in a new program to the special 
education administrator. 

So I said I•d go ahead and try it out and I kinda wanted him to stay where he was. She•s like •Well, you 
know, you want to go with it and you can try it out and then we can pull him out if you don•t like it or feel 
comfortable with it.Ž So I said, •Okay.Ž And we went ahead and tried it and then I called her up saying that 
I wasn•t comfortable with him going there and just for all the happenings that were going on and we•d like 
him to go back to the “ rst school and she said, •Okay, we can make some calls.Ž 
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This incident illustrates the value of accessibility when participants feel a strong need to speak 
with principals. Accessibility was a necessary prerequisite for the establishment of trust and was 
mentioned by all participants. Participants were also keenly aware of the knowledge principals had 
about their children•s disabilities. Valerie spoke of the knowledge a new principal had of her son•s 
disability and the subsequent effect on the entire school staff. 

They also have a new principal, who I think is a little bit more aware of that [the disability]. I think the staff, 
whether they know it or not, takes cues from the principal as to whether the principal•s going to follow up, 
whether this is something serious that we need to take note of. Is this really important, or is it something 
I can put a second priority on? 

One incident in which the principal and staff had no knowledge of her daughter•s disorder 
prompted Olivia to offer to provide an in-service session to the entire school staff. The principal 
readily agreed and this was appreciated by the parent. 

So I did a lot of reading on the issue, prepared a presentation. It was a good hour long, and they even 
stayed after to ask questions. I was really surprised. You know, we•re talking an in-service that is in the 
evening, when people can be freed up from the classroom. It was 6…7:30 in the evening, and they made it 
mandatory.

The lack of knowledge of the disability was not viewed as an inhibitor to trust unless it was 
accompanied by a lack of desire to learn. Terri withdrew her child from a parochial school when 
she perceived that the staff was unwilling to address her son•s disability. This perception appeared 
to contrast directly with the principal•s words indicating that her son should remain at the school. 

Right, it is like I am, you know, I am very into the school. And the principal said •No we will leave him 
here.Ž You know, and I said •NoŽ because I am not going to force somebody on him. I am not going to do 
that to them just like I am not going to force that person onto my son. 

One participant, Yvonne, spoke of the bene“ t of having the same principal during her son•s 
vertical transition from preschool through elementary school. Yvonne was in an unusual situation 
in which her son•s principal had moved from the preschool to the elementary school attended by 
her son. She spoke of the bene“ t of the principal•s and the staff•s continuous knowledge of her 
son•s development and progress: 

I think again it•s just been continuity and it•s been more than just the principal that•s been continually in his 
case; each time we meet people they seem to be amazed, everyone that is sitting around the table seems to 
be amazed at the progress that he•s made. Yeah so they take great pride in him as do I and I don•t know if 
he does yet, but he should. 

Unfortunately, participants also recalled instances when principals did not recognize their chil-
dren•s disabilities, did not know their children, and at times appeared to dismiss parents• concern 
for their children. Ursula stated, 

The only thing I do want to add is I think the principals of each school should be more involved in IEP 
meetings. I know they•re invited to it, but they never show up. So they might know this child is in special 
education but if they don•t sit down and listen to everything, they really don•t know the child. 

Principals who were approachable, exhibited authentic caring, were accessible, and had knowl-
edge of disabilities were identi“ ed as enhancing trust between participants and principals. Con-
versely, when these attributes were perceived as lacking, trust was negatively affected. Participants 
were aware that if principals valued their children and themselves, an example was set for the staff 
to follow. 

  Principal Actions 

Actions spoke loudly to the participants. They identi“ ed actions that were categorized into three 
subcategories: (a) actions within the system, (b) actions with children, and (c) actions with families. 
These actions, or, at times, lack of action, had a signi“ cant effect on the trust participating mothers 
had in principals. 
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Actions within the system involved actions that were focused on issues such as encouraging 
teachers• involvement with parents and attendance at IEP meetings. When participants experienced 
or observed these actions, they felt principals truly were concerned about the student body and 
about their students with disabilities as well. Monica illustrated this by comparing the new principal 
of her son•s school with the previous one, illustrating the issue of teacher involvement with parent 
fundraising efforts. 

And Mrs. F [the previous principal] was pushing the teachers to join, and pushing the teachers to do things. 
When we [Parent-Teacher Organization] did a pizza fundraiser she made every teacher order lunch with the 
kids for the room. She just was so involved in supporting all that stuff. And she knew we would in turn, 
money would go back to her. Whatever money we raised would go back to the school. I don•t think he [the 
new principal] sees that. So, she was very much into everything. 

Several participants indicated that principal attendance at IEP meetings was an action that facili-
tated trust. Attendance not only affected the participants but the staff that was directly involved 
with the child. Valerie spoke of the signi“ cance of her son•s principal attending the IEP meeting: 
•And I just think, especially at the IEP meetings, even if they•re only there for 5…10 minutes, espe-
cially at the middle school, at least what I saw, it made a quite a difference . . . quite a difference.Ž 

While attendance at IEP meetings was appreciated, if it did not occur on a regular basis, prin-
cipal attendance became an indicator of a problem. Carole recalled that the only IEP meeting 
her son•s principal attended was one that was contentious. The principal attended only when 
the con” ict had grown to a point where she was considering “ ling due process. Carole felt that 
once the principal fully recognized her son•s disability, his perception of her and her son changed 
drastically.

He actually saw my son then, and saw that these parents are not making this up. He [her son] has trouble 
speaking, too, so that people can•t understand him, it•s not just that he has trouble writing, everything is 
delayed to some degree. He can do everything but it just takes longer and he needs assistance. Before that 
the principal just thought I was a complaining parent. 

It should be noted that most of our participants indicated that principals did not attend IEP 
meetings. Participants also reported there was signi“ cantly less principal involvement in IEP meet-
ings at the middle and secondary levels. 

Principal actions with students that affected parent trust were numerous. When the principals 
took a personal interest in their children, parents noticed. Ursula reported that one of her son•s 
principals was very involved with all the students in the school, including those with disabilities. 

My son had a principal in “ fth and sixth grade, Mr. L, he was on top of it. He was a very good principal. 
He would be checking the kids out. He was just very„he was not just a principal that stays in his of“  ce. 
He would get there and be involved with all the kids. He knew that my son had had problems so he would 
actually be checking out his assignment book as he left. 

Involvement with students, and especially involvement that included students with disabilities, 
was appreciated and recognized by our participants and had a positive effect on their establish-
ment of trust in education professionals. Conversely, ignoring students or a perceived nonaction 
by principals was perceived negatively and had an inhibiting effect on the establishment of trust. 
Carole described this perception as, •A few times they•ve [principals] been involved. I don•t feel 
like they ever took a stand on anything. They just kind of were there.Ž 

Principals• actions with parents directly also had the potential of positively affecting trust. DeDe 
related a conversation with a vice principal: 

Because when last year my son was in it was his “ rst year and he•s mainstreamed. So she was . . . I was 
going to get his grades and she said, •How did he do?Ž And I said he did “ ne, but he was in fourth grade 
and doing “ fth grade math and I was like well, he got a •CŽ in math, that was the only thing. She was like 
but you should be proud of him and I said I am proud of him. She kinda like, she was encouraging me to 
encourage him. She said ••cause you have to think he•s in fourth grade, he•s doing “ fth grade math; he got a 
•C• so that•s wonderful.Ž So I was like you know for a vice principal to come and talk to the parents is really 
good. So she talked to me and you know they are very encouraging and I think if I ever needed anything or 
needed to talk to one of them I could go up there and talk to them. 
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Actions with parents that were positively perceived were a focus on actively listening to parents 
and offering advice or assistance when needed, resulting in an enhancement of trust. However, not 
all principal actions with participants were positive. 

Pat related an incident of requesting an evaluation for her son, who was having signi“ cant 
dif“ culties in school. Pat had spoken with a special educator, who had advised her to ask for an 
assessment for her son: 

She [the special educator] said •there is something not right here. And I can see this and you can deal with 
this. Go to the principal and tell him that he has to have him tested.Ž And so I went and I told him and he 
[the principal] is like, •No, he is just a disruptive little boy.Ž 

Participants related other incidents that decreased trust, similar to the one stated above. These 
incidents were ones that did not respect or acknowledge parent perspectives. 

Participants identi“ ed principal attributes and actions that enhanced trust and spoke strongly of 
times when these same attributes and actions were absent and inhibited their trust in principals. 
Participants wanted to trust principals; they appreciated principals who were accessible and evi-
denced authentic caring for their children and they described principal actions within the educa-
tional system, with their children, and with their families that facilitated their trust. 

  Discussion   

Through an examination of the perspectives of mothers of children with disabilities, the present 
study “ ndings revealed insights into the critical role school administrators, speci“ cally principals, 
may assume in establishing and maintaining trust between schools and families. After a considera-
tion of the limitations of this study, we discuss key “ ndings from a school leadership framework. 
We then discuss implications for practice and future research. 

  Principals• In� uence on Trust 

As depicted in Figure 1, the mothers we interviewed identi“ ed principals• attributes and actions 
that can have positive and negative in” uences on trust. They spoke primarily of school principals 
rather than special education administrators when they discussed school leaders. The “ ndings on 
in” uential attributes and actions that emerged from these interviews were consistent with previous 
research on trust, particularly on trust in and as facilitated by school leaders ( Bryk & Schneider, 
2003; Kochanek, 2005 ; Tschannen-Moran, 2004 ). However, these “ ndings extend past research by 
illuminating how trustworthy leadership may connect to the educational experiences of students 
with disabilities and their families. 

Through her leadership matrix, Tschannen-Moran (2004)  presented a framework for school 
leadership that promotes trust. The framework identi“ ed facets of trust, constituencies of schools, 
including parents, and functions of instructional leadership. The functions of leadership in the 
framework„visioning, modeling, coaching, managing, and mediating„can be demonstrated in a 
manner that inhibits or facilitates trust. We discuss our key “ ndings in relationship to this frame-
work for trustworthy school leadership. 

  Facets of Trust 

Five facets of trust are included in Tschannen-Moran•s (2004)  leadership matrix, including benevo-
lence, honesty, openness, reliability, and competence. Past research has con“ rmed the centrality 
of these facets to building trusting relationships in schools (see Bryk & Schneider, 2003 ; Hoy & 
Tschannen-Moran, 1999 ; Tschannen-Moran & Hoy, 1998 , 2000). The personal and professional 
attributes that emerged in the present study as in” uences on mothers• trust in school principals 
re” ect aspects of the facets of trust, speci“ cally benevolence, openness, and competence. 

Benevolence involves demonstrating caring, support, and respect. It may be the most criti-
cal facet of trust ( Tschannen-Moran, 2004 ) and is valued by constituencies of school leaders 
(Bryk & Schneider, 2003 ; Tschannen-Moran). Mothers in this study identi“ ed the personal attribute 
of authentic caring, perceived as warmth and respect, as a critical in” uence on trust. Authentic car-
ing also involves acceptance of a child ( Noddings, 1992 ). For parents of children with disabilities, 
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this may take on particular importance as they value school leaders who demonstrate acceptance 
despite the nature of a disability. Principals who have limited experience with children with dis-
abilities may have dif“ culty demonstrating acceptance of all children ( Alonzo, Bushy, Hasazi, John-
ston, & Miller, 2006 ) and hence trust may be negatively affected. 

Approachability and accessibility both emerged from this study as personal attributes that affected 
trust. These attributes are components of openness, one of the facets of trust identi“ ed by  Tschannen-
Moran (2004) . Openness is critical to trust, and involves vulnerability and open communication. Open-
ness involves a willingness to communicate and share information (Tschannen-Moran). In identifying 
approachability as a positive in” uence on trust, the mothers in the present study described school lead-
ers who listened to parent concerns and facilitated a climate where parents felt comfortable approach-
ing them with concerns. When working with parents of children with disabilities, it may be important 
for principals to be engaged in conversations about parental concerns with parents themselves rather 
than delegating those concerns to special education personnel. 

Competence was another aspect of trust identi“ ed by  Tschannen-Moran (2004)  and the par-
ticipants in our study. Our “ ndings suggest that knowledge of a student•s disability or, at the very 
least, the desire to learn about a particular disability, is an important aspect affecting the perceived 
competence of school leaders. Principals often lack speci“ c training related to understanding vari-
ous disabilities ( DiPaola & Walther-Thomas, 2003 ), but their effective leadership for all constitu-
encies in a school requires a basic understanding of disabilities and an understanding of special 
education processes (DiPaola & Walther-Thomas). Principals may need to seek additional training 
or information through professional organizations or through collaborating with special education 
administrators.

  Functions of Leadership 

The trustworthy leadership matrix presented by Tschannen-Moran (2004)  includes “ ve functions 
of leadership„visioning, modeling, coaching, managing, and mediating„that can in”  uence the 
culture of trust within their schools. Principal actions, which closely parallelled Tschannen-Moran•s 
functions, were readily identi“ ed by the study participants as affecting their trust in school prin-
cipals. The mothers in the present study described leadership actions related to these functions, 
particularly the functions of modeling, coaching, and mediating. 

Mothers participating in the present study discussed the importance of modeling when they 
described the impact of principals• actions on other education personnel. For instance, principal 
attendance at IEP meetings was valued not only because the principal demonstrated commitment 
by his or her presence, but also because that attendance was perceived as sending a message to 
faculty that the IEP process was important. Modeling the importance of these processes necessi-
tates principals having an understanding of the special education system and assuming an active 
rather than delegating role in those processes. 

Closely related to modeling, coaching involves exerting the appropriate amount of pressure and 
support to facilitate desired changes in teacher behavior. In the present study, the importance of 
coaching was re” ected in mothers• comments regarding principal actions within the system, includ-
ing encouraging general education teacher attendance at IEP meetings and encouraging teacher 
involvement in parent-teacher organizations. 

In the present study, mothers identi“ ed con” icts that arose from various sources, such as disa-
greement with teachers or delays in receiving related services. Principal mediation of those con” icts 
affected the mothers• perceptions of the trustworthiness of their relationships with these principals. 
Mediation is a common need within the special education system and refers to actions leaders take 
to deal with con” icts and repair trust. In this context, mediation differs from the structured resolu-
tion process identi“ ed in IDEIA and is instead leadership actions taken outside of a formal proc-
ess. Mediation is extremely valuable when con” icts initially emerge and it has the ability to reduce 
escalation of con” ict, possibly preventing formal resolution or due process. Principal mediation 
was perceived as varied by mothers in this study, yet the overall perspective was that effective 
mediation increased parental trust. Speci“ cally, an effective mediation strategy that emerged from 
our “ ndings was the willingness of principals to address concerns directly rather than downplay-
ing concerns or delegating them to other school personnel. As with other attributes and actions 
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  Appendix 

  Trust Study Interview Questions 

[Advise interviewee that she can apply most of these questions to ANY education professionals in her 
child•s life„administrators, teachers, assistants, related services personnel like SLPs, OTs, PTs . . . ] 

 1. Tell me about your child. 
 2. How would you generally describe your relationship with (child•s name)•s teacher? [teachers] 
 3. Describe the trust you have in the professionals who work with your child. [Do you trust the 

education professionals who work with your child? . . . Probe: Please describe this trust/lack 
of trust . . . ] 

 4. Have there been situations or experiences that have increased your level of trust in the profes-
sionals who work with your child? [Tell me about this/these . . . ] 

 5. Have there been situations that have decreased the trust you have in the professionals who 
work with your child? [Tell me about this/these . . . ] 

 6. Do you tend to trust other people or distrust them? Does it take time for you to develop trust 
in someone? 

 7. How much contact have you had with your child•s education professionals? Have you had 
contact on a regular basis, occasionally, seldom . . . ? Have your interactions been generally 
positive? Generally negative? Please describe some . . . 

 8. Do you think that your cultural background (your race, ethnicity, education, income level) in 
any way in” uences your level of trust in others or in education professionals? If so, how? 
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  Now that you have the general road map for your journey, we will start the trip 
and proceed through each step. Not all researchers go through each step in the 
order presented here, but many do. By proceeding down the research path, step 

by step, you will enhance your ability to read, evaluate, and conduct research using both 
quantitative and qualitative approaches. 

The chapters in Part II are: 

�    Chapter   2    Identifying a Research Problem 
�    Chapter   3    Reviewing the Literature 
�    Chapter   4    Specifying a Purpose and Research Questions or Hypotheses 
�    Chapter   5    Collecting Quantitative Data 
�    Chapter   6    Analyzing and Interpreting Quantitative Data 
�    Chapter   7    Collecting Qualitative Data 
�    Chapter   8    Analyzing and Interpreting Qualitative Data 
�    Chapter   9    Reporting and Evaluating Research     

 The Steps in the 
Process of Research 

  P A R T  T W O 
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Researchers begin a study by identifying a research problem that they need 
to address. They write about this •problemŽ in the opening passages of their study 
and, in effect, give you as a reader the rationale for why the study is important and 
why you need to read their study. In this chapter, you will learn about specifying 
a research problem and positioning it within a section that introduces a study, the 
•statement of the problemŽ section. 

By the end of this chapter, you should be able to: 

�  De“ ne a research problem and explain its importance in a study. 
� Distinguish between a research problem and other parts of research process. 
� Identify criteria for deciding whether a problem can and should be researched. 
� Describe how quantitative and qualitative research problems differ. 
� Learn the “ ve elements in writing a •statement of the problemŽ section. 
� Identify strategies useful in writing a •statement of the problemŽ section. 

Maria begins her research project required for her graduate program. Where does 
she start? She starts by posing several questions and then writing down short answers 
to them. 

� •What is the speci“ c controversy or issue that I need to address?Ž Escalating vio-
lence in the schools 

� •Why is this problem important?Ž Schools need to reduce the violence; students 
will learn better if violence is less a part of their lives, etc. 

� •How will my study add to what we already know about this problem?Ž We really 
don•t have many school plans for addressing this escalating violence 

� •Who will bene“ t from what I learn about this problem?Ž Schools, anybody inter-
ested in learning how schools can respond to escalating violence (the body of 
literature, administrators, teachers, etc.) 

2  Identifying a Research 
Problem 

  C H A P T E R 
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For a beginning researcher, the dif“ culty is not developing answers to questions, but 
coming up with the questions to ask yourself. To do this, we need to learn how to write 
an introduction or •statement of the problemŽ section for a research study. 

     WHAT IS A RESEARCH PROBLEM AND 
WHY IS IT IMPORTANT? 

One of the most challenging aspects of conducting research is to clearly identify the 
•problemŽ that leads to a need for your study. Individuals do not seem to give enough 
attention to why they are conducting their studies. Research problems  are the edu-
cational issues, controversies, or concerns that guide the need for conducting a study. 
Good research problems can be found in our educational settings, such as: 

 1. The disruptions caused by at-risk students in classrooms 
 2. The increase in violence on college campuses 
 3. The lack of parental involvement in schools for students with challenging behaviors 

These problems concern personnel in our schools, classrooms, and college cam-
puses. In writing about the research problem, authors state it as a single sentence or 
several sentences in a research report. To locate the research problem in a study, ask 
yourself: 

� What was the issue, problem, or controversy that the researcher wanted to address? 
� What controversy leads to a need for this study? 
� What was the concern being addressed •behindŽ this study? 
� Is there a sentence like •The problem addressed in this study is . . .Ž? 

You can “ nd •problemsŽ in the introduction to a study. They are included in a passage 
called the •statement of the problemŽ section. You can locate this passage in the open-
ing, introductory paragraphs of a research report. 

We study research problems so we can assist policy makers when they make deci-
sions, help teachers and school of“ cials solve practical problems, and provide research-
ers with a deeper understanding of educational issues. From a research standpoint, 
specifying a research problem in your study is important because it sets the stage for the 
entire study. Without knowing the research problem, readers do not know why the study 
is important and why they should read the study. What are some educational issues that 
you might research? Write down these issues. 

Although you are aware of many educational problems, it is challenging to write 
them into a research report. This may be due to a lack of understanding about how to 
write them or identify them for your study. 

  HOW DOES THE RESEARCH PROBLEM DIFFER FROM 
OTHER PARTS OF RESEARCH? 

To better understand research problems, you might distinguish them from other parts of 
the research process. The research problem is distinct from thetopic of the study (to be 
addressed later in this chapter), thepurpose or intent of the study (to be considered in 
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the chapter on purpose statements), and speci“ c  research questions (also discussed in 
the chapter on purpose statements). The research problem needs to stand on its own and 
be recognized as a distinct step because it represents the problem addressed in the study. 

In the brief de“ nitions that follow, consider the differences among these parts of 
research:

� A research topic is the broad subject matter addressed by the study. Maria, for 
example, seeks to study weapon possession by students in schools. 

� A research problem is a general educational issue, concern, or controversy 
addressed in research that narrows the topic. The problem Maria addresses is the 
escalating violence in schools due, in part, to students possessing weapons. 

� A purpose is the major intent or objective of the study used to address the problem. 
Maria might state the purpose of her study as follows: •The purpose of my study 
will be to identify factors that in”  uence the extent to which students carry weapons 
in high schools.Ž 

� Research questions narrow the purpose into speci“ c questions that the researcher 
would like answered or addressed in the study. Maria might ask, •Do peers in” u-
ence students to carry weapons?Ž 

Looking at these differences, you can see that they differ in terms of breadth from 
broad (topic) to narrow (speci“ c research questions). Let•s examine another example, 
as shown in  Figure  2.1, to make this point. In this example, a researcher begins with a 
broad topic, distance learning. The inquirer then seeks to learn about a problem related 
to this topic: the lack of students enrolled in distance education classes. To study this 
problem, our educator then reformulates the problem into a statement of intent (the 
purpose statement): to study why students do not attend distance education classes at 
one community college. Examining this statement requires that our investigator narrow 
the intent to speci“ c questions, one of which is •Does the use of Web site technology 

 FIGURE 2.1  

 Distinguishing among the Topic, Research Problem, Purpose, and Research Questions       

General

Specific

Topic Distance learning

Research
Problem

Lack of students in
distance education
classes

Purpose
Statement

To study why students
do not attend distance
education classes at a
community college

Research
Questions

Does the use of Web site
technology in the
classroom deter students
from enrolling in a
distance education
class?
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in the classroom deter students from enrolling in distance education classes?Ž The pro-
cess involves narrowing a broad topic to speci“ c questions. In this process, the •research 
problemŽ becomes a distinct step that needs to be identi“ ed to help readers clearly see 
the issue. 

A common error is stating research problems as the purpose of the study or as the 
research question. The following examples show how you might reshape a purpose or a 
research question as a research problem. 

Poor model. The researcher intends to identify the research problem but instead 
presents it as apurpose statement: The purpose of this study is to examine the 
education of women in Third World countries. 
Improved model. A revision of it as a research problem: Women in Third World 
countries are restricted from attending universities and colleges because of the 
culturally oriented, patriarchal norms of their societies. 
Poor model. A researcher intends to write about the research problem but instead 
identi“ es the  research question: The research question in this study is •What factors 
in” uence homesickness in college students?Ž 
Improved model. An improved version as aresearch problem: Homesickness is a 
major issue on college campuses today. When students get homesick, they leave 
school or start missing classes, leading to student attrition or poor achievement in 
classes during their “ rst semester of college. 

As you design and conduct a study, make sure that you are clear about the distinc-
tions among these parts of research and that your written material differentiates among a 
topic, the research problem, the purpose, and your research questions. 

  CAN AND SHOULD PROBLEMS BE RESEARCHED? 

Just because a problem exists and an author can clearly identify the issue does not mean 
that the researchercan or  should investigate it. You  can research a problem if you have 
access to participants and research sites as well as time, resources, and skills needed to 
study the issue. You  should research a problem if the study of it potentially contributes to 
educational knowledge or adds to the effectiveness of practice. 

  Can You Gain Access to People and Sites? 

To research a problem, investigators need to gain permission to enter a site and to 
involve people at the location of the study (e.g., gaining access to an elementary school 
to study children who are minors). This access often requires multiple levels of approval 
from schools, such as district administrators, principals, teachers, parents, and students. 
In addition, projects conducted by educational agencies receiving federal funding (most 
colleges and universities) need to have institutional review approval to ensure that 
researchers protect the rights of their participants. Your ability to gain access to people 
and sites can help determine if you can research the issue. 

  Can You Find Time, Locate Resources, and Use Your Skills? 

Even if you can gain access to the people and sites needed for your study, your ability to 
research the problem also depends on time, resources, and your research skills. 



62 PART II The Steps in the Process of Research

  Time 
When planning a study, investigators should anticipate the time required for data col-
lection and data analysis. Qualitative studies typically take more time than quantitative 
studies because of the lengthy process of collecting data at research sites and the detailed 
process of analyzing sentences and words. Regardless of the approach used, you can 
gauge the amount of time needed for data collection by examining similar studies, contact-
ing the authors, or asking researchers who are more experienced. Developing a time line 
for a study helps you assess whether you can reasonably complete the study within the 
time available. 

  Resources 
Investigators need resources such as funds for equipment, for participants, and for indi-
viduals to transcribe interviews. Researchers need to create a budget and obtain advice 
from other, experienced researchers about whether the anticipated expenses are realistic. 
Other resources may be needed as well, such as mailing labels, postage, statistical pro-
grams, or audiovisual equipment. Dependent on these resource requirements, investiga-
tors may need to limit the scope of a project, explore funding available to support the 
project, or research the project in stages as funds become available .

  Skills 
The skills of the researcher also affect the overall assessment of whether the study of a 
problem is realistic. Investigators need to have acquired certain research skills to effec-
tively study a problem„skills gained through courses, training, and prior research expe-
riences. For those engaged in quantitative studies, these skills require using computers, 
employing statistical programs, or creating tables for presenting information. The skills 
needed for qualitative researchers consist of the ability to write detailed passages, to syn-
thesize information into broad themes, and to use computer programs for entering and 
analyzing words from participants in the study .

  Should the Problem Be Researched? 

A positive answer to this question lies in whether your study will contribute to knowl-
edge and practice. One important reason for engaging in research is to add to existing 
information and to inform our educational practices. Research adds to knowledge. Now 
let•s examine these ways in more detail as you think about the research problem in one 
of your studies. 

There are “ ve ways to assess whether you should research a problem: 

1. Study the problem if your study will “ ll a gap or void in the existing literature. A 
study “ lls a void by covering topics not addressed in the published literature. For exam-
ple, assume that a researcher examines the literature on the ethical climate on college 
campuses and “ nds that past research has examined the perceptions of students, but not 
of faculty. This is a void or gap in the body of research about this issue. Conducting a 
study about faculty perceptions of the ethical climate would address a topic not studied 
in the current literature. 

2. Study the problem if your study replicates a past study but examines different par-
ticipants and different research sites. The value of research increases when results can 
apply broadly to many people and places rather than to only the setting where the initial 
research occurred. This type of study is especially important in quantitative experiments. 
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In a quantitative study of ethical climate, for example, past research conducted in a 
liberal arts college can be tested (or replicated) at other sites, such as a community 
college or major research university. Information from such a study will provide new 
knowledge.

3. Study the problem if your study extends past research or examines the topic more 
thoroughly. A good research problem to study is one in which you extend the research 
into a new topic or area, or simply conduct more research at a deeper, more thorough 
level to understand the topic. For example, in our illustration on ethical climate, although 
research exists on ethical climates, it now needs to be extended to the situation in which 
students take exams, because taking exams poses many ethical dilemmas for students. 
In this way, you extend the research to new topics. This extension is different from 
replication because you extend the research to these topics rather than participants and 
research sites. 

4. Study the problem if your study gives voice to people silenced, not heard, or rejected 
in society. Your research adds to knowledge by presenting the ideas and the words 
of marginalized (e.g., the homeless, women, racial groups) individuals. For example, 
although past studies on ethical climate have addressed students on predominantly white 
campuses, we have not heard the voices of Native Americans on this topic. A study of 
this type would report and give voice to Native Americans. 

5. Study the problem if your study informs practice. By examining the problem, 
your research may lead to the identi“ cation of new techniques or technologies, the rec-
ognition of the value of historical or current practice, or the necessity of changing current 
teaching practice. Individuals who bene“ t from practical knowledge may be policy mak-
ers, teachers, or learners. For example, a study of ethical issues in a college setting may 
lead to a new honor code, new policies about cheating on exams, or new approaches to 
administering tests. 

  HOW DOES THE RESEARCH PROBLEM DIFFER 
IN QUANTITATIVE AND QUALITATIVE RESEARCH? 

After you identify a research problem, you should also consider if it better “ ts a quantita-
tive or qualitative approach. Because the two approaches differ in their essential char-
acteristics, there should be a match between your problem and the approach you use. 
What factors are important in determining this match? What type of research problem is 
best suited for quantitative research and what type for qualitative research? 

Let•s look once again at the parent involvement study (Deslandes & Bertrand, 2005) 
and the mothers• issues of trust in school principals study (Shelden et al., 2010). We can 
see that each study addresses a different type of problem. In the quantitative parent 
involvement study, the researchers make a case that we know little about what factors 
lead parents to decide to (or to explain why they) become involved in their adolescents• 
schooling. Why would such a lack of involvement be important? The authors cite litera-
ture suggesting that involvement means fewer disciplinary problems and higher grades. 
Explaining or predicting relations among variables is an important characteristic ofquan-
titative research. Alternatively, in the qualitative study of mothers• issues of trust study, 
the authors describe a need to gain insight into the trust of mothers of children with 
disabilities in school principals. This requiresexploring and  understanding the nature of 
trust. Exploring a problem is a characteristic ofqualitative research. 
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These two factors„explanation and exploration„provide a standard you can use 
to determine whether your research problem is better suited for either a quantitative or 
qualitative study. Here are some additional factors to consider: 

Tend to use  quantitative research  if 
your research problem requires you to: 

Tend to use  qualitative research  if 
your research problem requires you to: 

� Measure variables �  Learn about the views of 
individuals

�  Assess the impact of these 
variables on an outcome 

� Assess a process over time 

�  Test theories or broad 
explanations

�  Generate theories based on partici-
pant perspectives 

�  Apply results to a large number 
of people 

�  Obtain detailed information about 
a few people or research sites 

  HOW DO YOU WRITE A •STATEMENT 
OF THE PROBLEMŽ SECTION? 

After you have identi“ ed your research problem, determined that it can and should be 
researched, and speci“ ed either the quantitative or qualitative approach, it is time to 
begin writing about the •problemŽ in a statement of the problem section that introduces 
your research study. 

The statement of the problem  section includes the actual research problem as well 
as four other aspects: 

 1. The topic 
 2. The research problem 
 3. A justi“ cation of the importance of the problem as found in the past research and in 

practice
 4. The de“ ciencies in our existing knowledge about the problem 
 5. The audiences that will bene“ t from a study of the problem 

By identifying these “ ve elements, you can easily understand introductions to research 
studies and write good introductions for your own research reports. 

  The Topic 

The opening sentences of a •statement of the problemŽ section need to encourage read-
ers to continue reading, to generate interest in the study, and to provide an initial frame 
of reference for understanding the entire research topic. Given these factors, it makes 
sense to start with a broad topic that readers can easily understand. In this way, you 
bring readers into a study slowly and encourage them to read beyond the “ rst page. 

An educational topic  is the broad subject matter that a researcher wishes to address 
in a study and that creates initial interest for the reader. As shown in  Figure 2.2, researchers 
state the topic in the title and introduce it in the “  rst sentences. Note that the authors ease 
into the study with general ideas that most readers can understand (standardized tests, the 
education of Native Americans, the problem-solving mode of teaching elementary science). 
For example, assume that an author begins the topic discussion with comments about 
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plagiarism on college campuses. This approach may unnecessarily narrow the topic too 
soon and lose readers who have not studied or read about plagiarism. Instead, writers 
might begin with the broader topic of dishonesty on campus and the need to explore the 
values students learn during their college years. 

Let•s examine the “ rst sentence. We call it a  narrative hook . It serves the important 
function of drawing the reader into a study. Good narrative hooks have these character-
istics: cause the reader to pay attention, elicit emotional or attitudinal responses, spark 
interest, and encourage the reader to continue reading. 

A convincing narrative hook might include one or more of the following types of 
information: 

 1. Statistical data (e.g., •More than 50% of the adult population experiences depression 
today.Ž)

 2. A provocative question (e.g., •Why are school policies that ban smoking in high 
schools not being enforced?Ž) 

 3. A clear need for research (e.g., •School suspension is drawing increased attention 
among scholars in teacher education.Ž) 

 4. The intent or purpose of the study (e.g., •The intent of this study is to examine how 
clients construe the therapist…client relationship.Ž) 

Although all of these represent possibilities for you to use, the key idea is that a study 
begins with an introduction to a topic that the reader can easily understand and with 
a “ rst sentence that creates reader interest. Examine once again  Figure 2.2 and assess 
whether the “ rst sentence in these three studies captures your interest and encourages 

 FIGURE 2.2  

 Select Topics and First Sentences of Research Studies Reported in Educational Journals       

The Impact of Mandated Standardized
  Testing on Minority Students
Richard G. Lomax, Mary Maxwell West, Maryellen C. Harmon,
Katherine A.Viator, & George F. Madaus, 1995

One of the original reasons for the introduction
of mandated standardized tests was to reduce the
effects of patronage and thereby open educational
opportunities and a range of occupations to a wider
population of students (Madaus, 1991). However,. . .

Inhibitors to Implementing a Problem-Solving
Approach to Teaching Elementary Science: Case Study
of a Teacher in Change

Mary Lee Martens, 1992

The problem-solving mode of teaching elementary
science now recommended in many states implies change
for many groups of professionals including teachers,
administrators, and other individuals charged with
implementing educational policy. Teachers, however,. . .

BRENDA HILL, COURTNEY VAUGHN, AND SHARON BROOKS HARRISON, 1995

The Euro-American education of American Indians
began under the auspices of missionaries and a few lay
educators, with the ongoing purpose of remaking
American Indians into the Euro-American image. In. . .

Living and Working in Two Worlds
Case Studies of Five

American Indian
Women Teachers
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you to continue reading. Evaluate each based on the four types of information for a good 
narrative hook listed above. 

  The Research Problem 

After stating the topic in the opening discussion, you then narrow the topic to a speci“ c 
research problem or issue. Recall that aresearch problem  is an educational issue, con-
cern, or controversy that the researcher investigates. Authors may present it as a single 
sentence or as a couple of short sentences. Also, authors may frame the problem as a 
de“ ciency in the literature, such as we know little about the factors that lead parents to 
be involved in their adolescents• schooling (Deslandes & Bertrand, 2005). 

What types of research problems do you study? Sometimes research problems come 
from issues or concerns found in schools or other educational settings. We will call these 
practical research problems . For example, can you see the practical issue in the fol-
lowing research problem posed about the Chinese policy toward single-child families? 

Since the late 1970s a single-child policy has been implemented by the Chinese gov-
ernment to control the largest population in the world. Selective abortion to choose 
a boy could inevitably skew the Chinese gender distribution, and is clearly prohib-
ited by the government. As a result, although boys were valued higher than girls in 
traditional Chinese culture, many parents eventually have a girl as their single child. 
(Wang & Staver, 1997, p. 252) 

The practical problem in this study was that boys were valued more than girls and the 
policy controls people in the population. 

In other research studies the •problemŽ will be based on a need for further research 
because a gap exists or we need to extend the research into other areas. It might also 
be based on con” icting evidence in the literature. This type of problem is a  research-
based research problem . For example, see how the author in the next example calls 
for additional research that connects developmentally appropriate reading practices and 
teachers• approaches: 

Although both teacher beliefs about developmentally appropriate practices with 
young children and teacher theoretical orientation to early reading instruction have 
been previously studied, there is a lack of research that connects the two areas. 
(Ketner, Smith, & Parnell, 1997, p. 212) 

The •problemŽ in this case is based on a research need for more information. 
In some research, you can take both a practical and a research-based approach to 

the problem and state both types of problems. For example, consider how both play 
into this statement: •There is a need to better explain reading progress (the practical 
approach) as well as make up for a lack of research about developmentally appropriate 
practices and teacher orientation (the research-based approach).Ž 

Whether you “ nd the research problem in a practical setting, “ nd it as a need in the 
research literature, or both, the point is to state it clearly in a sentence or two in the state-
ment of the problem section. The reader simply needs to know the issue or concern that 
leads to a need for your study. 

  Justi� cation of the Importance of the Problem 

It is not enough to state the problem or issue. You also need to provide several reasons 
that explain why this issue is important. Justifying a research problem  means present-
ing reasons for the importance of studying the issue or concern. This justi“ cation occurs 
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in several paragraphs in an introduction in which you provide evidence to document the 
need to study the problem. As shown in Figure 2.3, you can justify the importance of 
your problem by citing evidence from: 

� Other researchers and experts as reported in the literature 
� Experiences others have had in the workplace 
� Personal experiences 

These justi“ cations draw from different sources, are used in different types of approaches 
(i.e., quantitative or qualitative), and typically “ nd expression in select research designs 
such as experiments, action research, or narrative research (to be addressed more speci“ -
cally in the research design chapters in part III). 

  Justi� cation in the Literature Based on Other Researchers and Experts 
We will begin with the most scholarly justi“ cation„suggestions from other researchers 
that the problem needs to be studied. Authors often cite research problems that require 
further study in the conclusions of the literature such as journal articles. For example, 
note the suggestions for future research in the concluding paragraph in the mothers• trust 
in school principals study (Shelden et al., 2010): 

These “ ndings also suggest a need to examine the extent to which school principal 
personnel preparation programs are adequately preparing school principals 
to build trust and effective partnerships with parents of students with disabilities. 
(pp. 168…169) 

Using this example, you might cite Shelden et al. (2010) and use this information as 
justi“ cation for the changes in personnel preparation programs. Another justi“ cation 
from the literature consists of advancing a need for the study based on an incomplete 
model or theory that explains the relation among elements of the model or theory. 

 FIGURE 2.3  

 The Process of Justifying a Research Problem       

Research Problem

How do I justify the need to study this problem?

Personal
Experiences

Used in qualitative
research, such
as narrative
research
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quantitative and
qualitative research,
such as action
research

Suggestions Made
by Other Researchers

Used in both
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surveys, correlational
studies, grounded theory
studies
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A theory, for example, may be incomplete because it does not address important factors 
that need to be considered. Thus, a leadership theory may identify the traits of the leader, 
the characteristics of the follower, and the elements operating in the leadership situa-
tion (e.g., congenial environment), but be lacking the element of the daily interactions 
that occur between the leader and the follower. A research study is needed to account 
for these interactions and more fully complete the model. Researchers could cite other 
researchers and experts who have also stated this conclusion but have not followed up 
on it with a research study. 

Cite experts as justi“ cation for your research problem. Where do you “ nd references 
to other researchers or experts who have indicated a need for a study? Often, authors of 
conference papers, research syntheses, or encyclopedias that report the latest research, 
such as theEncyclopedia of Educational Research (Alkin, 1992), mention the need for 
additional research on topics. Research experts have often studied topics for years, and 
they understand future research needs that will contribute to knowledge. You can iden-
tify and locate these experts through a search of library references, contact them at pro-
fessional conferences, or “ nd them through the Internet or through Web site addresses. 
Individuals who have spent entire careers becoming authorities on research topics or 
problems generally welcome student questions or requests. 

When approaching these individuals, consider the questions you might ask them. 
Here is a short list of possibilities: 

� What are you working on at present? 
� Is my proposed topic and research problem worthy of study? 
� Who else should I contact who has recently studied this topic and problem? 

Although you may be hesitant to contact experts, such conversation yields leads for “ nd-
ing references, names of others interested in your topic, and names of conferences at 
which your research may be discussed. 

Another authority on a particular research problem may be your graduate faculty 
advisor or your graduate committee members. Your advisor may have a long-term 
research agenda of examining an educational issue through a series of studies. By par-
ticipating in the faculty member•s research, you can learn about other studies and locate 
useful research to use as justi“ cation for your own research problems. 

  Justi� cation Based on Workplace or Personal Experiences 
You can justify your research problem based on evidence from your workplace or your 
personal experiences. This is the case for Maria, who based her justi“ cation for the study 
of students possessing weapons on the increased use of weapons in high schools in her 
school (or workplace) in the district. 

Issues arise in educational workplaces that you can address in your research. For 
example, policy makers need to decide whether to mandate state standards of assess-
ment, or principals and teachers must develop approaches to classroom discipline. Closely 
related are the personal experiences of our lives that provide sources for researchable 
problems. These personal experiences may arise from intense personal school experi-
ences or experiences drawn from our childhood or family situations. Personal experi-
ences provide justi“ cation especially in those studies with a practical orientation, such as 
solving a particular classroom dilemma in an action research study. They are also appar-
ent in studies in which the researcher is the object of study, such as in narrative research. 
Researchers citing their own personal experiences as justi“ cation for a research prob-
lem need to be forewarned that some individuals (such as those trained in quantitative 
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research) may feel that such experiences should not be the sole justi“ cation for a study. 
This is a fair warning, and you might consider including not only your own personal 
experiences, but some of the other reasons mentioned for justifying a research problem. 

Consider the following two examples of researchers introducing their own experi-
ences as justi“ cation for studying a research problem. One researcher justi“ es the need 
to study students in a multiage middle school by referring to her own experiences in 
school. The study begins: 

In the spring of 1992, the opportunity to conduct classroom action research was 
offered to Madison, Wisconsin teachers. Though my daily schedule was already full, 
I was drawn to this opportunity because of its emphasis on practical, classroom 
based research. . . . For me, multicultural curricula, cooperative learning, computer 
technology, and thematic education were exciting developments in classroom 
teaching. (Kester, 1994, p. 63) 

Another researcher justi“ es the need for studying the ostracism of African American 
students in schools by tracing personal family experiences. The study starts: 

When I was growing up, there was never a thought in my mind about whether or 
not I would go to school. It was given that I was going to go to school every day as 
long as my parents were alive and the Lord woke me up in good health. (Jeffries, 
1993, p. 427) 

Now consider Maria•s justi“ cation based on her school experiences. Provide three 
reasons why a need exists for research on students possessing weapons in school. As a 
hint, consider how the school, the teachers, and the students themselves might bene“ t 
from a better understanding of this problem. 

  De� ciencies in What We Know 

In the •statement of the problemŽ section, you next need to summarize how our present 
state of knowledge„both from research and from practice„is de“  cient. Although a de“ -
ciency in the literature may be part of the justi“ cation for a research problem, it is useful 
to enumerate on several de“ ciencies in the existing literature or practice. A  deficiency
in the evidence  means that the past literature or practical experiences of the research-
ers does not adequately address the research problem. For example, de“ ciencies in the 
research may require a need to extend the research, replicate a study, explore a topic, lift 
the voices of marginalized people, or add to practice. A de“ ciency in practice means that 
educators have not yet identi“ ed good and workable solutions for schools or other edu-
cational settings. As you summarize these de“ ciencies, identify two or three reasons why 
existing research and practice are de“ cient in addressing the research problem, and state 
these reasons toward the end of the introduction to the study. In the following example, 
a researcher indicates weaknesses in past research and re” ects on personal experiences: 

The past research does not address the cultural differences of children in pre-
schools. It also does not consider the multiple factors that explain teacher interac-
tions with these students. From observing preschools, the need further exists to 
better understand how teachers interact with preschool children from different 
cultures.

In Maria•s situation, in what areas would her school committee lack information to 
help them address the problem of weapons in the schools? They might not know how 
frequently students actually carry weapons, what types they are, and the places where 
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they hide the weapons. State at least two other de“ ciencies in knowledge the school 
committee might have. 

  The Audience 

The audience  in a •statement of the problemŽ section needs to be identi“ ed. It consists 
of individuals and groups who will read and potentially bene“  t from the information 
provided in your research study. These audiences will vary depending on the nature of 
your study, but several often considered by educators include researchers, practitioners, 
policy makers, and individuals participating in the studies. One author, for example, in 
ending an introduction section, commented about the importance of the study for school 
administrators:

By exploring the need for athletic trainers in high schools, school administrators can 
identify potential issues that arise when trainers are not present, and coaches can 
better understand the circumstances in which trainers are most needed at athletic 
events.

As this example illustrates, authors often enumerate multiple audiences. Passages such 
as these are typically found in the concluding passage in the introduction or the •state-
ment of the problemŽ section and explain the importance of addressing the problem for 
each audience. Like the narrative hook, this information continues to draw the reader 
into the study and it personalizes the research so that readers can see that the study will 
potentially provide meaningful information. When researchers include comments about 
the importance of the study for audiences, they also remind themselves about the need 
to report useful results. 

  WHAT ARE SOME STRATEGIES FOR WRITING THE 
•STATEMENT OF THE PROBLEMŽ SECTION? 

Writing the introduction or •statement of the problemŽ section as an opening passage in 
your research report sets the stage for readers to understand your project and appreci-
ate the strong research orientation of your report. Several writing strategies can help you 
craft this section. 

  A Template 

One strategy you can use as you write your •statement of the problemŽ section is to 
visualize this section as “ ve paragraphs, with each paragraph addressing one of the “ ve 
aspects of the section. Take sections in order beginning with the topic, the research 
problem, the justi“ cation, the de“ ciencies, and the audience. Examine the ” ow of ideas 
as shown in Figure 2.4. This “ gure shows that a •statement of the problemŽ section has 
“ ve elements, and it provides a brief de“ nition for each element and an example to 
illustrate the element. The researcher begins with the topic of parents• role in promot-
ing access to college for their students of color. This is a sensitive topic and it could be 
dif“ cult to study. However, the topic merits a research study. Also, from practical experi-
ences on campuses, past literature has documented low attendance by students of color 
and that there has been a norm of underachievement by these students in college. Thus, 
parents might play a key role in encouraging college attendance, and we need evidence 



CHAPTER 2 Identifying a Research Problem 71

from parents about how they might construct this role. By studying this problem and 
gaining insight from parents, the role of parents can be better understood, school coun-
selors can reach out to involve parents in encouraging their children, and colleges can 
better recruit underrepresented students to their campuses. The ” ow of ideas runs from 
the topic to the problem and its justi“ cation and de“ ciencies that, if studied, will aid spe-
ci“ c audiences. 

  Other Writing Strategies 

Another writing strategy is to use frequent references to the literature throughout this 
introductory passage. Multiple references add a scholarly tone to your writing and pro-
vide evidence from others, rather than relying on your own personal opinion. The use 
of references in your study will build credibility for your work. A third strategy is to pro-
vide references from statistical trends to support the importance of studying the research 
problem. How many teenagers smoke? How many individuals are HIV positive? This 
form of evidence is especially popular in quantitative studies. Another writing strategy is 
to use quotes from participants in a study or from notes obtained from observing partici-
pants to begin your •statement of the problemŽ introduction. This approach is popular 
and frequently used in qualitative studies. Finally, be cautious about using quotes from 
the literature to begin a study, especially in the “ rst sentence. Readers may not extract 
the same meaning from a quote as the researcher does. The quotes are often too narrow 
to be appropriate for an introductory section in which you seek to establish a research 
problem and provide justi“ cation for it. To use quotes effectively, readers often need to 
be led •intoŽ as well as •out ofŽ the quote. 

 FIGURE 2.4  

 Flow of Ideas in a •Statement of the ProblemŽ Section       
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  Think-Aloud About Writing a •Statement of the ProblemŽ 

I will model how I would write a •statement of the problemŽ to illustrate the actual 
practice of research. My approach applies the “ ve-step model regardless of whether 
the study is quantitative or qualitative. However, close inspection of the research 
problem indicates a different emphasis in the two approaches. In quantitative 
research, an emphasis will be on the need for anexplanation of outcomes, whereas 
in qualitative research, I will explore a process, event, or phenomenon.

My introduction begins with a general discussion about the topic of the research. 
I try to present the “ rst sentence as a good •narrative hookŽ so that readers will be 
encouraged to read the report. The writing of this “ rst sentence is dif“ cult, and I 
may draft numerous revisions before I am satis“ ed that it will be general, timely, and 
understandable. I think about the wide range of students in my class who have var-
ied backgrounds and majors, and whether they would understand and relate to my 
“ rst sentence. I “ nd it helpful to think about my audiences as a diverse group when 
I write the opening sentence of this passage. 

As I•ve said, the opening paragraph needs to gently lead the reader into the 
study. My analogy for this is lowering a bucket into a well to get water. I hope to 
gently lower the bucket rather than drop it suddenly into the depths of the well. 
With this example in mind, I introduce the study in a paragraph or two and focus the 
reader•s attention on a single subject area and its general importance in education. 

With any given topic, several issues may present themselves. Some arise from 
my experiences in a school or from a review of the past research on a topic. While 
reading about my topic in research articles (typically in journal articles), I am open 
to issues that need to be studied, and am most interested in speci“ c issues that other 
authors suggest need to be studied. These issues are located in future research sec-
tions at the conclusion of articles. I often make a list of these suggestions for research 
on a piece of paper and try to follow up on one of them. When reviewing these stud-
ies, I try to become familiar with authors who are leaders in the “ eld. These are often 
individuals frequently cited in published studies or commonly heard at conferences. 
Because of their expertise, I may contact these authors by phone or by e-mail to dis-
cuss my proposed study. 

Once I have an understanding of a problem and can adequately justify studying it 
through evidence from the literature, I begin the process of writing the “ rst section of a 
research report, the •statement of the problem.Ž I follow my “ ve elements for writing this 
section, write the section, and check it for all “ ve elements. My goal is to present a solid 
rationale for why my study is needed, and I support this need with several arguments 
using multiple forms of evidence. I extensively cite references in the introductory pas-
sage of my study. To ensure that the importance of the study is clear to the audience, I 
end the •statement of the problemŽ section with comments about the utility of the study 
for several audiences. 

  EXAMPLES OF •STATEMENT OF THE PROBLEMŽ SECTIONS 

An example of a •statement of the problemŽ section is shown in Figure 2.5. This is from 
my study about teenage smoking in high schools. I introduce the topic and research 
problem in the “ rst paragraph. This shows how the topic and the research problem can 
sometimes blend. I then cite evidence for this problem in the second paragraph. Note 
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 FIGURE 2.5  

 Sample •Statement of the ProblemŽ Section       

Statement of the Exploring the Conceptions and Misconceptions of Teen Smoking in 
Problem Elements High Schools: A Multiple Case Analysis

Tobacco use is a leading cause of cancer in American society (McGinnis & Foefe, 
1993). Although smoking among adults has declined in recent years, it has actually 

The Topic increased for adolescents. The Center for Disease Control and Prevention reported 
that smoking among high school students had risen from 27.5 percent in 1991 to 34.8 
percent in 1995 (USDHHS 1996). Unless this trend is dramatically reversed, an 
estimated 5 million of our nation•s children will ultimately die a premature death 

The Research Problem (Center for Disease Control, 1996).
Previous research on adolescent tobacco use has focused on four primary topics.

Several studies have examined the question of the initiation of smoking by young 
Evidence Justifying the people, noting that tobacco use initiation begins as early as junior high school
Research Problem (e.g., Heishman et al., 1997). Other studies have focused on the prevention of 

smoking and tobacco use in schools. This research has led to numerous school-
based prevention programs and intervention (e.g., Sussman, Dent, Burton, Stacy, & 
Flay, 1995). Fewer studies have examined •quit attemptsŽ or cessation of smoking 
behaviors among adolescents, a distinct contrast to the extensive investigations into 
adult cessation attempts (Heishman et al., 1997).

Of interest as well to researchers studying adolescent tobacco use has been the 
social context and social influence of smoking (Fearnow, Chassin, & Presson, 1998).
For example, adolescent smoking may occur in work-related situations, at home 
where one or more parents or caretakers smoke, at teen social events or at areas 
designated as •safeŽ smoking places near high schools (McVea et al., in press).

Minimal research attention has been directed toward the social context of high 
schools as a site for examining adolescent tobacco use. During high school students 
form peer groups which may contribute to adolescent smoking. Often peers become a 
strong social influence for behavior in general and belonging to an athletic team, a 

Deficiencies in Evidence music group, or the •grungeŽ crowd can impact thinking about smoking (McVea et al., 
in press). Schools are also places where adolescents spend most of their day 
(Fibkins, 1993) and are available research subjects. Schools provide a setting for 
teachers and administrators to be role models for abstaining from tobacco use and 
enforcing policies about tobacco use (O•Hara et al., 1999).

Existing studies of adolescent tobacco use are primarily quantitative with a focus 
on outcomes and transtheoretical models (Pallonen, 1998). Qualitative investigations, 
however, provide detailed views of students in their own words, complex analyses of 
multiple perspectives, and specific school contexts of different high schools that 
shape student experiences with tobacco (Creswell, in press). Moreover, qualitative 
inquiry offers the opportunity to involve high school students as co-researchers, a 
data collection procedure that can enhance the validity of student views 
uncontaminated by adult perspectives.

By examining these multiple school contexts, using qualitative approaches and 
involving students as co-researchers, we can better understand the conceptions and 

The Audience misconceptions adolescents hold about tobacco use in high schools. With this 
understanding, researchers can better isolate variables and develop models about 
smoking behavior. Administrators and teachers can plan interventions to prevent or 
change attitudes toward smoking, and school officials can assist with smoking 
cessation or intervention programs.
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that I am not discussing any study in detail here in the introduction; in many of my 
studies, speci“ c reference to individual studies will appear later in the literature review 
section. Following the evidence for the problem, I mention in the fourth paragraph the 
•de“ cienciesŽ in past studies and the need for extending past research. In the “ nal para-
graph, I appeal to various audiences (i.e., researchers, administrators, and teachers) to 
read and use this study. 

You can learn how to write •statement of the problemŽ sections from reading intro-
ductions to studies, looking for the “ ve elements, and noting sentences that capture the 
research problem. Examine the following two additional examples to see how an author 
of a qualitative study and an author of a  quantitative study wrote introductory sections 
for their studies. Both followed the template, but the type of problem is more explora-
tory in the qualitative and more explanatory in the quantitative. Following each example, 
we will relate the passages to each of the “ ve elements of a •statement of the problemŽ 
section. The “ rst example is a qualitative study by Brown (1998) on distance learning in 
higher education, and this passage presents the entire introduction to her study. 

Distance learning is an increasingly important aspect of higher education because 
it meets the needs of an expanding pool of nontraditional students who “ nd educa-
tion necessary for jobs in today•s information age. Distance learning provides a 
” exible manageable alternative for this developing segment of society. However, 
students in distance classes work at computers miles apart at varying times of the 
day and night. This feeling of being alone is overcome when students join in a 
community of learners who support one another (Eastmond, 1995). The process 
of forming a community of learners is an important issue in distance learning 
because it can affect student satisfaction, retention, and learning (Gabelnick, Mac-
Gregor, Matthews, & Smith, 1990c; Kember, 1989; Kowch & Schwier, 1997; Powers 
& Mitchell, 1997). It may even affect faculty evaluations, which tend to be lower 
in distance education courses (Cordover, 1996). 

In reviewing the literature on distance learning for adults and nontraditional stu-
dents in higher education, I found a decided lack of research about community build-
ing within the class and within the institution. However, other research has paved 
the way for the exploration of this topic. Studies discussed the need for institutional 
support (Dillon, Gunawardena, & Parker, 1989) and for student/student and student/
faculty interaction (Hiltz, 1986, 1996; Powers & Mitchell, 1997) which appear to be 
steps in building a community of distance learners. (Brown, 1998, p. 2) 

In this example, Brown opens with a comment about distance learning and its impor-
tance today (the topic). She then argues that there are several problems facing distance 
education: Students feel alone (evidence from practice) and faculty evaluations are low 
(evidence from past research). Next she assesses a shortcoming in past research: the 
need to explore community building (a de“ ciency in past research). Brown does not end 
the passage with implications for a speci“ c audience, although she might have discussed 
the importance of addressing community-building in distance learning for the student, 
teacher, or college personnel. Overall, Brown•s •statement of the problemŽ section con-
tains four of the “ ve elements. 

Next you will read the complete •statement of the problemŽ introducing a quantitative 
study by Davis et al. (1997) that was reported in a journal article. The study deals with the 
topic of tobacco use among high school students. 

Adolescent use of all tobacco products is increasing (3…6). By age 18 years, approxi-
mately two thirds of United States teenagers have tried smoking and approximately 
one fourth have smoked in the last 30 days (3). In addition, more than 20 percent 
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of white adolescent males use smokeless tobacco products (4). Adolescent tobacco 
use has been reported by race/ethnicity, gender, and grade level (5); however, the 
relationship between sports intensity, race, and tobacco use has not been studied 
to the best of our knowledge. (Davis et al., 1997, pp. 97…98) 

This example models the elements of the •statement of the problemŽ section. Contained 
within two opening paragraphs in a journal article, it begins with a discussion about the 
prevalence of smoking in high school (the topic). The authors then advance the issue of 
the high rate of smokeless tobacco use among athletes (the research problem) and pro-
vide evidence for this issue drawing on past studies and statistical trends (evidence from 
past research documenting this as a problem). Following this, the authors indicate that 
sports intensity (de“ ned later in the study), race, and tobacco use have not been studied 
(a de“ ciency). They seek an explanation for the in” uence of sports intensity and race on 
tobacco use. Although the authors do not comment about the audience that will pro“ t 
from this study, the intended audience is likely students, teachers, schools, coaches, and 
researchers who study high school students and adolescent tobacco use. 

  REEXAMINING THE PARENT INVOLVEMENT AND THE 
MOTHERS• TRUST IN SCHOOL PRINCIPALS STUDIES 

Let•s revisit the quantitative parent involvement study (Deslandes & Bertrand, 2005) and 
the qualitative mothers• trust in school principals study (Shelden et al., 2010) to exam-
ine the •statement of the problemŽ introductory sections to the studies. In the parent 
involvement study (Deslandes & Bertrand, 2005), the authors introduce the problem 
and integrate the literature review in the “ rst 12 paragraphs. They mention the problem 
early by framing it within the existing literature: we know little about the factors that 
in” uence parents• involvement in adolescent schooling. The authors do not present the 
issue strongly as a •problemŽ; instead, they talk about the positive advantages of parent 
involvement. Then they review the literature about the four factors that in” uence parent 
involvement. They continue to review the literature about the four factors, and then state 
the de“ ciencies of the literature and establish a need for their study. They mention that 
investigations are needed (i.e., the literature is de“ cient) to better understand what moti-
vates parents to become involved and that the combined contribution of the four factors 
has not been studied across secondary grade levels. In this opening passage, the authors 
do not mention the audiences who will pro“  t from this study. However, in the conclud-
ing sections of the article, the authors mention the bene“ ts of the study for researchers, 
school administrators, and teachers. In sum, the authors followed the template for a good 
problem statement that we have discussed. 

The qualitative mothers• trust in school principals study (Shelden et al., 2010) opens 
with the broad topic of the role of parent involvement in their students• education. It 
then reviews the literature on trust and the importance of school leaders. Then we learn 
about the •problemŽ that parents of children with disabilities have the right to imple-
ment due process proceedings if they disagree with the decisions of the school staff. 
These proceedings, if implemented, can be quite costly and escalate con” ict between 
parents and team members. Principals can intervene because of their important school 
role. Thus, further research is needed on how principals in” uence trust with parents. No 
audiences were speci“ ed in the introduction who could pro“  t from this research, but 
implications for several audiences were developed at the end of the article. Thus, the 
authors did identify a focus for the study, specify a problem, review the literature, and 
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make a case for de“ ciencies in our understanding of the problem. What characterized 
this introduction is that the authors brought in the problem after the literature review 
rather than before it in our order of topics learned about writing a problem statement. 

     KEY IDEAS IN THE CHAPTER 
  De� ne a Research Problem and Explain Its Importance 

A research problem is an educational issue, concern, or controversy that the investigator 
presents and justi“ es in a research study. In a research report, the investigator introduces 
this problem in the opening paragraphs of a study in a section called the •statement of 
the problem.Ž It may consist of a single sentence or several sentences. 

  Distinguish between a Research Problem 
and Other Parts of Research 

The research problem is distinct from the topic of a study, the purpose, and the research 
questions. The topic is the subject matter of the study, the purpose statement sets forth 
the intent of the study, and the research questions raise questions that the researcher will 
answer based on data collected in the study. 

  Criteria for Deciding Whether a Problem 
Can and Should Be Researched 

Before designing and writing about the problem, researchers need to consider whether it 
can and should be studied. The researcher must have access to people and sites and pos-
sess the time, resources, and skills to study the problem. The study needs to contribute to 
knowledge and practice. There also needs to be a match between the research problem 
and the approach„quantitative or qualitative„chosen for the study. 

  The Difference between Quantitative and Qualitative 
Research Problems 

Research problems best studied using the quantitative approach are those in which the 
issue needs to be explained; problems best addressed by the qualitative approach are 
those that need to be explored. 

  The Five Elements of a •Statement of the ProblemŽ Section 

The •statement of the problemŽ section or the introduction to a study includes “ ve ele-
ments: the educational topic, the research problem, a justi“ cation for the problem based 
on past research and practice, de“ ciencies or shortcomings of past research or practice, 
and the importance of addressing the problem for diverse audiences. This is an ideal 
order for these sections. 

  Strategies Useful in Writing the •Statement of the ProblemŽ Section 

Several writing strategies assist in this process of designing and writing a •statement of the 
problemŽ section. These strategies include writing the elements of this section in order 
using a template as a guide, using ample citations to the literature, and including references 
to statistical information in quantitative studies and quotes in qualitative studies. 
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  USEFUL INFORMATION FOR PRODUCERS OF RESEARCH 

� Assess whether a problem can and should be researched. Apply three criteria: 
(a) Can the participants and sites be studied? (b) Can the problem be researched 
given the researcher•s time, resources, and skills? (c) Will a study of the issue 
contribute to knowledge and practice? 

� Identify and write a distinct research problem. Make it separate from the topic, 
the purpose of the study, and the research questions. 

� Position the research problem in the •statement of the problemŽ section, and 
present it as the opening passage of a study. 

� When writing the •statement of the problem,Ž introduce the reader to the topic, 
convey the research problem, justify the need to study the research problem, 
identify de“ ciencies in the evidence, and target audiences who will bene“ t from 
the study. 

� Consider writing the •statement of the problemŽ section in “ ve distinct paragraphs 
to ensure inclusion of all elements. Use extensive references, cite statistics for a 
quantitative study, and include quotes from participants for a qualitative study. 

  USEFUL INFORMATION FOR CONSUMERS OF RESEARCH 

� The actual •problemŽ in a study may be hidden in the opening paragraphs. Look 
for the issue or concern leading to the study. Ask yourself what educational 
•problemŽ is addressed by the study. 

� Recognize that not all research problems should and can be researched. A prob-
lem can be researched if the inquirer has access to people and sites and if the 
investigator has the time, resources, and skills to adequately study the problem. 
A problem should be researched if the investigator can claim that studying it will 
add to knowledge or practice. 

� Look for “ ve elements in the introduction to a study: the topic, the research prob-
lem, the justi“ cation for this problem, the de“ ciencies in this evidence, and the 
importance of the study for audiences. This structure can help you understand the 
opening passages of a study and the author•s intent. 

  UNDERSTANDING CONCEPTS AND EVALUATING RESEARCH STUDIES 
You can test your knowledge of the content of this chapter by answering the following 
questions that relate to the parent involvement study and the mothers• trust in school 
principals study. Answers to questions are found in appendix A so that you can assess 
your progress.

 1. Examine the “ rst sentence„the narrative hook„for each study as stated below. 
Evaluate whether it is an effective narrative hook. 

 a.  In past decades, a wealth of studies have showed that parent involvement is 
essential in children•s educational process and outcomes (Deslandes & Bertrand, 
2005).

 b.  Parents are meant to be included as fundamental participants in educational 
organizations (Shelden et al., 2010). 
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 2.  Identify and review the research problem found in the parent involvement study and 
in the mothers• trust in school principals study. Why is the “ rst problem best suited 
for quantitative research and the second for qualitative research? 

 3. A research problem should be researched if it contributes to educational knowledge 
or practice. Listed below are “ ve ways a study might contribute to knowledge: 

 a.  Fills a void or extends existing research 
 b.  Replicates a study with new participants or at new sites 

c. Studies a problem that has not been studied or is understudied 
 d.  Gives voice to people not heard 
 e.  Informs practice 

Identify for both the parent involvement study and the mothers• trust in school prin-
cipals study how they contribute to knowledge. 

4. For both the parent involvement study and the mothers• trust in school principals 
study discuss a justi“ cation of each study based on personal experiences. 

5. If multiple references add a scholarly tone to a •statement of the problemŽ section, 
which article, the parent involvement study or the mothers• trust in school principals 
study introduces a better scholarly introduction to their study? Why? 

 6.  For an educational topic of your choice, write down the topic, the research problem, 
your justi“ cation for the problem based on practice or research, potential de“ cien-
cies in the knowledge about the problem, and the audiences that will bene“ t from 
your study. 

  CONDUCTING  YOUR RESEARCH

Write a •statement of the problemŽ section for a research study you would like to con-
duct. Identify the topic, the research problem, justi“ cation for the problem, the de“ cien-
cies in knowledge about the problem, and the audience that will bene“ t from studying 
the problem. 

Go to the Topic •Selecting and De“ ning a Research TopicŽ in the MyEducationLab 
(www.myeducationlab.com ) for your course, where you can: 

� Find learning outcomes for •Selecting and De“ ning a Research Topic.Ž 
� Complete Assignments and Activities that can help you more deeply under-

stand the chapter content. 
� Apply and practice your understanding of the core skills identi“ ed in the 

chapter with the Building Research Skills exercises. 
� Check your comprehension of the content covered in the chapter by going to 

the Study Plan. Here you will be able to take a pretest, receive feedback on 
your answers, and then access Review, Practice, and Enrichment activities to 
enhance your understanding. You can then complete a “ nal posttest. 
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With so much information available, searching and locating good literature 
on your topic can be challenging. This chapter introduces you to “ ve logical steps in 
reviewing the literature so that you can locate useful resources and write them into 
the literature review section of a research report. 

By the end of this chapter, you should be able to: 

� De“ ne what a literature review is and why it is important. 
� Identify the “ ve steps in conducting a literature review. 

Maria needs to “ nd and review the literature for her study on the possession of weap-
ons by students in high schools. Because she has not spent much time in the university 
library, she compiles a list of questions for her advisor: 

 1. What is a literature review? 
 2. Where do I begin in conducting a literature review? 
 3. What are the best materials to include in my review and how do I locate them? 
 4. Is it worth my time to search the Internet for the literature? 
 5. Are there any shortcuts for identifying journal articles on my topic? 
 6. Should I gather and summarize both quantitative and qualitative studies? 
 7. How long should my literature review be? 
 8. Do you have an example of a literature review that I might examine? 

As you begin to think about reviewing the literature for a research study, you may have 
questions similar to Maria•s. 

3  Reviewing the Literature 

  C H A P T E R 
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     WHAT IS A LITERATURE REVIEW 
AND WHY IS IT IMPORTANT? 

A literature review  is a written summary of journal articles, books, and other doc-
uments that describes the past and current state of information on the topic of your 
research study. It also organizes the literature into subtopics, and documents the need 
for a proposed study. In the most rigorous form of research, educators base this review 
mainly on research reported in journal articles. A good review, however, might also 
contain other information drawn from conference papers, books, and government docu-
ments. In composing a literature review, you may cite articles that are both quantitative 
and qualitative studies. Regardless of the sources of information, all researchers conduct 
a literature review as a step in the research process. 

Why is this review necessary? Many reasons exist. You conduct a literature review 
to document how your study adds to the existing literature. A study will not add to the 
literature if it duplicates research already available. Like Maria, you conduct a literature 
review to convince your graduate committee that you know the literature on your topic 
and that you can summarize it. You also complete a literature review to provide evidence 
that educators need your study. You may base this need on learning new ideas, shar-
ing the latest “ ndings with others (like Maria and her school committee), or identifying 
practices that might improve learning in your classroom. Conducting a literature review 
also builds your research skills of using the library and being an investigator who fol-
lows leads in the literature, all useful experiences to have as a researcher. Reading the 
literature also helps you learn how other educators compose their research studies and 
helps you “ nd useful examples and models in the literature for your own research. By 
conducting a literature search using computer databases, you develop skills in locating 
needed materials in a timely manner. 

  How Does the Literature Review Differ for 
Quantitative and Qualitative Studies? 

How the review of the literature is used tends to differ between quantitative and qualita-
tive research. Table  3.1 identi“ es three primary differences: the amount of literature cited 
at the beginning of the study, the use it serves at the beginning, and its use at the end of 
a study. 

In a quantitative study, researchers discuss the literature extensively at the beginning 
of a study (see Deslandes & Bertrand, 2005). This serves two major purposes: it justi“ es 
the importance of the research problem, and it provides a rationale for (and foreshadows) 
the purpose of the study and research questions or hypotheses. In many quantitative stud-
ies, the authors include the literature in a separate section titled •Review of the LiteratureŽ 
to highlight the important role it plays. The authors also incorporate the literature into the 
end of the study, comparing the results with prior predictions or expectations made at the 
beginning of the study. 

In a qualitative study, the literature serves a slightly different purpose. Similar to quan-
titative research, the authors mention the literature at the beginning of the study to docu-
ment or justify the importance of the research problem (Shelden et al., 2010). However, 
authors do not typically discuss the literature extensively at the beginning of a study. This 
allows the views of the participants to emerge without being constrained by the views 
of others from the literature. In some qualitative studies, researchers use the literature to 
support the “ ndings. Nevertheless, in many qualitative projects, researchers often cite the 
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literature at the end of the study as a contrast or comparison with the major “ ndings in the 
study. In qualitative inquiry, researchers do not make predictions about “ ndings. They are 
more interested in whether the “ ndings of a study support or modify existing ideas and 
practices advanced in the literature„for example, expand on the understanding of trust as 
mentioned in the introduction to the mothers• trust in principals qualitative study (Shelden 
et al., 2010). 

  WHAT ARE THE FIVE STEPS IN CONDUCTING 
A LITERATURE REVIEW? 

Regardless of whether the study is quantitative or qualitative, common steps can be used 
to conduct a literature review. Knowing these steps helps you read and understand a 
research study. If you conduct your own research study, knowing the steps in the pro-
cess will give you a place to start and the ability to recognize when you have successfully 
completed the review. 

Although conducting a literature review follows no prescribed path, if you plan to 
design and conduct a study, you will typically go through “ ve interrelated steps. If you 
are simply looking for literature on a topic for your own personal use or for some practi-
cal application (such as for Maria•s school committee), only the “ rst four steps will apply. 
However, learning all “ ve steps will provide a sense of how researchers proceed in 
reviewing the literature. These steps are: 

 1. Identify key terms to use in your search for literature. 
 2. Locate literature about a topic by consulting several types of materials and data-

bases, including those available at an academic library and on the Internet. 
 3. Critically evaluate and select the literature for your review. 
 4. Organize the literature you have selected by abstracting or taking notes on the 

literature and developing a visual diagram of it. 
 5. Write a literature review that reports summaries of the literature for inclusion in your 

research report. 

 TABLE 3.1  

Differences in Extent and Use of Literature in Quantitative and Qualitative Research 

  Differences    Quantitative Research    Qualitative Research  

Amount of literature cited at the 
beginning of the study 

Substantial Minimal

Use of literature at the beginning 
of the study 

Justi“ es or documents the need 
for the study 

Justi“ es or documents the need 
for the study 

Provides a rationale for the direction 
of the study (i.e., purpose statement and 
research questions or hypotheses) 

Use of literature at the end 
of the study 

Con“ rms or discon“ rms prior 
predictions from the literature 

Supports or modi“ es existing 
“ ndings in the literature 
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  Identify Key Terms 

Begin your search of the literature by narrowing your topic to a few key terms using 
one or two words or short phrases. You should choose these carefully because they are 
important for initially locating literature in a library or through an Internet search. To 
identify these terms, you can use several strategies, outlined below: 

� Write a preliminary •working titleŽ for a project and select two to three key words 
in the title that capture the central idea of your study. Although some researchers 
write the title last, a working title keeps you focused on the key ideas of the study. 
Because it is a •workingŽ title, you can revise it at regular intervals if necessary 
during the research (Glesne & Peshkin, 1992). 

� Pose a short, general research question that you would like answered in the study. 
Select the two or three words in this question that best summarize the primary 
direction of the study. 

� Use words that authors report in the literature. In some quantitative research 
studies, educators test a prediction for what they expect to “ nd from the data. This 
prediction is an explanation for what researchers hope to “ nd. Researchers use the 
term  theory for these explanations, and they might be a theory of •social supportŽ 
or •learning stylesŽ of students. The actual words of the theory (e.g., •social 
supportŽ or •learning stylesŽ) become the words to use in your search. 

� Look in a catalog of terms to “ nd words that match your topic. Visit online 
databases that are typically available in college or university libraries. For example, 
one database is theERIC database (see Educational Resources Information 
Center [ERIC], 1991;www.eric.ed.gov/ ). ERIC provides free access to more than 
1.2 million bibliographic records of journal articles and other education-related 
materials and, if available, includes links to full text. ERIC is sponsored by the U.S. 
Department of Education, Institute of Education Sciences (IES). 

� Go to the bookshelves in a college or university library, scan the table of contents 
of education journals from the last 7 to 10 years, and look for key terms in titles to 
the articles. You can also examine the electronic database called  Ingenta at your 
academic library. Ingenta supplies access to full-text online publications and journal 
publications. Especially helpful is the •browse publicationsŽ feature, in which you 
enter the name of the journal you wish to examine and obtain a list of the titles of 
articles from that journal for select years. 

Maria needs to identify key terms to help her locate literature on weapon posses-
sion by high school students. After thinking about how she might get started, she writes 
down a working title, •Weapon Possession by High School Students.Ž She begins by 
going to the ERIC Web site and enters the words  weapon possession in the search terms 
procedure. She examines the articles identi“ ed in her search and feels that narrowing her 
search to high school students will provide more targeted references in the literature. She 
then uses the feature of searching within results and adds the additional term,  high school 
students. She has now suf“ ciently narrowed her search and will closely examine the 
references in the literature that her search has yielded. Now try duplicating Maria•s proce-
dure yourself. Locate the ERIC Web site and insert Maria•s terms into the ERIC database. 

  Locate Literature 

Having identi“ ed key terms, you can now begin the search for relevant literature. You 
might be tempted to begin your search by accessing the Internet and exploring the elec-
tronic literature available on a topic. Although this process may be convenient, not all 
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literature posted on the Internet is dependable. Sometimes individuals post articles that 
have not passed through standards of external reviews. However, full-text documents of 
high quality are available on the Internet. 

You might also begin your search by asking faculty or students to recommend good 
articles and studies to review. This approach may be helpful, but it lacks the systematic 
process found in searching library resources. 

  Use Academic Libraries 
A sound approach is to begin your search in an academic library. By physically search-
ing the stacks, reviewing micro“ che, and accessing the computerized databases, you will 
save time because you will “ nd comprehensive holdings not available through other 
sources. Although a town or city library may yield some useful literature, an academic 
library typically offers the largest collection of materials, especially research studies. 

Academic library resources provide online journals for easy computer access and 
computerized databases such as ERIC. Academic libraries typically have online catalogs 
of their holdings so that you can search the library materials easily. In addition, from 
any location, you can search the online library holdings of many large academic libraries 
(e.g., University of Michigan or University of California, Berkeley) to see what books are 
available on your topic. Another useful library to search is the Library of Congress, which 
contains most published books ( http://catalog.loc.gov ).

When using academic libraries, two challenges exist. First, the researcher needs to 
locate material„a task often made dif“  cult because of the large and complex holdings in 
a library, such as journals or periodicals (recent and bound), government documents, the 
micro“ che collection, and indexes. To help locate material, you might use the services 
of a reference librarian or search through the computerized library holdings. The second 
challenge is overcoming the frustration that arises when other library users have checked 
out materials you need, making them unavailable for use. When this occurs, researchers 
can use an interlibrary loan service as a means of obtaining the literature; however, this 
process takes time and requires patience. 

  Use Both Primary and Secondary Sources 
Literature reviews often contain both primary and secondary source materials.Primary
source literature  consists of literature reported by the individual(s) who actually con-
ducted the research or who originated the ideas. Research articles published by edu-
cational journals are an example of this type of source.  Secondary source literature ,
however, is literature that summarizes primary sources. It does not represent material 
published by the original researcher or the creator of the idea. Examples of secondary 
sources are handbooks, encyclopedias, and select journals that summarize research, such 
as the  Review of Educational Research. Typically, you will locate both primary and sec-
ondary sources, but it is best to report mostly primary sources. Primary sources present 
the literature in the original state and present the viewpoint of the original author. Pri-
mary sources also provide the details of original research better than do secondary 
sources. Secondary sources are helpful as you begin your review, to explore and deter-
mine the range of materials on a topic. Historically, the division into primary and second-
ary sources has been a useful classi“ cation for literature in “ elds such as law and history 
(Barzun & Graff, 1985). 

  Search Different Types of Literature 
Figure 3.1 provides a useful classi“ cation system of the literature that you might consider. 
Modi“ ed from a classi“ cation originally developed by Libutti and Blandy (1995), the “ g-
ure is a guide to resources as well as a framework for getting started in a literature search. 
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Using this framework, you might begin your search at the bottom of the triangle by 
consulting summaries of research that synthesize numerous studies on a topic (second-
ary sources of information). From these broad summaries, you can work your way up 
to journal articles (primary sources) and to •early stageŽ literature found at the top. For 
many beginning researchers, starting with summaries is a good idea because summaries 
give an overview of topics at an entry-level discussion. Summaries also have a longer 
•lifeŽ from the initial idea stage, and they have undergone reviews for quality. 

Summaries Summaries  provide overviews of the literature and research on timely 
issues in education. A list of available summaries is shown in Table  3.2. These sources 
include encyclopedias, dictionaries and glossaries of terms, handbooks, statistical 
indexes, and reviews and syntheses. These summaries introduce a beginning researcher 
to a problem area, and they help locate key references and identify current issues. Lead-
ing specialists in the “ eld of education write these summaries.   

Encyclopedias A good place to start when you know little about a topic is an encyclo-
pedia , such as the  Encyclopedia of Educational Research (Alkin, 1992). Sponsored by 

 FIGURE 3.1  

 A Classi� cation of Sources of Literature Review Materials from Summaries 
to Early Stage Materials       

Early Stage Material
Papers posted on Web site,

professional association newsletters,
drafts of papers for conference presentation

Indexed Publications
Conference papers, dissertations,
theses, professional association
papers, college and university

publications

Journal Articles
Refereed, non-refereed,

international, national, regional, state

Books
Research studies, essays

Summaries
Encyclopedias, research reviews,

handbooks, abstracts

Low Standards
to Ensure Quality

Ideas
Appear First

High Standards
to Ensure Quality

Ideas
Appear 10+
Years After

Initiation
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AERA, this encyclopedia provides research under 16 broad topics, including the curricu-
lum of elementary and secondary education, education of exceptional persons, and the 
organizational structure and governance of education. The appendix on •Doing Library 
Research in EducationŽ is especially useful (Alkin, 1992, p. 1543). 

  Dictionaries and Glossaries of Terms Other useful tools in the literature review and over-
all research process aredictionaries and glossaries  of terms. These dictionaries contain 
most of the recent educational terms. For example, the  Dictionary of Statistics and Meth-
odology: A Nontechnical Guide for the Social Sciences, 3rd edition (Vogt, 2005), de“ nes 
statistical and methodological terms used in the social and behavioral sciences; such 
terms are often problematic for beginning researchers.  The SAGE Dictionary of Qualitative 
Inquiry,  3rd edition (Schwandt, 2007), is a reference book of qualitative terms containing 
multiple and often contested points of view about de“ nitions.  Post-Modernism and the 
Social Sciences (Rosenau, 1992) provides a glossary of postmodern terms related to study-
ing issues of inequality and oppression in our society. 

  Handbooks There are numeroushandbooks  that discuss topics such as teaching, read-
ing, curriculum, social studies, educational administration, multicultural education, and 
teacher education. Several handbooks are available on educational research topics. A 
handbook that addresses methods of research inquiry, the utilization of knowledge, mea-
surement, and statistics isEducational Research, Methodology, and Measurement: An 
International Handbook  (Keeves, 1988). Two recent handbooks are also available on top-
ics in qualitative research:The Handbook of Qualitative Research in Education (LeCompte, 
Millroy, & Preissle, 1992) and The SAGE Handbook of Qualitative Research (Denzin & Lin-
coln, 2005). In quantitative research, handbooks are available as well, such as The SAGE
Handbook of Applied Social Research Methods (Bickman & Rog, 2009). For research that 
combines both the quantitative and qualitative research approach, you might want to refer 
to the Handbook of Mixed Methods in the Social and Behavioral Sciences (Tashakkori & 
Teddlie, 2003, 2011). 

 TABLE 3.2 

 Types of Summaries Available in Academic Libraries with Examples 

Encyclopedias 
Encyclopedia of Educational Research (Alkin, 1992) 

Handbook of Research on Teacher Education (Houston, 
Haberman, & Sikula, 1990) 

The International Encyclopedia of Education
(Husen & Postlethwaite, 1994) 

The Handbook of Qualitative Research in Education
(LeCompte, Millroy, & Preissle, 1992) 

Encyclopedia of American Education (Unger, 1996) 

Dictionaries and Glossaries of Terms 
The SAGE Dictionary of Qualitative Inquiry
(Schwandt, 2007) 

Dictionary of Terms in Statistics and Methodology: 
A Nontechnical Guide for the Social Sciences (Vogt, 2005) 

Glossary of postmodern terms, in  Post-Modernism and the 
Social Sciences (Rosenau, 1992) 

Handbooks
Handbook of Research on Multicultural Education (Banks & 
Banks, 1995) 

The SAGE Handbook of Qualitative Research
(Denzin & Lincoln, 2005) 

Educational Research, Methodology and Measurement: 
An International Handbook (Keeves, 1988) 

Statistical Indexes 
American Statistics Index (Congressional Information 
Service, 1973…) 

Digest of Educational Statistics (National Center for 
Educational Statistics, 1997) 

Reviews and Syntheses
Review of Educational Research (1931…) 
Annual Review of Psychology (1950…) 
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Statistical Indexes Statistical indexes  such as the annual  Digest of Educational Statistics
(National Center for Educational Statistics [NCES], 1997) report educational trends useful in 
writing problem statements or literature reviews. TheDigest, issued since 1933 by the U.S. 
government, compiles statistical information covering the broad “ eld of American educa-
tion from kindergarten through graduate school. It also reports information from many 
sources, including the surveys and activities carried out by the NCES. 

Reviews and Syntheses A “ nal summary source on topics consists of timely  reviews and 
syntheses  in education, psychology, and the social sciences. For example, the  Review of 
Educational Research (1931…) is a quarterly journal of AERA that publishes lengthy articles 
synthesizing educational research on various topics. 

Books Academic libraries have extensive collections of books on a broad range of educa-
tional topics. The books most useful in reviewing the literature will be those that summarize 
research studies or report conceptual discussions on educational topics. Textbooks used in 
classes are less useful because they typically do not contain reports of single research stud-
ies, but they contain summaries of the literature and useful references. TheSubject Guide 
to Books in Print (1957…) and the  Core List of Books and Journals in Education (O•Brien & 
Fabiano, 1990) are guides that might also be helpful in your literature search. 

Journals, Indexed Publications, and Electronic Sources Journal (or periodical) articles 
and conference papers that report research are prime sources for a literature review. To 
locate articles in journals, consider searching an abstract series, indexes to journals, or the 
diverse computer databases in education and the social sciences. 

Abstract Series Abstract series, which allow for a broad search of journal articles by 
subject area, are available in many “ elds. In educational administration, for example, you 
might examine the Educational Administration Abstracts (University Council for Edu-
cational Administration, 1966…), or in early childhood development, look at theChild 
Development Abstracts and Bibliography (Society for Research in Child Development, 
1945…). You can usually “ nd these abstracts by accessing the online library catalog and 
using key words such asabstracts, and the subject “ eld or topic to determine if the 
library contains a speci“ c abstract series. Another place to search for journal publications 
are indexes such as theEducation Index (Wilson, 1929/32…), an index devoted primarily 
to periodicals and organized into subject areas and “ elds. 

Databases The most likely place to “ nd journal articles is in databases that index journal 
articles both in print form and on CD-ROMs. A Google search can also often lead to timely 
articles and discussions on educational topics. A more careful and monitored approach is 
to examine one of the many literature databases. By examining these databases, you can 
easily access hundreds of journal articles on educational topics. Computerized databases 
also facilitate searching the literature for conference papers and miscellaneous publica-
tions, such as papers from professional associations or education agencies. You might 
start a computerized search of the databases with the education data, followed by the 
psychological and sociological sources of information. Six important databases offer easy 
retrieval of journal articles and other documents related to education: 

1. ERIC (1991) is a national system of information in education established in 1966 by 
the U.S. Department of Education and the National Library of Education (NLE). Because 
public monies supported the development of ERIC, you can search the ERIC database 
free of charge. You can search this extensive database both online (Internet) and in print 
forms (available on the bookshelves of academic libraries). 

Education documents allowed into the ERIC database are selected mainly by reviewers 
at 16 subcontent clearinghouses (e.g., Adult, Career, and Vocational Education; Assessment 
and Evaluation). Individuals at these clearinghouses examine the educational material, 
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write abstracts, and assign terms or  descriptors from the ERIC vocabulary to identify each 
source of information. The literature that goes into ERIC is not peer reviewed for quality, 
but reviewers at the clearinghouses do select it for inclusion in the database. 

The ERIC database consists of two parts: journals, located in the  Current Index to 
Journals in Education (CIJE; ERIC, 1969…), and documents, found in  Resources in Educa-
tion (RIE; ERIC, 1966…).  CIJE is a monthly and cumulative index to information located in 
approximately 980 major educational and education related journals. It provides a subject 
index, an author index, and abstracts of speci“ c studies.  RIE is a monthly and cumulative 
index to current research “ ndings, project and technical reports, speeches, unpublished 
manuscripts, and books. It indexes education information by subject, personal author, 
institution, and publication type. 

A sample ERIC journal article (CIJE) summary (or resume) and a sample ERIC docu-
ment (RIE) resume are shown in Figures 3.2 and  3.3. You will “  nd these on the ERIC 

  FIGURE 3.2 

 Sample ERIC Journal Article Resume        

782606CE919664JE

Family-Centered Techniques: Integrating
Enablement into the IFSP Process. Andrews,
Mary A.; Andrews, James R.Journal of Childhood
Communication Disorders, v15 n1 p41…46 1993

(Reprint: UMI)
Note: Theme Issue; Service Delivery to Infants

and Toddlers: Current Perspectives.

ISSN: 0735…3170
Descriptors: Child Rearing; *Communication

Disorders; *Early Intervention;
*Family Involvement; Individual Development;
Objectives; Parenting Skills; Skill Development;
*Teamwork; Young Children

Identifiers: *Enabler Model; Family Needs;
*Individualized Family Service Plans

This article describes techniques, used in
a family-centered early intervention project, that
both assist in accomplishing the goals of the
Individualized Family Service Plan process and
create opportunities for families to display their
present competencies and acquire new ones to
meet the needs of their children with
communication disorders.
(Author/IDD)

Clearinghouse Accession
Number

Journal Title

Volume No., Issue No., Pages
Publication Date

ISSN
(International Standard Serial
Number)

Major and Minor Identifiers „
terms found in the Identifier
Authority List that characterize
proper names or concepts not
yet represented by descriptors.
Only the major terms (preceded
by an asterisk) are printed in
the Subject Index of Current
Index to Journals in Education.

ERIC Accession Number „
identification number sequentially
assigned to articles as they are
processed.

Article Title

Author(s)

Reprint Availability
Descriptive Note

Major and Minor Descriptors „
subject terms found in the Thesaurus
of ERIC Descriptors that characterize
substantive content. Only the major
forms (preceded by an asterisk) are
printed in the Subject Index of Current
Index to Journals in Education (CIJE).

Annotation

Annotator•s Initials

Note: The format of an ERIC Journal
Article resume will vary according to the
source from which the database is
accessed. The above format is from the
printed index, Current Index to Journals
in Education.
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Author(s)

Title

Institution.
(Organization where document origi-
nated.)

Contract or Grant Number

Date Published

ISBN
(International Standard Book Number)

ERIC Document Reproduction
Service (EDRS) Avaliabiity „•MFŽ
means microfiche: •PCŽ means
reproduced paper copy. When describes
as •Document Not Available from
EDRS,Ž alternate sources are cited
above. Prices are subject to change. For
latest price code schedule see section
on •How to Order ERIC Documents,Ž in
the most recent issue of Resources in
Education, or call EDRS at 1-800-443-
3742 for price information.

Abstract

Note: The format of an ERIC Document
resume will vary according to the source
from which the database is accessed.
The above format is from the printed
index, Resources in Education.

260520AE626953DE

Fuhrman.-Susan H. Ed.

Designing Coherent Education Policy; Improving
the System.

Corporate Source„Consortium for Policy Research in
Education, New Brunswick, NJ.
Sponsoring Agency„Office of Educational Research and

Improvement (ED), Washington, DC.

Contract Nos.…R117G10007; R117G10039

Pub Date„1993

ISBN-1-55542-536-4

Available from„Jossey-Bass Publishers, 350 Sansome
Street, San Francisco, CA 94104.

None-370 p.

EDRS Price„MF01/PC15 Plus Postage.

Pub Type„Books (010)„Collected Works-General
(020)„Guides…Non-Classroom (055)

Descriptors„Educational Change; Elementary
Secondary Education; Governance; Politics of
Education; Standards; *Educational Objectives;
*Education Policy; *Instructional Improvement;
*Policy Formation; *Public Education 

This book examines issues in designing coherent
education policy for public elementary and secondary
schools. It seeks to expand the policy discussion by
refining the definition of coherence and considering a
number of complex questions raised by the notion of
coherent policy. The book offers an indepth look at
systemic school reform and offers a variety of ideas as to
how educators at the district, state, and federal levels
may coordinate the various elements of policy
infrastructure around a new set of ambitious, common
goals for student achievement. Chapters include the
following: (1) •The Politics of CoherenceŽ (Susan H.
Fuhrman); (2) •Policy and Practice: The Relations
between Governance and InstructionŽ (David K. Cohen
and James P. Spillanc); (3) •The Role of Local School
Disctricts in Instructional ImprovementŽ (Richard F.
Elmore); (4) •Systemic Educational Policy: A Conceptual
FrameworkŽ (William H. Clune); (5) •Student Incentives
and Academic Standards: Independent Schools as a
Coherent SystemŽ (Arthur G. Powell); (6) •New Directions
for Early Childhood Care and Education PolicyŽ (W.
Steven Barnett); (7) •How the World of Students and
Teachers Challenges Policy CoherenceŽ (Milbrey W.
McLaughlin and Joan E. Talbert); (8) •Systemic Reform
and Educational OpportunityŽ (Jennifer A. O•Day and
Marshall S. Smith); and (9) •Conclusion: Can Policy Lead
the Way?Ž (Susan H. Fuhrman). References accompany
each chapter. (LMI)

Clearinghouse Accession 
Number

Sponsoring Agency „agency respon-
sible for initiating, funding, and managing
the research project.

Alternate source for obtaining
document.

Descriptive Note (pagination first).

Publication Type „broad categories
indicating the form or organization of the
document, as contrasted to its subject
matter. The category name is followed by
the category code

Descriptors „subject terms found in the
Thesaurus of ERIC Descriptors that
characterize substantive content. Only
the major terms (proceeded by an
asterisk) are printed in the Subject Index
of Resources in Education.

Abstractor•s Initials

ERIC  Accession  Number „identifi-
cation  number  sequentially  assigned
to articles as they are processed.

  FIGURE 3.3  

 Sample ERIC Document Resume        



CHAPTER 3 Reviewing the Literature 89

Web site. Read through the marginal notations that explain the information about the 
document. This summary contains an accession number ( EJ for journal and  ED for docu-
ments). It also displays the author, the title, the major and minor descriptors assigned to 
the article, and a brief annotation describing the article.  

2. Psychological Abstracts (APA, 1927…) and the CD-ROM versions,  PsycLit (SilverPlat-
ter Information, Inc., 1986) and  PsycINFO ( www.apa.org ), are important sources for locat-
ing research articles on topics broadly related to psychology. In October 2000, PsycLit and 
PsycINFO consolidated into one database to provide a comprehensive source of psycho-
logical literature from 1887 to the present. This database is available in a print version, on 
CD-ROM, and on a Web site. These databases are available in libraries or through online 
versions leased by the libraries and networked through campus computers. 

These databases index more than 850 journals in 16 categories. They provide bib-
liographic citations, abstracts for psychological journal articles, dissertations, technical 
reports, books, and book chapters published worldwide. The print version has a 3-year 
cumulative index. An example of a journal record from PsycINFO is shown in  Figure 3.4.
Similar to an ERIC record, this summary from PsycINFO includes key phraseidenti“ ers,
as well as the author, title, the source, and a brief abstract of the article.   

3. Sociological Abstracts (Sociological Abstracts, Inc., 1953…) is available in a print ver-
sion, on CD-ROM ( Socio“ le, SilverPlatter Information, Inc., 1974/86…), and in a library-leased 
Web version available to computers networked to the library. Available from Cambridge 
Scienti“ c Abstracts, this database provides access to the world•s literature in sociology and 
related disciplines. The database contains abstracts of journal articles selected from more 
than 2,500 journals, abstracts of conference papers presented at sociological association 
meetings, dissertations, and books and book reviews from 1963 to the present. 

4. The Social Science Citation Index (SSCI; Institute for Scienti“ c Information [ISI], 
1969…) and the CD-ROM version,Social Sciences Citation Index (ISI, 1989…), provide a 
database of cited references to journal articles. The citation index allows you to look up 
a reference to a work to “ nd journal articles that have cited the work. SSCI covers 5,700 
journals, representing virtually every discipline in the social sciences. 

5. EBSCO Information Services ( www.ebsco.com/ ) is a worldwide information 
service that provides print and electronic subscription services, research database devel-
opment and production, and online access to more than 150 databases and thousands 
of e-journals. Academic libraries purchase the services of EBSCO or individuals can pur-
chase articles of interest through the pay-per-view feature. Using EBSCO, the educational 
researcher can view tables of contents for journals and abstracts to articles, and link 
directly to full text from over 8,000 titles. Researchers can also receive e-mails of the 
tables of contents for their favorite journals as soon as they are published. 

6. Dissertation Abstracts (University Micro“ lms International [UMI], 1938…1965/66) 
and the CD-ROM versionDissertation Abstracts Ondisc ( Computer File; UMI, 1987…) pro-
vide guides to doctoral dissertations submitted by nearly 500 participating institutions 
throughout the world. It is published in three sections: Section A, The Humanities and 
Social Sciences; Section B, The Sciences and Engineering; and Section C, Worldwide. 
Examining these sections, a researcher “ nds abstracts (350-word summaries) of disserta-
tions. A comprehensive index permits easy access to titles, authors, and subject areas. 

Early Stage Literature The “ nal major category of literature to review (see  Figure 3.1)
comprises materials at an early stage of development that may or may not be screened 
by reviewers (e.g., journal editors or book publishers) for quality. Such early stage 
literature consists of newsletters, studies posted to Web sites, professional-association 
newsletters, and drafts of studies available from authors. For example, electronic jour-
nals and research studies are posted to Web sites and available on the Internet. Some of 
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 FIGURE 3.4  

 Sample Journal Record from PsycINFO Database 
( www.apa.org/psychinfo/about/sample.html#journal )       

Source: Reprinted with permission of the American Psychological Association, publisher of the PsycINFO 
Database © 2004, all rights reserved. 
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the advantages and disadvantages of using these materials from the Internet appear in 
Table  3.3. 

Unquestionably, the easy ability to access and capture this material makes it attrac-
tive; however, because reviewers may not have evaluated the quality of this information, 
you need to be cautious about whether it represents rigorous, thoughtful, and systematic 
research for use in a literature review. Ways to determine the credibility of the material 
include the following: 

� See if it is a study reported in an online journal with a peer review board to over-
see the quality of publications. 

� Determine if you recognize the authors because they have published materials in 
quality journals or books. 

� See if the Web site has standards for accepting the research studies and reporting 
them.

� Ask a faculty member in your graduate program if he or she feels that the article is 
of suf“ cient quality to be included in your literature review. 

  Critically Evaluate and Select the Literature 

Let•s return to the major steps in conducting a literature review. The process begins with 
identifying key words and locating resources. Once you locate the literature, you need 
to determine if it is a good source to use and whether it is relevant to your particular 
research.

  Is It a Good, Accurate Source? 
It sometimes comes as a shock to beginning researchers that even though a study has 
been published, it may not be worthy of including in a literature review. Some guidelines 
are helpful to make a careful selection of the literature. Remember, as mentioned in  Fig-
ure 3.1, there are different types of literature. 

 TABLE 3.3  

Advantages and Disadvantages of Using the Internet as a Resource 
for a Literature Review 

  Advantages    Disadvantages  

€ There is easy access to material since the 
researcher can search any time of the day. 

€ Research posted to Web sites is not reviewed 
for quality by •experts.Ž 

€ Web sites have a breadth of information on 
most topics. 

€ The research found on Web sites may have 
been plagiarized without the searcher•s 
knowledge. 

€ Web sites provide a network that researchers 
can contact about their topic and research 
problem. 

€ Research studies may be dif“ cult to “ nd and 
time-consuming to locate. 

€ Research posted to Web sites is typically 
current information. 

€ Web site literature may not be organized or 
summarized in a way that is useful. 

€ Web sites can be searched easily using a 
search engine and keywords. 

€ Full-text electronic journals available on the 
Web are new and few in number. 

€ Select research studies can be printed 
immediately from Web sites. 
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� Rely as much as possible on journal articles published in national journals. Typi-
cally, a panel of editors (two or three editorial board members plus a general 
editor) reviews and critically evaluates a manuscript before it is accepted for pub-
lication. If the journal lists reviewers or editorial board members from around the 
country, consider it to be high quality because it is a refereed, national journal. 

� Use a priority system for searching the literature. Start with refereed journal articles; 
then proceed to nonrefereed journal articles; then books; then conference papers, 
dissertations, and theses; and “ nally nonreviewed articles posted to Web sites. This 
order re” ects the extent of external review of materials from a high level of review 
to minimal or no review. If you are using full-text articles from Web sites, review 
the quality of the material. Use articles reported in national online journals that 
have undergone a review through editorial boards. Information about the journals 
and their review process can be obtained online. Material obtained from Web sites 
not in national, refereed journals needs to be carefully screened to determine the 
quali“ cations of the author, the quality of the writing, and the scope and rigor of 
data collection and analysis. 

� Look for •researchŽ studies to include in your literature review. This research con-
sists of posing questions, collecting data, and forming results or conclusions from 
the data. Also, the claims made by authors in their results need to be justi“ ed and 
supported based on the data collected. 

� Include both quantitative and qualitative research studies in your review, regard-
less of the approach you might use in your own study. Each form of research has 
advantages and provides insight for our knowledge base in education. 

  Is It Relevant? 
Whether a source is high quality and worthy of inclusion in a literature review is one 
consideration. An entirely separate question is whether the literature is relevant to use. 
You might read the literature you have selected, noting the titles of articles, the contents 
of abstracts at the beginning of the material (if they are present), and major headings in 
the study. This review helps determine if the information is relevant to use in a review. 
Relevance has several dimensions, and you might consider the following criteria when 
selecting literature for a review: 

� Topic relevance: Does the literature focus on the same topic as your proposed 
study?

� Individual and site relevance: Does the literature examine the same individuals or 
sites that you want to study? 

� Problem and question relevance: Does the literature examine the same research 
problem that you propose to study? Does it address the same research question 
you plan to address? 

� Accessibility relevance: Is the literature available in your library or can you down-
load it from a Web site? Can you obtain it easily from the library or a Web site? 

If you answer yes to these questions, then the literature is relevant for your literature 
review.

  Organize the Literature 

Once you have located the literature, assessed its quality, and checked it for relevance, 
the next step is to organize it for a literature review. This process involves photocopying and 
“ ling the literature. At this time you might quickly read it, take notes on it, and determine
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how it “  ts into the overall literature. You might also construct a visual picture of the 
literature„a literature map„that helps to organize it, positions your study within the lit-
erature, and provides a framework for presenting research to audiences about your topic. 

  Reproducing, Downloading, and Filing 
After locating books, journal articles, and miscellaneous documents (such as the educa-
tion documents in ERIC available online) in a library, you should make copies of the arti-
cles, scan the articles, or download the articles (as html or pdf “ les) and develop some 
system to easily retrieve the information. Copyright laws permit the duplication of only 
one complete article without the permission of the author. Placing the articles in “ le fold-
ers (or storing them in a computer “ le) alphabetized by author name may be the most 
convenient way to organize the materials. Alternatively, you might organize the literature 
by sources, topic, or key words. However, using an author index may be the most con-
venient method because topics and key words you use in your literature review may shift 
as you work through drafts of the review. 

  Taking Notes and Abstracting Studies 
During the process of reading the literature, researchers take notes on the information 
so that a summary of the literature is available for a written review. This note taking is 
often an informal procedure in which the researcher identi“ es important ideas about the 
article or material and writes rough notes about each source of information. This pro cess
may involve a citation to the article (see •Using a Style ManualŽ section later in this chap-
ter) and a brief summary of the major points of the article. These points may generally 
include (a) the questions being addressed, (b) data collection, and (c) major results. 

Instead of this informal approach, a preferred strategy is to systematically record 
information about each source so that you can easily insert it into a written review of the 
literature. This process yields useful information so that you can remember the details of 
the studies. 

A systematic approach for summarizing each source of information is to develop an 
abstract for each one. Anabstract  is a summary of the major aspects of a study or article, 
conveyed in a concise way (for this purpose, often no more than 350 words) and writ-
ten with speci“ c components that describe the study. Be careful not to use the abstracts 
available at the beginning of journal articles. They may be too brief to use because of 
word or space limitations imposed by journal editors. Also, if you use such an abstract, 
you need to reference it so that you do not plagiarize someone else•s work. Instead, 
write your own abstracts of articles and materials. This calls for identifying the topics that 
you need to abstract from the study. 

The “ rst step is to think about the type of literature you will be abstracting. Research-
ers typically emphasize research studies for abstracting and inclusion in the literature 
review, rather than essays or opinion papers (although you probably need to cite impor-
tant essays or opinions if authors widely cite them). 

To abstract elements for a  quantitative research study such as a journal article, con-
ference paper, or dissertation or thesis, you might identify the: 

� Research problem 
� Research questions or hypotheses 
� Data collection procedure 
� Results of the study 

A complete abstract reporting these four elements for a quantitative survey study by 
Metzner (1989) is shown in Figure 3.5. Notice in this abstract that the summaries of 
each element are short and that a complete reference to the work is listed at the top so 
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 FIGURE 3.5  

 Sample Abstract for a Quantitative Research Study       

Metzner, B. (1989). Perceived quality of academic
advising: The effect on freshman attrition. American
Educational Research Journal, 26(3), 422…442.*

Research Problem:

Colleges and universities place emphasis on student
retention, and academic advising positively intervenes
to reduce dropout. However, surveys show extensive
dissatisfaction with advisement. Empirical
investigations of this relationship have provided
equivocal results. Some studies show a positive
relationship between retention and quality of advising;
others have failed to discover an association.

Research Questions or Hypotheses:

No specific research questions or hypotheses were
raised, but this reader can deduce them from the
purpose statement. The general question was: Does
the quality of advisement influence student attrition?
The specific questions are: Is better advising
associated with lower attrition than poor advising? Do
changes in quality of advising (from good, poor, or no
advising) affect retention differently?

Data Collection Procedure:

Freshmen at a public university were asked about the
quality of advising they received, their intent to leave
the institution, and their general satisfaction with the
college experience. One thousand and thirty-three
students completed questionnaires in their English
Composition courses late in the fall semester of 1982.

Results:

In response to the question, •Is better advising
associated with lower attrition than poor advising?Ž,
the results (of regression analysis) showed that good
advising reduced dropout while poor advising failed to
have any effect. Thus, levels of advising quality did
impact freshman attrition differently. In response to the
next question: •Do changes in the quality of advising
(good, poor, none) affect retention differently?Ž, the
results showed that yes, the impact was different.
Good advising helped to lower dropout more than no
advising, and poor advising lowered dropout more
than no advising. The implications of these results is
that the best strategy for improving retention is to offer
good advising to students who receive no advising.

*Source: Abstracted with the assistance of Beth Caughlin, Bob Mann, Chad Abresch, Qian Geng, and Ling-Mean Heng from 
Education 800, University of Nebraska, Lincoln, Fall 1998. 

that each abstract is fully documented. (Reference format will be addressed later in this 
chapter.)  

For a qualitative research study, the topics are the same as those used in a quantita-
tive study, but the headings re” ect terms commonly used in qualitative research. Instead 
of using hypotheses and questions, qualitative researchers state only questions. Instead 
of results, “ ndings is a more acceptable qualitative term. 

When abstracting a qualitative research study, you might identify the: 

� Research problem 
� Research questions 
� Data collection procedure 
� Findings

These elements were used to abstract a qualitative study by Creswell and Brown (1992), 
shown in Figure 3.6. This study explores the role of academic chairpersons in enhancing 
faculty research. Again, there is a brief summary of each element and a complete refer-
ence to the article at the top of the abstract.  

The elements abstracted in both the quantitative and qualitative examples illustrate 
typical information extracted from research studies. In other forms of abstracting, you 
may include additional information in which you critique or assess the strengths and 
weaknesses of the research. 
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  Constructing a Literature Map 
As you organize and take notes or abstract articles, you will begin to understand the con-
tent of your literature review. In other words, a conceptual picture will begin to emerge. 
Having a diagram or visual picture of this conceptualization allows you to organize the 
literature in your mind, identify where your study “  ts into this literature, and convince 
others of the importance of your study. 

This visual picture results in a literature map, literally a map of the literature you 
have found. A literature map  is a “ gure or drawing that displays the research literature 
(e.g., studies, essays, books, chapters, and summaries) on a topic. This visual rendering 
helps you see overlaps in information or major topics in the literature and can help you 
determine how a proposed study adds to or extends the existing literature rather than 
duplicates past studies. As a communication device, a map helps you convey to others, 
such as faculty committee members or an audience at a conference, the current picture 
of the literature on a topic. 

The actual design of this map can take several forms.  Figure 3.7 shows a chart in 
which the researcher organized the literature hierarchically. Organized in top-down fash-
ion, this chart portrays the literature that Hovater (2000) found on the topic of preservice 
training for teachers on multicultural topics. At the top of the “ gure he lists the topic: the 
need for teacher education programs to train culturally responsive teachers. Next, below 
the top level, he identi“ es the two programs available, study abroad programs and U.S. 

 FIGURE 3.6  

 Sample Abstract for a Qualitative Research Study       

Creswell, J. W., & Brown, M. L. (1992).
How chairpersons enhance faculty research:
A grounded theory study. The Review of Higher
Education, 16(1), 41…62.

Research Problem:

The authors mention that past research has
addressed the correlates of scientific achievement
and the research performance of faculty. However, an
unexplored correlate is the role of the chairperson in
influencing faculty scholarly performance. Since chairs
are in a position to enhance and facilitate faculty
scholarship, the role of the chair needs clarification.

Research Questions:

The central research question is implied in the title to
the study: •How do chairpersons enhance faculty
research?Ž More specifically, the authors asked chairs
to discuss an Issue involved in assisting faculty
members in the department in his or her professional
development. They were also asked to specify actions
or roles in performing this assistance, identify reasons
for assistance, note signs that the individual needed
assistance, and indicate the outcomes of assistance
for the individual.

Data Collection Procedure:

The authors collected semi-structured interview data
from 33 chairpersons located in a variety of
disciplines and types of institutions of higher
education. Chief academic officers and faculty
development personnel on the campuses nominated
these chairs for the study. The authors used the
procedures of grounded theory.

Findings:

The authors identified from the interviews seven major
categories of roles engaged in by the chairpersons:
provider, enabler, advocate, mentor, encourager,
collaborator, and challenger. Further analysis then led
to understanding how these roles played out for
faculty at different stages of their careers. Four levels
of faculty were used to illustrate their chair roles:
beginning faculty, pre-tenured faculty, post-tenured
faculty, and senior faculty. From these profiles, the
authors identified a theoretical model of the chair•s
role and advanced propositions (or hypotheses) for
future testing. These propositions related to the type
of issue the faculty member experienced, the career
stage issue of the faculty member, and the strategies
employed by the chairperson.
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Source: Used by permission of Scott Hovater, 2000. 

 FIGURE 3.7  

 A Literature Map, Hierarchical Design       

Literature Map

Possible Improvements

Martin & Rohrlich, 1991
Stachowski, 1991

Personal Insights of
Preservice Teachers

Cockrell, Placier,
Cockrell & Middleton,
1999; Goodwin,
1997; Kea & Bacon, 1999

Predominantly English
Speaking Cultures

Mahan & Stachowski, 1990;
Quinn, Barr, McKay,
Jarchow, & Powell, 1995;
Vall & Tennison, 1992

Need for Further Study:
Non-English Speaking Cultures

Question: Do short-term study
abroad programs in non-
English speaking cultures help
create cultural responsiveness
in preservice teachers?

Conventional Programs

Colville-Hall, Macdonald, &
Smolen, 1995; Rodriguez &
Sjostrom, 1995; Vavrus,
1994

Cross-Cultural Programs

Cooper, Beare, & Thorman,
1990; Larke, Wiseman, &
Bradley, 1990

Attitudes Toward
Study Abroad

King & Young, 1994

Personal Insights of
Preservice Teachers

Friesen, Kang, &
McDougall, 1995;
Mahan & Stachowski, 1991

Study Abroad
Programs

The Need for Teaching Programs
to Be Culturally Responsive

Bennet, 1995; Eastman & Smith,
1991; Grant, 1994; Noel, 1995 U.S.

Programs

programs, and below that, speci“ c studies that address these two types of programs. 
These studies relate to attitudes of students, personal insights of teachers, and possible 
improvements in training. At the lower left-center of the map, Hovater advances his 
proposed study: to extend the literature addressing the question, •Do short-term study 
abroad programs in non-English-speaking cultures help create cultural responsiveness in 
preservice teachers?Ž  

Hovater•s (2000) literature map includes several useful design features that you can 
include in a literature map. Here are some guidelines to follow when constructing your 
own literature map: 

� Identify the key terms for your topic and place them at the top of the map. As 
discussed earlier, these key terms are found in draft titles, questions, or ERIC 
resources.

� Take the information for your map and sort it into groups of related topical areas 
or •families of studies.Ž Think in terms of three or four groupings because these 
groups will likely result in major sections in a written literature review. 
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� Provide a label for each box (later this label is useful as a heading in your literature 
review). Also, in each box, include key sources you found in your literature search 
that “ t the label of the box. 

� Develop the literature map on as many levels as possible. Some branches in the 
drawing will be more developed than others because of the extent of the literature. 
In some cases, you may develop one branch in detail because it is the primary area 
of focus of your research topic. 

� Indicate your proposed study that will extend or add to the literature. Draw a box 
at the bottom of the “ gure that says •my proposed study,Ž •a proposed study,Ž or 
•my study.Ž In this box, you could state a proposed title, a research question, or the 
problem you wish to study. An extremely important step is to draw lines connect-
ing your proposed study to other branches (boxes) of the literature. In this way, 
you establish how your study adds to or extends the existing literature. The map in 
Figure 3.8 shows a hierarchical design. Other designs, such as a circular design of 
interconnecting circles or a sequential design to show the literature narrowing and 
focusing into a proposed study, can also be used. We can see a circular design by 
shifting and changing Hovater•s (2000) hierarchically designed map into a circular 
map, as shown in Figure 3.8.   

 FIGURE 3.8  

 A Literature Map, Circular Design       

Study Abroad
Programs

Attitudes Toward
Study Abroad
(King & Young, 1994)

Personal Insights of
Preservice Teachers
(Friesen, Kang, & McDougall,
1995)

Need for Further Study:

Non-English Speaking Cultures

Question: "Do short-term study
abroad programs in non-English
speaking cultures help create
cultural responsiveness in
preservice teachers?"

Predominantly English
Speaking Cultures
(Mahan & Stachowski, 1990)

U.S. Programs

Conventional Programs
(Colville-Hall, Macdonald, &
Smolen, 1995)

Personal Insights of Preservice
Teachers (Cockrell, Placier,
Cockrell, & Milleton, 1999)

Cross-Cultural Programs
(Cooper, Beare, & Thorman,
1990)



98 PART II The Steps in the Process of Research

  Write a Literature Review 

Now that you have scanned the literature to determine its relevance, abstracted it, and 
organized it into a literature map, it•s time to construct the actual written summary of the 
literature. For the most part, this literature consists of journal articles and research reports 
found in library resources. Researchers use procedures for summarizing each study, pro-
viding a clear reference to it, and writing the literature review. This writing requires pull-
ing together all aspects of the review to this point, such as: 

� Using an appropriate style to write complete references for these summaries (for 
a list at the end of your research report) and to develop headings for the literature 
review

� Employing speci“ c writing strategies related to the extent of the review, the type of 
review, and the concluding statements in a review 

  Using a Style Manual 
We have already seen how abstracts can include a complete reference (or citation) to the 
information in the literature (see  Figures 3.5 and  3.6). In writing these references, you 
should use an accepted style manual. Headings, tables, “ gures, and the overall format 
also require use of a speci“ c style manual. A  style manual  provides a structure for citing 
references, labeling headings, and constructing tables and “ gures for a scholarly research 
report. When you use a style manual, the research (and the literature review) will have 
a consistent format for readers and other researchers, and this format will facilitate their 
understanding of the study. 

The Publication Manual of the American Psychological Association, 6th edition (APA, 
2010), style manual is the most popular style guide in educational research. Other guides 
available are the Chicago Manual of Style, 15th edition (University of Chicago Press, 
2003),A Manual for Writers of Term Papers, Theses, and Dissertations, 7th edition (Tura-
bian, 2007), andForm and Style: Theses, Reports, and Term Papers, 8th edition (Camp-
bell, Ballou, & Slade, 1990). These style manuals provide a consistent format for writing a 
research report. Three of the most frequently used approaches found in thePublication
Manual of the American Psychological Association (APA, 2010) will be emphasized here: 

� End-of-text references 
� Within-text references 
� Headings

  End-of-Text References End-of-text references  are the references listed at the end of a 
research report. In APA form, they are double spaced and listed alphabetically by author. 
Include in the end-of-text reference list only the references mentioned in the body of 
the paper. The APA manual provides examples of the most common kinds of end-of-text 
references. Below are illustrations of three common types of references in appropriate 
APA form. 

An example of a journal article  end-of-text reference in APA form is: 

Elam, S. M. (1989). The second Phi Delta Kappa poll of teachers• attitudes toward public 
schools.Phi Delta Kappan, 70(3), 785…798. 

An example of a book end-of-text reference in APA form is: 

Shertzer, B., & Stone, S. C. (1981).  Fundamentals of guidance (4th ed.). Boston: 
Houghton Mif” in. 
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An example of a conference paper end-of-text reference in APA form is: 

Zedexk, S., & Baker, H. T. (1971, May).  Evaluation of behavioral expectation scales. Paper 
presented at the meeting of the Midwestern Psychological Association, Detroit, MI. 

As these examples show, the “ rst line is left adjusted and the second line is indented. 
We call this a  hanging indent.  Also, observe the use of all lowercase letters (noncapitals) 
in the titles of the articles, except for the “ rst word and proper nouns. In the journal arti-
cle example, we capitalize all words in the journal title. In the book example, we capital-
ize only the “ rst word in the title of the book, the “  rst word following a colon in the title, 
and proper nouns. 

With increasing frequency, electronic journal publishing and materials located on the 
Internet are common today. Two ways to identify material obtained on the Internet are 
to provide a URL or a DOI (digital object identi“ er) number to the reference information. 
The URL is used to map digital information on the Internet. A URL contains several com-
ponents: a protocol, a host name, the path to the document and the speci“ c “ le name, 
such ashttp://www.apa.org/monitor/oct09/worlplace.html . The words •Retrieved 
fromŽ precede the URL name as in the following example of a journal article reference: 

Smith, J. (2008, June). Sciences vs. ideologies.Science, 29(3). Retrieved from http://
www.apa.org/monitor/ .

URLs are often changed on the Internet, and scholarly publishers have increasingly used 
the assignment of a DOI to journal articles and to documents. The  DOI System provides 
a means of identi“ cation for managing information on digital networks (see  http://www
.doi.org/ ). A DOI is a unique alphanumeric string assigned by a registration agency to 
identify content and provide a persistent link to its location on the Internet. The DOI 
number is typically located on the “ rst page of the electronic journal article, close to the 
copyright notice. When cited in a reference, this number is placed at the end of a refer-
ence, such as in this journal article example: 

Smith, J. P. (2005). Mixed methods research: Its controversies and potential.  Journal of 
Mixed Methods Research, 3(1), 34…50. doi: 1038/0278.6133.24.2.226 

  Within-Text References Within-text references  are references cited in a brief format 
within the body of the text to provide credit to authors. APA style lists several conven-
tions for citing these in-text references. The following examples illustrate the appropriate 
use of APA style when you cite both single and multiple authors. 

An example of a within-text reference in APA style in which the author refers to a 
single reference is: 

Rogers (1994) compared reaction times for athletes and nonathletes in middle 
schools. . . . 

As this reference shows, APA style requires that you use only the author•s last name for 
within-text citations, unless “ rst initials are needed to distinguish between authors with 
identical surnames. This reference also includes information about the year of the publi-
cation. These references may also appear anywhere in the sentence. 

An example of a within-text reference in APA style in which the author refers to mul-
tiple references is: 

Past studies of reaction times (Gogel, 1984; Rogers, 1994; Smith, 1989) showed. . . . 
Entire groups of studies have addressed the dif“ culty of test taking and reaction times 
(Gogel, 1984; Happenstance, 1995; Lucky, 1994; Smith, 1989). 
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As illustrated by this example, semicolons separate the different studies. Also, the authors 
are listed in alphabetical order, as in end-of-text references, rather than in chronological 
order based on the date of publication. 

The in-text citation of multiple authors needs to be carefully considered. When a 
work has only two authors, you should cite both names every time the reference occurs 
in the text, such as: 

Kurines and Smith (2009) demonstrated . . . 

However, when a work has three, four, or “ ve authors, cite all of the authors the “ rst 
time the reference occurs, but cite only the “ rst author followed by  et al. and the year in 
subsequent citations. For example, 

First time citation: 

The dif“ culty of test taking and reaction times has been examined by Smith, Paralli, 
John, and Langor (1994). 

Subsequent citation in the same paper: 

The study of test taking and reaction times (Smith et al., 1994) . . . 

The Publication Manual of the American Psychological Association, 6th edition (APA, 
2010), has a useful table to indicate how to cite references in text by one author, multiple 
authors, and groups. 

Finally, good scholarly writing requires that authors cite original sources„where the 
information came from originally„rather than cite a book or article that contains the ref-
erence. For example, 

Inadequate model: 

Smith (1994), as reported in Theobald (1997), said that. . . . 

An improved model, using the original source: 

Smith (1994) said that. . . . 

Levels of Headings As you write a literature review, consider the number of topics 
or subdivisions in your review. Levels of headings  in a scholarly study and literature 
review provide logical subdivisions of the text. Headings provide important clues for 
readers that help them understand a study. They also divide the material in the same way 
as topics in an outline. 

In APA style, the maximum number of heading levels is “ ve. As shown in  Figure 
3.9, these “ ve headings differ in their use of upper- and lowercase letters; in centered, 

 FIGURE 3.9  

 Headings in APA Sixth Edition Style       

Centered, Boldface, Uppercase and Lowercase Heading (Level 1)

Flush left, Boldface, Uppercase and Lowercase Heading (Level 2)

     Indented, boldface, lowercase paragraph heading ending with a period. (Level 3)

     Indented, boldface, italicized, lowercase paragraph heading ending with a period.  (Level 4)

     Indented, italicized, lowercase paragraph heading ending with a period. (Level 5)

Source: APA (2010), p. 62 
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left-adjusted, and indented words; and in italics. Most educational studies include either 
two or three levels of headings. Authors seldom use fourth- or fifth-level headings 
because their research lacks the detail needed for many subdivisions. For some books, 
“ ve levels of headings may be appropriate, but typically two to three levels of headings 
will suf“ ce for most educational research studies.  

The choice of heading levels in a literature review depends on the number of sub-
divisions of topics you use. Regardless of subdivisions, APA style requires that you use 
certain types of headings for a two-, three-, four-, and “ ve-level heading format. The fol-
lowing examples illustrate these three popular forms. 

When you have only two levels in a research report, use Levels 1 and 2. An example 
of a two-level heading in APA form that uses “ rst (centered, boldface, uppercase and low-
ercase) and second levels (” ush left, boldface, uppercase and lowercase) is: 

Review of the Literature (Level 1) 
Introduction  (Level 2) 
Social Support Research (Level 2) 

If you have three levels in your research, use Levels 1 (centered, boldface, uppercase 
and lowercase), 2 (” ush left, boldface, uppercase and lowercase), and 3 (indented, bold-
face, lowercase paragraph heading ending with a period.). A lowercase paragraph means 
that the “ rst letter of the “ rst word is uppercase and the remaining words are lowercase. 
An example of a three-level heading in APA form is: 

Review of the Literature (Level 1) 
Introduction  (Level 2) 

Social support. People band together in work units. . . . (Level 3) 

Sections of a paper may have different levels of headings, depending on length and 
complexity. The introduction to a manuscript does not carry a heading that identi“ es 
it as an introduction. It is assumed that the “ rst part of a manuscript is the introduc-
tion. Also, the title of a manuscript should be typed in uppercase and lowercase letters, 
centered, and positioned in the upper half of a page. In sum, headings are not easy to 
describe, and they need to be short„typically two or three words„and state exactly and 
succinctly the content of the passage that follows. 

  Writing Strategies 
As you write a literature review, several additional elements will need your attention: the 
extent of the review, the type of review, and the concluding statement of the review. 

Extent of the Review One question Maria asked her advisor was •How long should 
my literature review be?Ž There is no easy answer to this question, but you can begin 
by considering the type of research report you are writing. For dissertations and theses, 
you need an extensive review of the literature, which often comprehensively includes 
all sources of information identi“ ed in the classi“ cation of resources in  Figure 3.1. For 
research plans or proposals, a less than comprehensive literature review may suf“ ce, 
although guidelines may be set by advisors or reviewers. The literature review in propos-
als or plans for a study establishes the framework for a study and documents the impor-
tance of the research problem. Typically, literature reviews for proposals run from 10 to 
30 pages in length, although this can vary. A proposal literature review summarizes the 
citations obtained from searching databases such as ERIC, PsycINFO, EBSCO, Socio“ le, 
and others. For a journal article, the extent of the literature review varies, with typically 
more attention given to the literature review in a separate section in a quantitative study 
than in a qualitative study. In a journal article, researchers also tend to shorten the literature 
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review to “ t word requirements of journal editors, as compared to a more thorough and 
extensive review as found in proposals or plans for a study. 

Also related to the extent of the literature review is the question •How far back in 
the literature do my references need to go?Ž When completing a dissertation or thesis, 
the search covers most published literature and the author examines sources back to the 
inception of the research topic. For research proposals and journal articles (and prelimi-
nary reviews), use as a rough guide the last 10 years, focusing on the more recent stud-
ies. An exception is to cite earlier, classical studies because they substantially in” uence 
subsequent literature published in the last decade. 

Types of Literature Reviews At this point you will need to determine how to actually struc-
ture the summaries or notes taken on the articles and studies in the literature. The organiza-
tion of the summaries varies depending on the type of research report and the traditions for 
literature reviews on different campuses. When writing a literature review for a dissertation or 
thesis, you might visit with an advisor to determine the appropriate format to use. However, 
the two models presented here„the thematic review and the study-by-study review„will 
serve you well. [See Cooper (1984) and Cooper & Lindsay (1998) for additional approaches.] 

In a thematic review of the literature , the researcher identi“ es a theme and brie” y 
cites literature to document this theme. In this approach, the author discusses only the 
major ideas or results from studies rather than the detail of any single study. Authors use 
this approach frequently in journal articles, but students also use it for dissertations and 
theses in graduate programs. You can identify this form by locating a theme and noting 
the references (typically multiple references) to the literature used to support the theme. 

For example, in a study by Brown, Parham, and Yonker (1996), the authors reviewed 
the literature about racial identity development of White counselors-in-training in a 
course on racial identity attitudes of White women and men. This passage, appearing in 
an early section in the study, illustrates a thematic approach: 

Among other things, racial identity is a sense of group belonging based on the 
perception of a shared racial heritage with a speci“ c group and, as such, it has an 
impact on personal feelings and attitudes concerning distinguishable racial groups 
(Helms, 1990; 1994; Mitchell & Dell, 1992). Researchers agree that White Americans 
generally are not challenged to ask themselves, •What does it mean to be White?Ž 
(Pope-Davis & Ottavi, 1994). . . . (p. 511) 

In this case, the authors review the literature about the theme •racial identityŽ and brie” y 
mention references to support the theme. The authors do not discuss each reference 
separately and in detail. 

In contrast to a thematic review, the study-by-study review of the literature  pro-
vides a detailed summary of each study grouped under a broad theme. This detailed sum-
mary includes the elements of an abstract shown in Figures 3.5 and  3.6. This form of review 
typically appears in journal articles that summarize the literature and in dissertations and 
theses. When presenting a study-by-study review, authors link summaries (or abstracts) 
by using transitional sentences, and they organize the summaries under subheadings that 
re” ect themes and major divisions. Using the literature map concept discussed earlier in 
this chapter, these themes are the topics identi“ ed in boxes in the map (see  Figure 3.7). 

The following review of the literature about cross-cultural competency and multicul-
tural education in the journal  Review of Educational Research by McAllister and Irvine 
(2000) illustrates a study-by-study review. Here, the authors discuss the research one 
study at a time that addresses Helms•s racial identity model. 

Brown, Parham, and Yonker (1996) employed the White Racial Identity Scale to 
measure change in the white racial identity of thirty-“ ve white graduate students 
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who participated in a sixteen-week multicultural course. Eighty percent of the par-
ticipants had previous multicultural training and most of them had had experiences 
with people from at least two different racial backgrounds, though the nature of these 
experiences is not de“ ned. The authors designed the course based on three areas„
acquisition of self knowledge, cultural knowledge, and cross-cultural skills„and they 
used a variety of teaching methods such as lectures, talks by guest speakers, and sim-
ulations. Results indicated that at the end of the course women endorsed more items 
than men did in the pseudo-independence stage on the White Racial Identity Scale, 
and men endorsed more items than women did in the autonomy stage. The authors 
draw a causal relationship between the course and those changes found in the group. 

Neville, Heppner, Louie, and Thompson (1996) also examined the change in 
White racial identity as well. . . . (p. 8) 

In this example, the authors “ rst described the study by Brown et al. (1996) in some 
detail, then they described the study by Neville et al. (1996). In this way, they discussed 
one study at a time. They also provided a detailed description of the study to include the 
research problem (whether the scale measures change), an implied question (whether 
men and women differ on the scale), the data collection (i.e., 35 participants in the 
study), and a summary of the results (men and women endorse items differently depend-
ing on their stage of development). 

Concluding Statement of the Review How do you end a literature review section in a 
study? The concluding statement of a literature review serves several purposes. It sum-
marizes the major themes found in the literature and it provides a rationale for the need 
for your study or the importance of the research problem. 

First, summarize the major themes. Ask yourself, •What are the major results and 
“ ndings from all of the studies I have reviewed?Ž Your answer to this question will result 
in the identi“ cation of three or four themes that summarize the literature. Then, brie” y 
summarize each theme. The summaries should emphasize the major ideas under each 
major heading in the literature review and highlight what the reader needs to remember 
from the summary of the review. 

Besides stating the major themes in a review, you also need to suggest reasons why 
the current literature is de“ cient and why educators need additional research on your 
topic. These reasons address ways the proposed study will add to knowledge, and they 
justify the importance of the research problem. Typically, writers mention three or four 
reasons that play a signi“ cant role in research because they often lead into the purpose 
statement, research questions, and hypotheses (to be addressed in the next chapter). 

The example below illustrates both the summary of themes and the author•s justi“ ca-
tion of the need for additional research. 

The factors in” uencing faculty to be productive researchers found in the literature 
suggest three themes: early productivity (Did faculty begin publishing early in their 
careers?); mentoring (Did faculty apprentice under a distinguished researcher?); and 
support systems (Did faculty have adequate funding for their research?). These fac-
tors, although important, do not address the time faculty need to conduct research. 
When faculty have allotted time for scienti“ c investigations and inquiries, it helps to 
focus their attention, offers sustained momentum for research, and removes distract-
ing activities that may draw their attention away from research. 

In this example, the author states three themes and, from these themes, identi“ es an area 
for future research: faculty time. Then, the author identi“ es three reasons for the impor-
tance of the study of faculty time. 
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  REEXAMINING THE PARENT INVOLVEMENT AND 
THE MOTHERS• TRUST IN PRINCIPALS STUDIES 

In both the quantitative parent involvement study (Deslandes & Bertrand, 2005) and the 
qualitative mothers• trust in principals study (Shelden et al., 2010), the authors begin 
their articles by citing literature from other studies. As you have learned in this chapter, 
you can identify this literature by noting when the researchers cite an author and a year. 
For example, see the reference to •Henderson & Mapp, 2002Ž (Paragraph 01) in the par-
ent involvement study or the reference to •Colarusso & O•Rourke, 2007Ž (Paragraph 01) 
in the mother•s trust in principals study. Let•s take a closer look at the two studies and 
examine their use of the literature. 

  Literature Review Analysis in a Quantitative Study 

In the quantitative parent involvement study (Deslandes & Bertrand, 2005), the citations 
to the literature cluster around the beginning and the end of the article. In the opening, 
Paragraph 01, the authors cite studies to document the importance of the problem: the 
need for parent involvement in their children•s educational processes at home and at 
school. Then, in Paragraph 02, the authors explain that a model exists in the literature 
that might explain parent involvement„the Hoover-Dempsey and Sandler model. They 
also present research questions consistent with factors in this model that are expected to 
in” uence parent involvement: parents• role construction, parents• self-ef“ cacy, percep-
tions of teacher invitations, and perceptions of adolescent invitations. You need to see 
how the authors identify, earlier in the article, the four primary factors that will be the 
focus of the study. The paragraphs to follow (03…10) merely summarize the literature on 
each of these four factors. Paragraph 03 begins with an overview of many possible factors 
that might in” uence parent involvement. Then Paragraphs 04…08 review the literature on 
each of the four factors. In Paragraph 09, the authors re” ect on the relative importance 
of each of the four factors when measured together, and Paragraph 10 introduces the 
idea that grade level will in” uence parent outcomes and thereby anticipates this element 
being introduced into the study. Then, when you see Paragraph 13, which is the intent or 
purpose of the study, it makes sense because we now know that four factors and grade 
level will be of primary importance in this study. Finally, the authors return again to the 
literature in Paragraphs 34…43, in which they “ rst state their major results and then com-
pare their results to “ ndings suggested by authors in the literature as well as the theory 
mentioned at the beginning of the article. 

In summary, the literature in the parent involvement study: 

� Documents the importance of the research problem at the beginning of the study 
� Provides evidence for important components of the model to be tested 
� Provides evidence for the research questions 
� Provides an explanation for the results at the end of the study by citing other 

studies and by returning to the theoretical predictions 

  Literature Review Analysis in a Qualitative Study 

Now let•s turn to a qualitative study to see the role of the literature. In the  qualitative moth-
ers• trust in principals study (Shelden et al., 2010), the literature serves some of the same 
purposes and some different purposes than did the literature in the quantitative study. The 
overall use of the literature in this qualitative article is to establish the importance of trust 
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in the parent…school relationship. Paragraphs 01…11 might be seen as a discussion of the 
importance of the problem of trust, and the literature unfolds from the broad concept of 
parents being involved in the schools (Paragraph 01), to the importance of trust and how it 
is de“ ned (Paragraphs 02…03), how trust is critical in schools, especially for leaders (Para-
graphs 04…06), to the important relevance for parents of children with disabilities and their 
due process needs (Paragraph 07…11). This broad-to-narrow perspective that the authors 
convey in the introduction establishes the importance of trust for parents of children with 
disabilities. As far as using literature in the introduction, we see in this qualitative study 
more reliance on the literature than is typically found in qualitative projects. However, it is 
important to see this literature as establishing the importance of the problem of trust and 
its consequences, rather than specifying the questions that need to be asked (as is found 
in a quantitative study). In this sense, this introduction is a good qualitative presentation of 
the opening literature for a study. In addition, the authors return to the literature on trust at 
the end of the study and compare the “ ndings from their study with this literature to assess 
whether their “ ndings were consistent (Paragraphs 59…68). 

In summary, the literature in the qualitative mothers• trust in principals study: 

� Documents the importance of the research problem at the beginning of the study 
� Does not foreshadow the research questions (which are broad in scope to encour-

age participants to provide their views) 
� Is used to compare with the “ ndings of the present study at the end of the study 

     KEY IDEAS IN THE CHAPTER 
  What Is a Review of the Literature and Why Is It Important? 

A literature review is a written summary of articles, books, and other documents that 
describes the past and current state of knowledge about a topic, organizes the literature 
into topics, and documents a need for a proposed study. This review serves the purpose 
of providing a need for a study and demonstrating that other studies have not addressed 
the same topic in exactly the same way. It also indicates to audiences that the researcher 
is knowledgeable about studies related to a topic. 

Literature reviews are different in quantitative and qualitative research. In quantitative 
research, investigators provide a detailed review of the literature to justify the major pur-
pose and research questions of a study. In qualitative research, the inquirers use a limited 
amount of literature in the beginning of the study to allow participant views, rather than 
perspectives from the literature, to play a major role in the study. The literature also helps 
to establish the importance of the research problem or issue. Then, the literature is cited 
again at the end of studies in both quantitative and qualitative research, but its use is again 
different. In quantitative research, the literature at the end compares results with predic-
tions made at the beginning of the research. In qualitative research, researchers use the 
literature at the end to compare and contrast “ ndings in the study with past literature. 

  The Five Steps in Conducting a Literature Review 

Designing and conducting a literature review involves five interrelated steps. First, 
researchers identify key terms to use in their search of the literature. They look for these 
terms in titles, research questions, or in computer databases . Next, researchers locate lit-
erature in library resources such as summaries, books, journal publications and electronic 
sources, and early stage literature. 

After locating the literature, the researcher then critically evaluates the materials and 
makes a determination of its relevance for use. Criteria for evaluating materials consist of 
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assessing the quality of the publications and the rigor of the research as well as examin-
ing the relevance of the topic for a study. 

Researchers next obtain the literature, take notes or create abstracts of it, and organize 
it into a visual rendering of the literature, called a literature map. This map helps to organ-
ize past literature as well as portray how a proposed study “ ts into the overall literature. 

The “ nal step is actually writing the literature review. Writing strategies at this point 
include using appropriate style manual formats and developing headings for the written 
literature review. Researchers need to consider the extent or length of the review for dif-
ferent types of research reports. The type of review will also vary, depending on the type 
of report. Some literature reviews are thematic reviews summarizing the major themes 
to appear in the literature. Other literature reviews provide a more detailed analysis of 
studies, a study-by-study approach in which each study is examined for its purpose and 
question, forms of data collected, and key results. 

Researchers conclude a literature review by summarizing major themes and present-
ing reasons for a proposed study or the importance of studying a research problem. 
These reasons lead to a rationale for a study that builds naturally into the purpose state-
ment and research questions or hypotheses. 

  USEFUL INFORMATION FOR PRODUCERS OF RESEARCH 

� Use the “ ve-step process explained in this chapter for designing and conducting a 
literature review. 

� Consider the different strategies for selecting key terms: choosing words from the 
project•s title, selecting words from a brief question asked in the study, and using 
online databases. 

� Begin a search of the literature with the most easily accessible material, such as 
published research studies reported in journals. Use the academic library data-
bases or the Internet to search for literature. 

� Begin with the ERIC database before using other databases to locate useful educa-
tional literature. 

� Develop some means for organizing the literature you “ nd, such as a graphic 
rendering of the literature into groups of studies in a literature map. 

� Realize that not every source you locate may provide relevant information for 
your literature review. To determine which to use, remember these four criteria: 
the relevance of the topic, the individuals or sites, the problem, and the accessi-
bility of the information. 

� Abstract studies before you begin to write the literature review. These abstracts 
provide a useful summary of studies and can be included in your review. Be sure 
to include all of the elements that go into a good abstract. 

� Use an accepted style manual such as the APA  Publication Manual,  6th edition, 
for the end-of-text and within-text references as well as for the headings in your 
literature review. Avoid the temptation to jot down a citation any old way. Writing 
citations in APA-accepted form will save you many hours of extra work later. For 
most educational research reports, a two- or three-level heading format will suf“ ce. 

� Keep your literature review succinct and short. Decide whether a thematic or a 
study-by-study review is appropriate for your research report. Consider the type 
of review typically used by audiences for your report. 

� Conclude your literature review with a summary of the major themes. Also, dis-
cuss how the literature is de“ cient and how your study adds to the literature. 
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  USEFUL INFORMATION FOR CONSUMERS OF RESEARCH 

� Recognize that a literature review in a research report will contain many types of 
literature. Literature syntheses provide a broad summary of research. Books are 
less valuable as research guides, but they may report useful research. The most 
popular sources for literature reviews are journal articles. Other research literature 
is available in publications from conferences. Of less value is research posted to 
Web sites because reviewers may not have evaluated it for quality. 

� Do not assume that all literature cited by an author in a report contains good and 
valid information. Researchers need to choose the literature to include in a review 
selectively. Apply the evaluation criteria for relevance found in this chapter to 
determine whether an author used relevant literature. 

� As you evaluate a study, consider whether the author has made a good case that 
the study adds to existing knowledge. The study should explicitly specify how 
and in what way it adds to knowledge. A visual literature map of sources of infor-
mation helps to convey the author•s case. 

� A research study should employ a consistent form for reporting references to 
the literature, both in the text as well as at the end of the report. In addition, 
the headings should be easy to identify and be descriptive of the passage that 
follows.

  UNDERSTANDING CONCEPTS AND EVALUATING RESEARCH STUDIES 
 1.  Assume that you wish to conduct a literature review on the topic of the increasing 

incidence of teenage pregnancies in high schools today. What two or three words 
would you use to search for research on this topic using the ERIC database? 

 2.  Run a search on your topic using one of the online databases (e.g., ERIC, PsycINFO, 
EBSCO). What criteria would you use to examine the quality of the articles that you 
“ nd in your search? 

 3.  Using a reference that emerged from your online database search in #2, write a cor-
rect APA (6th edition) end-of-text reference for the literature citation. 

  CONDUCTING  YOUR RESEARCH 

Practice conducting a literature review using the educational topic of your choice. Go 
through the “ ve steps in conducting a literature review, ending with a brief literature 
review of one or two articles: (a) Identify key terms to use in your search for literature; 
(b) Locate literature about a topic by consulting several types of materials and databases, 
including those available at an academic library and on the Internet; (c)  Critically evalu-
ate and select the literature for your review; (d)  Organize the literature you have selected 
by abstracting or taking notes on the literature and developing a visual diagram of it; and 
(e) Write a review that reports summaries of the literature. 
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Go to the Topic •Reviewing the LiteratureŽ in the MyEducationLab 
(www.myeducationlab.com ) for your course, where you can: 

� Find learning outcomes for •Reviewing the Literature.Ž 
� Complete Assignments and Activities that can help you more deeply under-

stand the chapter content. 
� Apply and practice your understanding of the core skills identi“ ed in the 

chapter with the Building Research Skills exercises. 
� Check your comprehension of the content covered in the chapter by going to 

the Study Plan. Here you will be able to take a pretest, receive feedback on 
your answers, and then access Review, Practice, and Enrichment activities to 
enhance your understanding. You can then complete a “ nal posttest. 
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Purpose statements, research questions, and hypotheses provide critical informa-
tion to readers about the direction of a research study. They also raise questions that the 
research will answer through the data collection process. As such, they deserve special 
attention. In this chapter you will learn about purpose statements, research questions, 
and hypotheses and how to write them for both quantitative and qualitative research. 

By the end of this chapter, you should be able to: 

� Distinguish among purpose statements, research questions, hypotheses, and 
objectives.

� Describe why these statements and questions are important. 
� Write quantitative purpose statements, research questions, and hypotheses. 
� Write qualitative purpose statements and research questions. 

Maria completes her literature review on school violence and writes down a statement 
that represents the central direction of her study: •I would like to study the reasons why 
students carry weapons in high schools.Ž This is an example of a quantitative research 
statement. Alternatively, she could write a qualitative statement: •I would like to study 
students• experiences with weapons in high school.Ž For her research study at the uni-
versity, Maria needs to write a statement that advances the overall intent of her study, a 
purpose statement, as well as research questions. The form of her purpose statement and 
her questions will re” ect her decision to engage in quantitative or qualitative research. 

     WHAT ARE PURPOSE STATEMENTS, RESEARCH QUESTIONS, 
HYPOTHESES, AND OBJECTIVES? 

Let•s begin by de“ ning four terms used in research to convey the intent of a study:  pur-
pose statements, research questions, research hypotheses, and  research objectives. These 

4  Specifying a Purpose 
and�Research Questions 
or Hypotheses 

  C H A P T E R 
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forms differ in intent (their role in research), form (their appearance in studies), use 
(their application in quantitative and qualitative approaches), and placement (their loca-
tion) in research reports. Knowing these differences can help you design, write, and 
evaluate them. Figure 4.1 illustrates the differences among these forms. 

  The Purpose Statement 

The purpose statement  is a statement that advances the overall direction or focus for 
the study. Researchers describe the purpose of a study in one or more succinctly formed 
sentences. It is used both in quantitative and qualitative research and is typically found 
in the •statement of the problemŽ section. It often appears as the last sentence of an 
introduction. You can recognize it because researchers typically state it beginning with 
the phrase •The purpose of this study is . . .Ž Aquantitative version of this purpose state-
ment addressing teacher…parent communications and student achievement follows: 

The purpose of this study is to examine the relationship between use of Internet 
communication between teachers and parents in a Midwestern school district and 
student achievement on tests in high school social studies. 

A qualitative version might be: 

The purpose of this study is to explore parent stories regarding Internet communi-
cations with teachers about their students in one Midwestern school district. 

  Research Questions 

Research questions  are questions in quantitative or qualitative research that narrow 
the purpose statement to speci“ c questions that researchers seek to answer. Researchers 

 FIGURE 4.1  

 Distinguishing among Various Forms of Direction in Research       

Use Quantitative
and
qualitative
research

Quantitative
and
qualitative
research

Quantitative
research

Typically
quantitative
research

Form One or
more sentences

One or
more questions

One or
more statements

One or
more objectives

Intent Overall
direction

Raise
questions to
be answered

Make prediction
about expectations

State goals to
be accomplished

Purpose 
Statement

Research
Questions

Research
Hypotheses

Research
Objectives

Placement End of
introduction

End of introduction, after literature review, or in 
a separate section of the study
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typically develop them before identifying the methods of the study (i.e., the types of data 
to be collected, analyzed, and interpreted in a study). Unlike the single statement found 
in a purpose statement, researchers typically state multiple research questions so that they 
can fully explore a topic. Research questions are found in both quantitative and qualitative 
research, but their elements differ depending on the type of research you are conducting. 

In quantitative research, the questions relate attributes or characteristics of individu-
als or organizations. Later in the chapter you will learn that these are called  variables.
In qualitative research, the questions include the central concept being explored. You 
will learn that this central concept is called a  central phenomenon. In some studies, both 
research questions and purpose statements appear„a good presentation style to clarify 
both the general and speci“ c directions of a study. The research questions are typically 
at the end of the introduction of the •statement of the problemŽ section or immediately 
following the review of the literature. To locate research questions, you might look for 
opening passages in which authors identify the research questions they are addressing 
(e.g., Paragraph 02, Deslandes & Bertrand, 2005). For example, aquantitative research 
question would be: 

Do parent…teacher Internet communications affect student performance in the 
classroom?

A qualitative research question is: 

What types of Internet experiences do parents have with teachers about the 
performance of the parents• children? 

  Hypotheses 

Hypotheses  are statements in quantitative research in which the investigator makes a 
prediction or a conjecture about the outcome of a relationship among attributes or charac-
teristics. Traditionally used in experiments, they serve, like research questions, to narrow 
the purpose statement to speci“ c predictions. These predictions are not simply an •edu-
cated guess.Ž Rather, researchers base them on results from past research and literature 
where investigators have found certain results and can now offer predictions as to what 
other investigators will “ nd when they repeat the study with new people or at new sites. 
You will “  nd these hypotheses stated at the beginning of a study, typically at the end of 
the introduction. Investigators also place them immediately after the review of the lit-
erature or in a separate section titled •Hypotheses.Ž Usually researchers advance several 
hypotheses, such as three or four. An illustration of a hypothesis is: 

Students in high schools in the school district in which parents and teachers com-
municate through the Internet will have higher grades than students whose parents 
and teachers do not communicate through the Internet. 

  Research Objectives 

A research objective  is a statement of intent used in quantitative research that speci“ es 
goals that the investigator plans to achieve in a study. Researchers often subdivide objec-
tives into major and minor objectives. They appear frequently in survey or questionnaire 
studies or in evaluation research in which investigators have clearly identi“ ed objectives. 
Like hypotheses and research questions, objectives are found at the end of the •statement 
of the problemŽ section, after the literature review, or in a separate section of the study. 
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You can identify objectives by looking for phrases such as •The objectives in this study 
are . . .Ž For instance, the following represent objectives for a study: 

 1. To describe the frequency of Internet communication between parents and teachers 
regarding the parents• children in high school social studies classes 

 2. To describe the types (or categories) of Internet communication between parents 
and teachers 

 3. To relate (a) frequency and (b) types of communication to student achievement in 
the class as measured by performance on tests 

Because of the limited use of research objectives in educational research today, our 
focus in this chapter is on hypotheses and research questions as a means of narrowing 
and focusing purpose statements. 

  WHY ARE THESE STATEMENTS AND 
QUESTIONS IMPORTANT? 

These statements are signposts similar to a thesis statement or objectives in term papers 
you may have written. Without clear signposts, the readers will be lost throughout your 
study. They simply will not know the central ideas addressed in your study. You can 
also identify the most appropriate methods for collecting data from the purpose and the 
questions. They also provide key components for understanding the results of a project. 
Good research links the purpose statement and questions to major results. To write good 
purpose statements and research questions, we will begin with some concepts that you 
need to know, and then establish the building blocks for writing these statements and 
questions into a study. 

  HOW DO YOU DESIGN QUANTITATIVE PURPOSE 
STATEMENTS, RESEARCH QUESTIONS, AND HYPOTHESES? 

To write quantitative purpose statements, research questions, and hypotheses, you need 
to understand the importance and use of variables. We start with their de“ nition, talk 
about the various types used in quantitative research, and then discuss their use in broad 
theories or explanations. 

  Specify Variables 

A variable  is a characteristic or attribute of an individual or an organization that 
(a) researchers can measure or observe and (b) varies among individuals or organiza-
tions studied (see Figure 4.2). They are key ideas that researchers seek to collect informa-
tion on to address the purpose of their study. 

Consider the following examples of variables typically studied in educational 
research:

� Leadership style (by administrators) 
� Achievement in science (by students) 
� Interpersonal communication skills (of counselors) 

Let•s break this de“ nition down for close inspection. 
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Characteristics of individuals refer to personal aspects about them, such as their 
grade level, age, or income level. An attribute, however, represents how an individual 
or individuals in an organization feel, behave, or think. For example, individuals have 
self-esteem, engage in smoking, or display the leadership behavior of being well organ-
ized. You can measure these attributes in a study. To practice, you might take out a sheet 
of paper and write down three personal characteristics and three attributes about your 
favorite teacher. 

Next, consider what it means to •measureŽ these attributes or characteristics.Mea-
surement  means that the researcher records information from individuals in one of two 
ways:

� Asking them to answer questions on a questionnaire (e.g., a student completes 
questions on a survey asking about self-esteem) 

� Observing an individual and recording scores on a log or checklist (e.g., a 
researcher watches a student playing basketball and records scores on dribbling 
techniques)

In either case, student scores will probablyvary (hence the name  variable). When vari-
ables vary, it means that scores will assume different values depending on the type of 
variable being measured. For example, 

� Gender varies by two possible scores: female �  2 and male �  1. 
� Self-esteem varies by three possible scores: positive �  3, neither positive nor nega-

tive �  2, and negative �  1. 

In the quantitative parent involvement study (Deslandes & Bertrand, 2005), the 
authors, for example, measured parents• role construction (see Paragraph 18), the extent 
to which parents believed that it was their responsibility to help the school educate their 
adolescent. The authors asked parents to rate on a 6-point scale from •disagree very 
stronglyŽ to •agree very stronglyŽ statements such as •It•s important that I let someone at 
school know about things that concern my teenagerŽ (p. 167). 

  Distinguish between Variables Measured as Categories 
and as Continuous Scores 
When participants in a study complete a question, the researcher assigns a score to 
their response (e.g., 5 for strongly agree). This score is a value for the variable being 
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measured, and investigators measure variables using continuous and categorical scores. 
Knowing this classi“ cation will help you understand the different types of variables and 
their use in purpose statements, research questions, and hypotheses. 

Researchers score variables by grouping them into a limited number of categories or 
by using them to represent a value of some degree on a continuum, ranging from low to 
high levels (Gall, Borg, & Gall, 1996; Vogt, 2005). A  variable measured in categories
is a variable measured by the researcher as a small number of groups or categories. In 
research, authors sometimes call this type of measure adiscrete or nominal  score, and it 
is illustrated by these examples: 

� Groups of students: males (1) and females (2), or low ability (1) and high ability (2) 
� Types of instruction: groups of students who experience lectures (1), groups of 

students who experience discussion (2), and groups of students who experience 
classroom activities (3) 

A second type of score is based on measuring scores along a continuum. Avariable
measured as continuous  is a variable measured by the researcher on a point along a 
continuum of scores, from low to high scores. Sometimes authors call this type of scoring 
an interval, a  rating,  or a  scaled score. The most typical example of a continuous score 
would be age (e.g., from 25 years old to 65 years old) or height (e.g., from 5 feet to 6 feet 
tall). Often, continuous scores indicate the extent to which individuals agree or disagree 
with an idea or rate the level of importance of an issue. 

  Distinguish Variables from Constructs 
Some attributes, such as •socialization,Ž cannot be measured because they are too 
abstract. Some characteristics, such as •whether the children engage in thinking in the 
classroom,Ž do not vary among people. Certainly all children think; what varies is how 
they think differently, such as when they engage in the activity of writing. A  construct
is an attribute or characteristic expressed in an abstract, general way; a variable is an 
attribute or characteristic stated in a speci“ c, applied way. For example, student achieve-
ment is a construct, while the more speci“ c term grade point average is a variable. The 
trend in educational research is to use variables rather than constructs in purpose state-
ments, research questions, and hypotheses. In this text we will use variables. 

  The Family of Variables 

With these de“ nitions in mind, we can now discuss the different types of variables incor-
porated into quantitative purpose statements, research questions, and hypotheses. Under-
standing the •family of variablesŽ requires learning the de“ nition of each type of variable 
and understanding its role in providing direction for a study. 

This •familyŽ is shown in Figure 4.3. In this discussion you will learn about each type 
of variable listed in this “ gure, starting with the most important variables: the dependent, 
independent, and intervening variables. As shown in this “ gure, a useful way to think 
about organizing these variables is to consider them in a cause-and-effect relationship 
(Tuckman, 1999). What variables in” uence outcomes? Ask yourself:  

 1. What outcomes in my study am I trying to explain? (the dependent variables) 
 2. What variables or factors in” uence the outcomes? (the independent variables) 
 3. What variables do I need to also measure (i.e., control) so that I can make sure that 

my major factors in” uence outcomes and not other factors? (the control variables 
and the mediating variables) 

 4. What variables might in” uence the outcomes but cannot or will not be measured? 
(the confounding variables) 



CHAPTER 4 Specifying a Purpose and Research Questions or Hypotheses 115

Consider a fender bender car accident as an example. The outcome (dependent vari-
able) was that you hit another car at a stop sign„rammed right into the back of it. You 
caused this fender bender because you were talking on your cell phone (independent 
variable). The cause might have been the slick pavement (control variable), but the skies 
were sunny and it had not rained for days. The fact that you had daydreamed might have 
caused the accident (confounding variable), but this fact would be dif“ cult to measure 
after the accident. See how this works? Now take another situation in your life this last 
week, and list the dependent, independent, control, and confounding variables in your 
own cause-and-effect situation. 

  Dependent Variables 
Now we will go into variables in some more depth. Look at Figure 4.3. On the right-
hand side are the dependent variables. Adependent variable  is an attribute or char-
acteristic that is dependent on or in” uenced by the independent variable. You may “ nd 
them labeled in the literature as the outcome, effect, criterion, or consequence variables. 
Researchers typically investigate multiple dependent variables in a single study (e.g., you 
hit another car, the other car hit the car in front of it, and so forth), although in many 
studies, one of the dependent variables is typically of central interest. Dependent vari-
ables can be measured using continuous or categorical scores. 

Examples of dependent variables in education are achievement scores on a test, 
the organizational climate of a junior high school, the leadership skills of principals, or 
the cost effectiveness of student affairs programs in colleges. To locate dependent vari-
ables in a study, examine purpose statements, research questions, and hypotheses for 
outcomes that the researcher wishes to predict or explain. Ask yourself, •What is the out-
come in this study?Ž 
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  Independent Variables 
On the left side of Figure 4.3 are the independent variables. An  independent vari-
able is an attribute or characteristic that in” uences or affects an outcome or dependent 
variable. In Figure 4.3, the arrows show how the independent variable in” uences the 
dependent variable through the intervening variable. Sometimes an intervening variable 
exists in a research study, and sometimes it does not. In research studies, you will “ nd 
the independent variables called factors, treatments, predictors, determinants, or anteced-
ent variables. Regardless of name, researchers measure this type of variable distinctly (or 
independently) from the dependent variable, and they identify these variables as worthy 
of study because they expect them to in” uence the outcomes. 

Researchers study independent variables to see what effect or in” uence they have on 
the outcome. For instance, consider this research question: 

Do students who spend more instructional time in class on math have higher math 
scores than students who spend less time? 

Independent variable: Time on math instruction 
Dependent variable: Math scores 

As shown in Table  4.1, there are four types of independent variables, and each 
serves a slightly different purpose.  

 TABLE 4.1 

 Four Types of Independent Variables 

    Measured Variable    Control Variable    Treatment Variable    Moderating Variable  

De“ nition An independent 
variable that is 
measured in a study 

A special type of 
independent
variable that is of 
secondary interest 
and is neutralized 
through statistical or 
design procedures 

An independent 
variable manipulated 
by the researcher 

A special type of 
independent variable 
that is of secondary 
interest and combines 
with another 
independent variable 
to in” uence the 
dependent variable 

Type of Variable 
Measurement

A categorical or 
continuous variable 
that is measured or 
observed in the study 

A variable not directly 
measured but 
controlled through 
statistical or research 
design procedures 

A categorical variable 
actively manipulated 
by the researcher 
and composed of two 
or more groups 

A categorical or 
continuous variable 
measured or observed 
as it interacts with other 
variables 

Use in Experiments, surveys  Experiments, 
correlational studies 

Experiments  Experiments 

Examples Age of a child; 
performance on a test; 
attitudes assessed on 
a survey 

Often demographic 
variables such as 
age, gender, race, 
socioeconomic level 

Classroom learning: 
one group receives 
standard lecture 
and one group 
receives discussion; 
researcher assigns 
students to groups 
and thus manipulates 
group membership 

Demographic variables 
such as age, gender, 
race, or socioeconomic 
level, a measured 
variable such as 
performance or 
attitude, or a 
manipulated variable 
such as classroom 
instruction 
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Measured Variables The standard independent variable in” uences the outcome and is 
measured by the researcher. A  measured variable  is an independent variable that is 
measured or observed by the researcher and consists of a range of continuous or cat-
egorical scores. For example, consider the following research question: 

How does math ability in” uence achievement on the “ nal quiz in the classroom? 

The independent variable is a measured variable indicating math ability scores assessed 
by results on an ability test. 

Control Variables A control variable is another type of independent variable that 
researchers measure for the purposes of eliminating it as a possibility, but it is not a cen-
tral variable of concern in explaining the dependent variables or outcomes. A  control 
variable  is a variable that is important to consider and •neutralizeŽ (Tuckman, 1999, 
p. 100) because it potentially in” uences the dependent variable. Typically, control vari-
ables are personal demographic attributes or characteristics (Tuckman, 1999) such as: 

� Gender
� Socioeconomic status 

� Intelligence
� Race

These variables are typically controlled through statistical procedures. Later we will learn 
that these variables are calledcovariates and they are statistically adjusted for their effects. 

  Treatment Variables 
Two other speci“ c types of independent variables can be introduced here because they 
will be used in educational experiments. In an experiment, a researcher treats one group 
of participants to speci“ c activities and withholds them from another group. The ques-
tion is whether the group that receives the activities scores differently on the dependent 
variable than the group without the activities. Because researchers assign individuals to 
these two groups, the groups are •treatedŽ or •manipulatedŽ by the researcher. A  treat-
ment variable  is measured in categories (received or denied activities) to determine its 
effect on an outcome. In the literature you will “  nd these variables labeled as  manipu-
lated variables or variables with  levels. Experimental researchers refer to these groups as 
levels (i.e., Group 1, Group 2). 

In the following example, the treatment variable is the type of instruction used by 
the teacher in an elementary math classroom: 

In a study of student achievement outcomes in an elementary math classroom, the 
researcher gives one group small group discussion (Level 1) and another traditional 
group lecture (Level 2) to assess the independent variable, type of instruction. 

Independent treatment variable: Type of instruction is considered a treatment 
variable because the researcher intervenes with one group, Level 1. 

Moderating Variables Moderating variables deserve our attention because they, too, are 
often used in educational experiments.Moderating variables  are new variables con-
structed by the researcher by taking one variable times another to determine the joint 
impact of both variables together. This impact is called an  interaction effect. For now, 
recognize that interaction effects are a special form of independent variable. A moderat-
ing variable can be illustrated in this quantitative hypothesis: 

Small-group discussion for students with high prior test scores contributes to 
higher math quiz results than lecture discussion for students with low prior test 
scores. 
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To test this statement, the researcher takes prior test scores (independent variable) times 
type of discussion (small group or lecture) to determine the joint effects of both variables 
on math quiz results. 

Locating Independent Variables Independent variables are located in purpose statements, 
research questions, and hypotheses. To “ nd them, look for the variable that exercises in” u-
ence or predicts an outcome. They may be described in categories or on a continuous 
scale of scores. They may also be of primary interest (measured variables), controlled in a 
study (control variables), or have speci“ c application to experiments (treatment variables 
and moderating variables). 

  Intervening Variables 
Intervening variables are different from dependent variables or any of the types of inde-
pendent variables. Look at Figure 4.3 one more time. Using cause-and-effect thinking, 
factors sometimes intervene between the independent variable and the dependent one 
to in” uence the outcomes. An  intervening variable  is an attribute or characteristic that 
•stands betweenŽ the independent and dependent variables and exercises an in” uence 
on the dependent variable apart from the independent variable. Intervening variables 
transmit (or mediate) the effects of the independent variable on the dependent variable. 
Thus, they are also called mediating variables. In some quantitative studies, intervening 
variables are controlled using statistical procedures. 

To demonstrate how intervening variables work, consider the logic of the sequence 
of variables shown in Figure 4.4. In this illustration, we “ rst see that convenient of“ ce 
hours for students in” uences whether students will seek help from faculty (Step 1). How-
ever, this situation on most college campuses is too basic. Many factors besides of“ ce 
hours in” uence student visits with faculty. Convenient of“ ce hours convey an open 
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attitude toward students, and they show that faculty members care about their students. 
They also encourage shy and reserved students who are unable to speak up in class to 
visit privately with faculty. Students are willing to take risks by visiting with faculty pri-
vately in their of“ ces (Step 2). What began as a single factor explaining the help students 
seek from faculty has now become more complex. When faculty members offer conven-
ient of“ ce hours, students become willing to take risks, and they seek help from faculty 
(Step 3). As an intervening variable, a willingness to take risks is in” uenced by conven-
ient of“ ce hours, and this, in turn, in” uences whether that student will seek help from a 
faculty member.  

To locate mediating variables in purpose statements, research hypotheses, or 
questions:

� Ask yourself if any variables •standŽ between the independent and dependent 
variables in a left-to-right sequence of events. 

� In these statements or questions, look for the wordsmediate or intervene. These 
words provide a cue that the researcher intends to consider them as important in” u-
ences on the dependent variable. 

� Go into the •ResultsŽ section and look at the statistical analysis of the data to deter-
mine if the researcher statistically controls for variables that may •standŽ between 
the independent and dependent variables. 

  Confounding Variables 
The “ nal variable listed in  Figure 4.3 is the confounding variable. In this illustration, 
confounding variables are not directly in the probable cause-and-effect sequence but are 
extraneous or uncontrolled variables.  Confounding variables  (sometimes called  spuri-
ous variables) are attributes or characteristics that the researcher cannot directly meas-
ure because their effects cannot be easily separated from those of other variables, even 
though they may in” uence the relation between the independent and the depen dent 
variable. For example, for a high school student it may be impossible to separate an 
individual•s race and prior discriminatory experiences as predictors of attitudes toward 
school. Thus, researchers measure the variables they can easily identify (e.g., race) and 
explain a limitation on their results (e.g., race was so interconnected with discriminatory 
experiences that it could not be easily separated as an independent measure). 

  Think-Aloud About Identifying Variables 

It is not always easy to identify variables in published studies, even with knowledge 
about the different types of variables and their roles. Here is a procedure I recom-
mend to help you identify and organize variables to best understand a research report 
or to plan your own study. 

 1. Take a piece of paper and write from left to right the words  independent, inter-
vening, and  dependent variables. Draw straight vertical lines between these words 
down the page. 

 2. Begin with the dependent variable. Examine a study (or consider your own project) 
and ask yourself: What are the outcomes the author seeks to explain in the study? 
Look at the title, purpose statement, questions, or hypotheses for this variable. Place 
the dependent variable(s) under that particular column on the sheet. 

 3. Next identify the independent variable(s) in the study. What factors in” uence this out-
come? Does more than one factor in” uence this outcome? If so, what types of factors 
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are they? Is the independent variable assessed as two or more groups? Is it a variable 
where the author plans to intervene with one group and withhold an intervention 
with another group? Is some trait or characteristic of the participants being studied 
that in” uences the outcome? Does the author use language about controlling for a 
speci“ c variable? List the independent variables on the sheet and write the type of 
independent variable in parentheses after each one (e.g., treatment, measured, or 
controlled).

 4. Locate any intervening variables that may be used by the author. Are there any fac-
tors that mediate the in” uence between the independent and dependent variables in 
a cause-and-effect sequence? List these variables on your sheet. 

With this process, you have compiled a list of major variables in the study. As a 
picture, this rendering will help reduce a complex study into a simple, understandable 
model of the research. It can help you identify and plan the variables for your own study, 
and it provides a useful visual for conveying the major direction of a research report to 
audiences such as faculty committees and conference attendees. 

  Theories and Testing of Variables 

We need to learn one more idea that is important before we proceed directly into quan-
titative purpose statements, research questions, and hypotheses. Look at Figure 4.3 again 
and see that arrows connect the independent variable to the dependent variable. In quan-
titative research we seek to test whether the independent variablein” uences the out-
come or dependent variable. We make this test because we have found past research that 
suggests that this relationship exists. Some researchers in education go one step further. 
They have found a theory that predicts the likely impact of the independent variable 
on the dependent variable. They seek to test a theory. But because this theory deals 
with humans in unpredictable situations, we say that the independent variable •prob-
ably causesŽ the dependent variable. The idea ofprobable causation  is that researchers 
attempt to establish a likely cause-and-effect relationship between variables, rather than 
prove the relationship. 

A theory in quantitative research  explains and predicts the probable relation-
ship between independent and dependent variables. For example, researchers test the 
relationship between peer groups• in” uence and adolescents. This relationship is tested 
over and over, such as with the Boy Scouts, in church groups, in middle schools, in 
high schools, and in other settings. Repeatedly the relationship of a positive effect holds 
true. Then someone comes along, calls this relationship a theory, and assigns a name 
to it. Smith•s theory of peer in” uence is born, reported in the literature, and tested by 
other researchers. Thus, as shown in Figure 4.5, you might think about a theory as a 
bridge that connects the independent and dependent variables. Theories are no more 
than broad explanations for what we would expect to “ nd when we relate variables.  

In quantitative research, investigators locate a theory in the literature, examine the 
predicted relationship among variables in the theory, and then test the relationships with 
new participants or at new sites. To test the theory, researchers write purpose statements, 
research questions, and hypotheses that advance the predicted relationships. For exam-
ple, a theory of leadership might predict that when principals use consensus-building 
decision styles, their teachers feel more supported. 

Examples of theories include a theory about how students learn, a theory about what 
motivates people, a theory about how adults learn, a theory about leadership styles, and 
a theory about personality. 
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Not all quantitative studies employ a theory to test, but doing so represents the most 
rigorous form of quantitative research. It is certainly better than basing variables on your 
own personal hunches that are subject to challenge by other students and professors. 

You might think about the test of a theory as the top of a list of reasons for studying 
the relationship among your variables. Look at Figure 4.6. Assume that several research-
ers explore the relationship between teacher respect for cultural values (the independent 
variable) and student performance (the dependent variable) in elementary school. In 
working from the bottom of the “  gure to the top, notice how each situation involves an 
increasing number of tests of studies, from a personal hunch to a sophisticated theory.  

 1. Some researchers havehunches or educated guesses as to why two variables might 
be related. For example, from personal experience, one researcher might feel that 
Hispanic children succeed in elementary school because the teacher is sensitive to 
cultural issues (e.g., the recognition and celebration of Hispanic holidays). Research-
ers have not tested this hunch, and it represents an unsophisticated approach based 
on the experiences of the researcher. 

 2. At a more rigorous level, educators can draw on atheoretical rationale„a logical 
statement for relating the variables„mentioned by authors in other studies. Assume 
that Jones, for example, found that Hispanic students learned best when teachers 
celebrated Hispanic holidays in class. With this theoretical rationale, we probably 
have more con“ dence in understanding the relationship between cultural sensitivity 
and performance in class (e.g., learning best). 

 3. Moving to an even more sophisticated level, assume that “ ve different authors 
have studied this relationship and found cultural sensitivity to relate to perform-
ance. Smith, for instance, developed aconceptual framework (e.g., see  Figure  4.6)
predicting this relationship to hold true. Fox, Davis, Abel, and Sandoz tested this 
relationship. All found the relationship to hold true for different groups of Hispanic 
children. Now we have more con“ dence in the relationship because researchers 
have tested it multiple times with different Hispanic children. 

 4. Finally, assume that the relationship between cultural sensitivity and student per-
formance is tested with many groups of  different cultural orientations (e.g., Asian 
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Americans, Native Americans, African Americans). In all of these situations, a posi-
tive relationship exists between teacher sensitivity and student performance. We 
now have a theory, a broad explanation of student performance based on cultural 
orientations.

What would a theory discussion look like? Here is an example, using •if . . . thenŽ 
logic. If certain conditions are true, then the variables will be related. For example, 

Smith•s (2000) theory of gender achievement predicts that if achievement in math is 
gender related, and girls are socialized to be better at math than boys, then girls will 
perform better in math than boys. 

Where are theories located in a quantitative research report? Typically they are located 
in the literature review section or in the section on research questions or hypotheses. They 
may be called the theoretical rationale or a  theory-base for the study. A good example of 
a theoretically driven study is the study of parent involvement by Deslandes and Bertrand 
(2005). In the opening paragraph of the study (Paragraph 02), they report how they will 
use the psychological constructs found in the Hoover-Dempsey and Sandler model as 
independent variables expected to in” uence the dependent variable, parent involvement. 

  Writing Quantitative Purpose Statements 

With this background about variables and theory, you are ready to design and write a 
quantitative purpose statement, research questions, and hypotheses. To do this, “ rst specify 
the elements that go into a good purpose statement, display a script that you can complete 
to help you design this statement, and illustrate the use of this script using examples. 

 FIGURE 4.6  
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  Guidelines 
A quantitative purpose statement  identi“ es the variables, their relationship, and the 
participants and site for research. Several guidelines can help you prepare good purpose 
statements:

� Write the purpose statement in a single sentence. 
� Begin the statement with key identi“ er words, such as •The purpose of this study,Ž 

to clearly signal readers. 
� If you plan to use a theory, introduce it in this statement by stating that you plan to 

•test a theory.Ž 
� Three options exist for using variables in this statement: You seek to relate two or 

more variables, to compare a variable composed of two or more groups in terms 
of the dependent variable, or to describe one variable. Use the wordsrelate or 
compare or describe to indicate whether variables will be related, groups will be 
compared, or variables will be described. 

� If variables are related or groups compared, specify the independent and depen-
dent variables and any control or intervening variables. 

� State the independent variable “ rst (“ rst position in the sentence), followed by the 
dependent variable (second position in the sentence). If control or mediating varia-
bles are used, state them last (in the third position in the sentence). The placement 
of these variables in this sentence is important because quantitative researchers 
often view variables as related from left to right, as shown in Figure 4.3.

� Identify the participants to be studied and the research site at which they will be 
studied.

  Sample Scripts 
To apply these guidelines, consider completing the following script by “ lling in the 
blanks:

The purpose of this study is to test ( the theory ) by relating ( the independent vari-
able) to ( the dependent variable ) for ( participants) at ( the research site ).

or

by comparing ( independent variable ) with ( group 1 ) and ( group 2 ) in terms of 
(dependent variable ) for ( participants) at ( the research site ).

To apply this script, examine the following example for the case in which the researcher 
relates variables: 

The purpose of this study is to test Fines• theory (1996) by relating leadership style 
(independent variable) to autonomy (dependent variable) for teachers (participants) 
in high schools in State X (research site). 

The next example illustrates the use of the script in which the researchercompares
two groups (on an independent variable) in terms of one dependent variable: 

The purpose of this study is to test Smart•s theory (1999) by comparing autocratic 
leaders (group 1) with consensus-building leaders (group 2) in terms of the satisfac-
tion of teachers (dependent variable) in colleges in State X (research site). 

Both examples begin with the phrase •The purpose ofŽ to signal the reader. The inde-
pendent variables precede the dependent variables in the statements. Also in both illustra-
tions, the authors found theories to test, and they mentioned them at the beginning of the 
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sentence. In other studies, a researcher may have only a hunch or a rationale and may not 
formally include a theory. 

Maria, the high school teacher interested in studying weapon possession among high 
school students, might write the purpose statement with control variables in the third 
position:

The purpose of this study is to relate student misbehavior factors (i.e., “ ghting) 
(independent variable„ position 1) to attitudes toward weapon possession 
(dependent variable„ position 2) for students in the district•s high schools 
(participants„site), controlling for gender, grade level, and race ( position 3).

In this example, the variables gender, grade level, and race will be eliminated as fac tors
in” uencing weapon possession using statistical procedures. 

  Writing Quantitative Research Questions 

Because research questions narrow and focus the purpose statement, they serve to restate 
the purpose in speci“ c questions that the researcher seeks to answer. Research questions 
describe the participants• reactions to a single variable, compare groups on an outcome, 
or relate to variables. Research questions are found in all designs in quantitative research, 
such as in experiments, correlational studies, and surveys. 

  Guidelines 
The basic steps in forming a research question are: 

� Pose a question 
� Begin with •how,Ž •what,Ž or •whyŽ 
� Specify the independent, dependent, and mediating or control variables 
� Use the words describe, compare, or relate to indicate the action or connection 

among the variables 
� Indicate the participants and the research site for the study 

Three popular forms are available in quantitative research: descriptive questions, 
relationship questions, and comparison questions. 

  Descriptive Questions 
Researchers use adescriptive question  to identify participants• responses to a single 
variable or question. This single variable may be an independent, a dependent, or an 
intervening variable. The following is a script for writing a descriptive question: 

How frequently do ( participants) ( variable) at ( research site )?

An application of this script might be: 

How frequently do African Americans feel isolated on college campuses? 

  Relationship Questions 
In most research studies, investigators seek to learn more than responses to single vari-
ables. They may examine the relationship between two or more variables.Relationship
questions  seek to answer the degree and magnitude of the relationship between two 
or more variables. These questions often relate different types of variables in a study, 
such as independent variables to dependent variables or dependent variables to control 
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variables. The most common case occurs when researchers relate the independent varia-
ble to the dependent variable. The following is a script for writing a relationship question: 

How does ( independent variable ) relate to ( dependent variable ) for ( participants)
at ( research site )?

As applied to the relationship between isolation and ethnic identity, the script suggests: 

How do feelings of isolation relate to (or in”  uence) the ethnic identity of African 
Americans in the United States? 

  Comparison Questions 
Researchers might ask acomparison question  to “ nd out how two or more groups 
on an independent variable differ in terms of one or more outcome variables. Experi-
ments employ comparison questions, and, in these studies, the researcher provides some 
intervention to one group and withholds it from the second group. A script for writing a 
comparison question would be: 

How does ( group 1 ) differ from ( group 2 ) in terms of ( dependent variable ) for 
(participants) at ( research site )?

When this script is applied in a comparison of African Americans and Euro Americans, 
we get: 

How do African Americans and Euro Americans compare in their perceptions of 
ethnic identity? 

  Writing Quantitative Hypotheses 

Similar to research questions, hypotheses narrow the purpose statement in quantitative 
research, but hypotheses advance aprediction about what the researcher expects to “ nd. 
The researcher can make these predictions because of past studies in the literature that 
suggest certain outcomes. Also, hypotheses are not used to describe a single variable as 
found in the case of research questions. They also are not used as frequently as research 
questions because they represent a formal statement of relationships and the prediction 
of the relationship may not be known. 

Researchers narrow the focus of the study to at least one hypothesis that provides a 
prediction about the outcome of the study. A prediction that Maria might make would be: 

The more students feel alienated, the more likely they are to carry weapons to 
school.

Can you think of other predictions about school violence that Maria might make? 

  Guidelines 
Hypotheses need to include speci“ c components. Guidelines for writing them are: 

� State the variables in this order: independent (“ rst position), dependent (second 
position), and control (third position). 

� If you compare groups in your hypothesis, explicitly state the groups; if variables 
are related, specify the relationship among the variables. 

� Make a prediction about changes you expect in your groups, such as less or more 
favorable or no changes (e.g., no difference). You will then test this prediction 
using statistical procedures. 
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� You may state information about the participants and the site of the study, but this 
information may not be necessary if it repeats information stated in your purpose 
statement.

There are two types of hypotheses: the null and the alternative to the null. You need 
both types in a research study, but authors generally write only one or the other into 
their reports. The basic characteristics of these two forms are shown in  Table  4.2.  

  Null Hypotheses 
The null hypothesis is the most traditional form of writing a hypothesis.  Null hypotheses
make predictions that of all possible people whom researchers might study (i.e., called 
the general population), there is no relationship between independent and dependent 
variables or no difference between groups of an independent variable or a dependent 
variable. To study this hypothesis, you would select a sample of all possible people and 
draw conclusions from the statistical analysis of this sample for the population. A null 
hypothesis might begin with the phrase •There is no difference betweenŽ groups or 
•There is no relationship between (or among)Ž variables. 

To write a hypothesis, you can complete the following script, which employs the 
language •no differenceŽ: 

There is no difference between ( independent variable, group 1 ) and ( independent
variable, group 2 ) in terms of ( dependent variable ) for ( participants) at ( research
site).

An example of the application of this script might be: 

There is no difference between at-risk and non-at-risk students in terms of stu-
dent achievement on math test scores for third-grade students in a Midwest school 
district.

Independent variable: at-risk students (members and nonmembers) 
Dependent variable: student achievement test scores 
Participants: third-grade students 
Site: X school district 
Form and language: null indicating no difference 

 TABLE 4.2 

 The Null and Alternative Hypotheses 

  Type of Hypothesis    Null Hypothesis    Alternative Hypothesis  

Purpose To test in the general population that 
there is no change, no relationship, 
no difference 

The hypothesis that may be true if the 
null is rejected, it suggests a change, 
a relationship, or a difference 

Speci“  c Language Found 
in the Hypothesis

There is no difference (or 
relationship) between . . . 

Magnitude statements such as higher, 
lower, more positive, more favorable 

How Researchers Test the 
Hypothesis

A test of the hypothesis  A test of the hypothesis 
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  Alternative Hypotheses 
In contrast to the null hypothesis, you may write an alternative hypothesis. You will use 
an alternative hypothesis if you think there will be a difference based on results from 
past research or an explanation or theory reported in the literature. 

The two types of alternative hypotheses are directional and nondirectional. In a 
directional alternative hypothesis , the researcher predicts the direction of a change, a 
difference, or a relationship for variables in the total population of people. A researcher 
selects a sample of people from a population and predicts that the scores will be higher, 
better, or changed in some way. This typical form for writing hypotheses is encountered 
in the literature more than any other type of hypothesis. 

A script for a directional alternative hypothesis is: 

(group 1, independent variable ) at ( research site ) will have ( some difference,
such as higher, lower, greater, lesser ) on ( dependent variable ) than ( group 2 of 
independent variable ).

An example of this script is: 

Students who participate in direct learning in four elementary schools will have 
higher achievement scores than students who participate in whole-language 
learning. 

Independent variable: learning (direct and whole language) 
Dependent variable: achievement test scores 
Participants: third-grade students 
Research site: four elementary schools 
Key indicator: directional, a prediction is implied 

A variation on the directional hypothesis is the nondirectional hypothesis. In anon-
directional alternative hypothesis  the researcher predicts a change, a difference, or a 
relationship for variables in a population but does not indicate whether the direction of 
this prediction will be positive or negative, or greater or less. The nondirectional alterna-
tive is not as popular as the directional alternative because the researcher does not take a 
stand about the direction of the relationship of the variables. A script for a nondirectional 
alternative hypothesis is: 

There is a difference between ( group 1, independent variable ) and ( group 2, inde-
pendent variable ) in terms of ( dependent variable ).

An illustration of this script would be: 

There is a difference between varsity athletes in high school who smoke and those 
who do not smoke in terms of athletic accomplishments. 

In this example, the author does not state whether the difference will be positive or 
negative. An analysis of the variables in this statement shows: 

Independent variable: use of tobacco (smokers and nonsmokers) 
Dependent variable: athletic accomplishments 
Participants: varsity athletes 
Sites: high schools 
Key indicator: the words •a difference,Ž but the direction is not speci“ ed 
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  HOW DO YOU DESIGN QUALITATIVE PURPOSE 
STATEMENTS AND RESEARCH QUESTIONS? 

The components of good purpose statements and research questions differ for quantita-
tive and qualitative research. Before we learn how to write  qualitative purpose state-
ments and research questions, we need to understand howqualitative research is both 
similar and different from  quantitative research. 

  Differentiating between Quantitative and Qualitative 
Purpose Statements and Research Questions 

In both forms of research, inquirers use purpose statements and research questions. 
These statements become major signposts to alert readers to the major direction of the 
study. You need to write them carefully and incorporate the major elements of design 
into the statements of intent in your research. 

However, the application differs depending on whether you conduct quantitative or 
qualitative research: 

 1. In quantitative research, hypotheses are used. In  qualitative research, hypotheses 
are not used; instead, inquirers use only research questions. Because researchers 
test hypotheses using statistics, and statistics are not used in qualitative research, 
hypotheses in qualitative research are not appropriate. 

 2. In quantitative research, the investigator identi“ es multiple variables and seeks to 
measure them. Inqualitative research, the term  variable is not used, and instead the 
inquirer seeks to gather information on a single concept„a central phenomenon„a 
concept we discuss later in this chapter. 

 3. In quantitative research, researchers often test theories, broad explanations that pre-
dict the results from relating variables. Inqualitative research, theories are typically 
not tested. Instead, the inquirer asks participants in a study to share ideas and build 
general themes based on those ideas. 

 4. In quantitative  research, the investigator employs a close-ended stance by iden-
tifying variables and selecting instruments to collect databefore the study begins. 
Quantitative research questions and hypotheses do not change during the study. 
In qualitative research, the inquirer uses more of an open-ended stance and often 
changes the phenomenon being studied or at least allows it to emerge during the 
study. The research questions may change based on the responses of the par-
ticipants. This makes  quantitative  research more deductive and  qualitative more 
inductive.

 5. In quantitative research, the investigator seeks to measure differences and the mag-
nitude of those differences among two or more groups or measure changes over 
time in individuals. In qualitative research, inquirers do not compare groups or 
relate variables. Instead, the researcher seeks a deep understanding of the views of 
one group or single individuals. 

These factors all in” uence how we write qualitative purpose statements and research 
questions. Before we proceed, however, we need to understand two concepts in qualita-
tive research in more detail: the central phenomenon and the emerging process. 
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  THE CENTRAL PHENOMENON IN 
QUALITATIVE RESEARCH 

A central component of both the purpose statement and the research questions in quali-
tative research is the central phenomenon. Thecentral phenomenon  is the concept or 
a process explored in qualitative research. For example, as a concept, it could be: 

� The ethnic identity of Chinese American immigrants 

As a process it might be: 

� The process of negotiation by a female superintendent with her principals 

These examples illustrate the expression of the central phenomenon in a few words. 
They also show a focus on a single concept or process rather than relating two or more 
ideas as found in quantitative research (e.g., •How do alienation and isolation relate 
for the female superintendent?Ž) or comparing groups (e.g., •How do female principals 
and superintendents compare in their alienation?Ž). This comment is not to suggest that 
researchers may not explore comparisons or relationships in qualitative inquiry. Com-
parisons and relationships may emerge as the data analysis proceeds as in grounded 
theory, the relating of categories of information to form propositions or hypotheses, but 
the qualitative inquirer begins with a single idea, focus, or concept to explore before 
gathering data. 

A picture might best express the differences between explaining and predicting 
variables in quantitative research and exploring a central phenomenon in qualitative 
research. As shown in Figure 4.7, one way to visualize this difference is by contrasting 
the explanation of an outcome (or dependent variable) by an independent variable (on 

 FIGURE 4.7  
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the left of the “ gure) with the different image for a central phenomenon (on the right 
side of the “ gure). Rather than using cause-and-effect logic as in quantitative research, 
the qualitative researcher seeks toexplore and  understand one single phenomenon, and 
to do so requires considering all of the multiple external forces that shape this phenom-
enon. At the beginning of a study, the qualitative researcher cannot predict the nature of 
external forces (i.e., Which ones will be important? How will they exercise in” uence?). 
The arrows about forces shaping the central phenomenon are multidirectional. If it is 
helpful for you to understand the differences better from a  quantitative  perspective, 
consider the central phenomenon in qualitative research to be a single variable that you 
would like to explore.  

  Emerging Processes in Qualitative Research 

Another central component about purpose statements and research questions in qualita-
tive inquiry is that these statements and questions may change during the research pro-
cess. Qualitative research is an emerging design. An  emerging process  indicates that the 
intent or purpose of a study and the questions asked by the researcher may change dur-
ing the process of inquiry based on feedback or responses from participants. Questions 
and purposes may change because the qualitative inquirer allows the participants to set 
the direction, and in doing so, the researcher learns the participants• views rather than 
imposing his or her own view on the research situation. One question often asked is if 
this means that you will be asking different questions of different people in your study. 
This may well be the case in qualitative research. Remember that the intent of qualitative 
research is to understand and explore the central phenomenon, not to develop a consen-
sus of opinion from the people you study. 

An illustration of the emerging process is shown in  Figure 4.8. As you can see, the 
process of asking questions is a dynamic process. Researchers may start with initial ques-
tions, shape them during initial data collection, and further change them because of 
multiple visits to the “ eld to gather data. Revisions may continue throughout both data 
collection and analysis in a qualitative project. During this process, the overall direction 

 FIGURE 4.8  

 Emerging Questions in Qualitative Research       

Example

Initial,
organizing
questions

Start of Project

What are high
school students•
experiences with
smoking tobacco?

Initial Data Collection

Shaped questions

Where do they
smoke at or near
the high school?

Continued Data Collection

Further
shaped
questions

When they try
to quit smoking,
where does this
occur at or near
the school?



CHAPTER 4 Specifying a Purpose and Research Questions or Hypotheses 131

of the study will change, and authors will rewrite their purpose statement and research 
questions. 

In the example illustrated by Figure 4.8, the researcher may begin with the general 
question about the experiences high school students have with smoking tobacco. Dur-
ing the initial interviews, the students may discuss locations where they often smoke, 
such as in front of the apartment complex across the street from the school or in the 
neighborhood park adjacent to the school. The researcher then focuses direction by ask-
ing questions that are more detailed about where students smoke. Then through more 
in-depth questioning, some students begin discussing their attempts to quit smoking and 
how friends aide or thwart these attempts in the neighborhood park near the school. 
The questions change as the researcher delves deeper into the central phenomenon of 
high school students and smoking. Remember that the intent of qualitative research is to 
establish the detailed meaning of information rather than to generalize the results and 
standardize the responses from all participants in research. 

  Writing Qualitative Purpose Statements 

Inquirers re” ect both the nature of an emerging process and the central phenomenon in 
qualitative purpose statements and research questions. As a major signpost in a study, 
care needs to be given to writing a good purpose statement that re” ects the direction of 
the study. 

A purpose statement in qualitative research  indicates the intent to explore or 
understand the central phenomenon with speci“ c individuals at a certain research site. 
In quantitative research, inquirers write this purpose statement as a single sentence and 
typically include it in a study at the end of the introduction. 

  Guidelines 
As you design this statement, be sure to: 

� Use key identi“ er words to signal the reader, such as •The purpose of this 
study is . . .Ž 

� Consider mentioning that the study is •qualitativeŽ since audiences may not be 
familiar with qualitative research. 

� Become familiar with qualitative research designs, and indicate the type of research 
design you plan to use in your study. 

� State the central phenomenon you plan to explore. 
� Use words that convey intent about the exploration, such asexplore, discover, 

understand, and describe.
� Mention the participants in the study. 
� Refer to the research site where you will study the participants. 

  Sample Script 
You can use these elements in a script for writing a qualitative purpose statement. A script 
for a qualitative purpose statement is: 

The purpose of this qualitative study will be to ( explore/discover/understand/
describe) ( the central phenomenon ) for (participants) at ( research site ).

If we apply this script in the study of Internet classroom learning, we get: 

The purpose of this qualitative study is to describe classroom learning using the 
Internet for “ ve high-school students participating in a sign language class. 
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If we analyze this example, we “ nd: 

The central phenomenon: classroom learning using the Internet 
The participants: “ ve high-school students 
The research site: a class in sign language at X high school 

What would be the purpose statement for Maria•s study? It might be: 

The purpose of this qualitative study is to explore the experiences with weapons of 
“ ve high school students in the school district. 

Look at this statement carefully. Can you identify the central phenomenon, the par-
ticipants, and the research site? Write these down on a sheet of paper and share them 
with others. 

  Writing Qualitative Research Questions 

Research questions in qualitative research help narrow the purpose of a study into spe-
ci“ c questions.  Qualitative research questions  are open-ended, general questions that 
the researcher would like answered during the study. 

  Guidelines 
The following general guidelines can help you design and write these questions [also, 
see Creswell (1998; 2009)]: 

� Expect your qualitative questions to change and to emerge during a study to re” ect 
the participants• views of the central phenomenon and your growing (and deeper) 
understanding of it. 

� Ask only a few, general questions. Five to seven questions are enough to permit 
the participants to share information. Using only a few questions places emphasis 
on learning information from participants, rather than learning what the researcher 
seeks to know. 

� Ask questions that use neutral, exploratory language and refrain from convey-
ing an expected direction (or nondirectional outcome if you are thinking like a 
quantitative researcher). For example, use action verbs such asgenerate, discover, 
understand, describe, and explore instead of words conveying cause-and-effect 
relationships, such asaffect, relate, compare, determine, cause, and in” uence.

� Design and write two types of qualitative research questions: the central question 
and subquestions. 

  The Central Question 
The central question  is the overarching question you explore in a research study. To 
arrive at this question, consider stating the most general question you can ask. The intent 
of this approach is to open up the research for participants to provide their perspectives 
and not to narrow the study to your perspective. When you write this question, place it 
at the end of the introduction to your study, and state it as a brief question. If you are 
more comfortable thinking about this question from a quantitative perspective, consider 
it as a single, descriptive question, such as a single dependent variable. 

When designing and writing this central question, several strategies may be helpful: 

� Begin with the word how or what rather than why so that you do not suggest prob-
able cause-and-effect relationships as in  quantitative research (i.e., •whyŽ some-
thing in” uences something) but instead suggest exploration in  qualitative research.
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� Specify the central phenomenon you plan to explore. 
� Identify the participants in the study. 
� Mention the research site for the study. 

Because the participants may have already been mentioned in your purpose statement, 
you do not need to repeat this information for your central question when you include 
both a purpose statement and a central question in a study. 

  A Sample Script 
A script for a central research question that combines these elements is: 

What is ( the central phenomenon ) for ( participants) at ( research site )?

The following example illustrates the application of this script to the study of creativity: 

What is creativity for “ ve students at Roosevelt High School? 

Beginning word: •WhatŽ 
Central phenomenon: creativity 
Participants: “ ve students 
Research site: Roosevelt High School 

Now consider Maria•s research study. Write down the central question she might use 
in her study incorporating the three major elements: a central phenomenon, participants, 
and the research site. 

Let•s visit some of the challenges inherent in writing the central question. You may 
need to educate others about this question, especially if they are quantitative researchers 
and trained to •narrow downŽ questions and not to think in the exact opposite direc-
tion of stating the most general question possible. Also, you need to write the central 
question in such a way that it provides some direction for the study but does not leave 
the direction wide open. When a central question is too open, readers and audiences 
for a study will not have enough information to understand the project. Alternatively, 
when the central question is too speci“ c or too laden with assumptions, it does not offer 
enough latitude for participants to express themselves, and it can shape too dramatically 
the views of participants in one direction or another. 

In Table  4.3, several speci“ c examples illustrate central questions stated in terms 
that are too general, too focused, or too laden with assumptions. First a poor example 
is given, followed by a better, improved version. In the “ rst example, the author states 
a central question so broadly that readers and audiences do not understand the central 

 TABLE 4.3 

 Problems Typically Found in Central Questions in Qualitative Research 

  Problems    Poor Example of a Central Question    Better Example of a Central Question  

Too general What is going on here?  What is the process being used by the general 
education committee at the liberal arts school? 

Too focused How did the committee make a curriculum 
decision about a course on the environment? 

What is the process of the curriculum 
committee in making decisions about courses? 

Too laden with 
assumptions

How did the curriculum committee address its 
alienation from the college administration? 

What was the role of the college administration 
in the curriculum committee•s deliberations? 
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phenomenon under study. This situation often occurs when qualitative researchers take 
too literally the concept of open-ended questions to mean •anything goes.Ž  

In the second example, the author focuses the question too much. By asking about 
speci“ c activities on a committee, the researcher may miss the larger process at work in 
the committee and lose important information for the research report. In the “ nal exam-
ple, the researcher starts with the assumption that the committee is •alienatedŽ from the 
college administration. Although this may be the case, the speci“ cation of a  direction
may limit too much what the inquirer can learn from a situation. To open the situation by 
asking about the •role of the college administrationŽ includes the possibility that the role 
may be alienating, supportive, or may serve some in-between role. 

  Subquestions 
In addition to a central question, qualitative researchers pose subquestions. Thesesub-
questions  re“ ne the central question into subquestions to be addressed in the research. 
These subquestions possess the same qualities as central questions (i.e., open ended, 
emerging, neutral in language, and few in number), but they provide greater speci“ city to 
the questions in the study. Preliminary conversations or interviews with your participants 
can provide useful leads for these subquestions. Writers refer to these subquestions as 
issue and procedural subquestions (Creswell, 2007; Stake, 1995), as shown in Table  4.4. 

Issue Subquestions Issue subquestions  are questions that narrow the focus of the cen-
tral question into speci“ c questions (or issues) the researcher seeks to learn from partici-
pants in a study. A script for an issue subquestion is: 

What is ( the subquestion issue ) for ( participants„optional information) at 
(research site „optional information). 

If you state the participants and research site in the central question or purpose state-
ment, you do not need to repeat them in the subquestions. You would state the subques-
tions immediately after the central question as follows: 

What is self-esteem for high school students? (central question) 
What is self-esteem as seen through friends? (subquestion) 

 TABLE 4.4 

 Types of Subquestions in Qualitative Research 

    Issue Subquestions    Procedural Subquestions  

Intent To subdivide the central question into detailed 
questions

To subdivide the central question into steps for 
data collection during the study 

Example Central Question: Central Question: 

What does it mean to be a professional teacher? 

Issue Subquestions: 

What do professional teachers do? 

What is dif“ cult/easy about being a professional 
educator?

When did the teacher “ rst become aware of being 
a professional? 

What is the change process in the revision of 
a general education curriculum on a college 
campus?

Procedural Subquestions: 

How did the process unfold? 

Who were the people involved? 

What events occurred? 

What was the outcome? 
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What is self-esteem for the participant•s family? (subquestion) 
What is self-esteem as experienced in extracurricular activities in school? 
(subquestion)

As these examples illustrate, the central phenomenon, self-esteem, is divided into three 
topical areas that the researcher explores. 

Procedural Subquestions As an alternative form of writing subquestions,  procedural 
subquestions  indicate the steps to be used in analyzing the data in a qualitative study. 
Researchers use this form of writing subquestions less frequently than issue questions 
because the procedures for a qualitative study will evolve during a study. To write them, 
the researcher needs to know what these steps of analysis will be. 

However, if the researcher knows the general steps to be taken later in the analysis, 
procedural subquestions can be written. They provide those reviewing a study with a 
more precise understanding of the steps than do issue subquestions. A script for writing 
procedural subquestions is: 

To study this central question, the following questions will be addressed in order 
in this study: 
(What question will be answered “ rst? )
(What question will be answered second? )
(What question will be answered third? )

To illustrate this script, assume for a moment that the steps in the process of data analysis 
will consist of “ rst developing a description of events, followed by the speci“ cation of 
themes and broad dimensions for understanding the phenomenon. Let•s use the familiar 
example of Maria. Maria•s research questions might be: 

What are students• experiences with weapons in high schools? (central question) 
What are the categories of experiences of students? (subquestion) 
What process occurs that re” ects these experiences? (subquestion) 
What propositions or hypotheses re” ect the relationship among the categories? 
(subquestion)

These three subquestions trace a procedure for analyzing the data, from identifying cat-
egories to tracing a process that students experience to advancing some hypotheses that 
test this process. Procedural subquestions help readers visualize the steps to be taken 
in data analysis, but they do not provide speci“ c material for interview or observation 
questions.

  Distinguishing Qualitative Research Questions from 
Data Collection Questions 
Are the types of questions asked during data collection (e.g., conducting interviews or 
when observing) the same questions as the subquestions? Yes, the core questions you 
ask might be the issue subquestions in your study. You would not ask your central ques-
tion because that is the overall question you seek to answer with your research. Also, 
you would not limit your data collection questions to only issue subquestions. There are 
two additional sets of questions that you need to ask, especially in qualitative interviews. 
Ask the participants about themselves as your opening question. In this way you break 
the ice and encourage them to answer your questions. Also, when you conclude the 
interview, you might ask them to suggest individuals that you might visit with to gather 
additional data. 
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  REEXAMINING THE PARENT INVOLVEMENT AND 
MOTHERS• TRUST IN PRINCIPALS STUDIES 

In both the parent involvement and the mothers• trust in principals studies, the authors 
use purpose statements and research questions to provide the focus and central direction 
for the studies. In the quantitative parent involvement study, Deslandes and Bertrand 
(2005) advanced both the purpose statement and the guiding research question in one 
succinct paragraph (Paragraph 13). They say: 

To examine how the four psychological constructs in” uence parent involvement 
decisions across the three secondary grade levels, we posed the following research 
question: What are the relative contributions of parents• role construction, self-
ef“ cacy, perceptions of teacher invitations, and perceptions of adolescent invitations 
to predict parent involvement at home and at school in Grades 7, 8, and 9? (p. 166) 

Although the authors implied the site to be studied (i.e., secondary schools), the pur-
pose statement clearly conveys the intent of the study. The research question immediately 
follows the purpose statement and it serves to narrow the broad purpose into a narrower 
perspective by mentioning the four constructs to be examined. The question also pro-
vides more insight about the dependent variable, parent involvement, and the speci“ c 
grade levels of students to be assessed. We now see in this research question that parent 
involvement will be measured in two ways, involvement at home and at school, and that 
the authors are interested in learning (and comparing) parent involvement across seventh, 
eighth, and ninth grades. 

The qualitative mothers• trust in principals study (Shelden et al., 2010) contains a 
purpose statement and research questions (see Paragraphs 14 and 15). It is of note that 
they begin with the research question (Paragraph 14) and then pose the purpose under 
the Method section (in Paragraph 15). This order is typically reversed in qualitative stud-
ies with the logic ” owing from the broad purpose to the narrow research question. Also, 
both the purpose statement and the research questions are usually found as the conclud-
ing statements in the introduction and not included in the Method section. However their 
research question is a good open-ended question: 

What are the perspectives of mothers of children with disabilities on trust in 
school principals? (p. 161) 

Their purpose statement that immediately follows is: 

We employed a qualitative research methodology to gain insight into the nature 
of trust of mothers of children with disabilities in school principals. (p. 161) 

This purpose statement has all of the elements of a good purpose statement: a clear cen-
tral phenomenon (trust), the participants (mothers), and the research site (the schools in 
which principals are located). 

     KEY IDEAS IN THE CHAPTER 
  Distinguish among Purpose Statements, Research Questions, 
Hypotheses, and Objectives 

The primary reason for purpose statements, research hypotheses, and research questions 
is to signal the major direction or intent of a study. They are the most important elements 
in a study. A purpose statement is a sentence in an educational study that states the 
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overall direction or objective of the study. Research questions are questions that focus 
the purpose of the study into speci“ c areas of inquiry. Hypotheses are statements that 
narrow the purpose statement into speci“ c predictions about the relationship among 
variables.

  Know Why These Statements and Questions Are Important 

These statements and questions are the major signposts in a research study. They guide 
the direction of the data collection and are helpful in understanding the results of the 
study. Thus, they need to be stated clearly and concisely. If they are vague, the reader is 
lost throughout the study. 

  Write Quantitative Purpose Statements, Research Questions, 
and Hypotheses 

To write quantitative purpose statements, research questions, and hypotheses, you need 
to understand the nature and types of variables. The three primary types of variables are 
dependent, independent, and intervening. Types of independent variables are measured, 
control, treatment, and moderating variables. In quantitative research, investigators often 
test the relationship among variables using theories. 

  Write Qualitative Purpose Statements and Research Questions 

In qualitative research, inquirers seek to explore a central phenomenon and engage in an 
emerging process of research. These two elements help inform the writing of qualitative 
purpose statements and research questions. A good qualitative purpose statement includes 
the central phenomenon, the participants, and the site of the study. Researchers then nar-
row the purpose statement to two types of qualitative questions: a central question and 
subquestions. In the central question the researcher asks the most general question that 
can be asked in a study. This central question is then subdivided into subquestions called 
issue or procedural subquestions. These questions either subdivide the central question 
into topics or they indicate the steps used in analyzing and reporting the data. 

  USEFUL INFORMATION FOR PRODUCERS OF RESEARCH 

� Write a purpose statement and either hypotheses or research questions into your 
research study. 

� For a quantitative study, know the differences among the types of variables. Be 
able to identify clearly the independent and dependent variables that you plan to 
study.

� Locate and identify a theory to test that will provide an explanation for the rela-
tionship among variables in your research questions and hypotheses. 

� Write a purpose statement that includes the major elements advanced in this 
chapter. 

� Write either hypotheses or research questions, but not both. 
� If you write hypotheses, consider whether your statements are directional or non-

directional. Directional hypotheses are more popular today and re” ect a predic-
tion about the expected results of a study resulting from past research. 

� If you write research questions, use the elements advanced in this chapter. 
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� Consider in your questions whether you are trying to describe a single variable, to 
relate variables, or to compare groups on a variable. 

� For a qualitative study, know the signi“ cance of a central phenomenon and be 
able to identify the phenomenon in your study. 

� Write one central question and several subquestions using the elements advanced 
in this chapter. 

� Clearly identify your subquestions as either issue or procedural subquestions and 
know the difference between the two types. 

  USEFUL INFORMATION FOR CONSUMERS OF RESEARCH 

� Look for a purpose statement at the end of an introduction to a study. Phrases 
such as •the purpose ofŽ should signal this statement. Alternative phrases might 
be •the objective ofŽ or •the intent of.Ž 

� In a quantitative purpose statement (or hypotheses or questions), the independent 
variable should be stated in the “ rst position, followed by the dependent variable 
in the second position. As you examine a study, ask yourself: What outcome is 
being predicted in this study? What factors are advanced that might explain this 
outcome?

� Look for hypotheses or research questions at the end of the introductory section 
of a study. 

� An explanation for how and why the variables are related in hypotheses or 
research questions is called atheory or a theoretical rationale. This passage 
should advance researchers• explanations about what they expect to “ nd. 

� In a qualitative study, look for the central phenomenon that provides a focus for 
the inquiry. Authors should state this phenomenon in a few words and it should 
represent the focus that the inquirer wants to understand. 

� Qualitative researchers often pose one central question as the overriding general 
issue they wish to explore. Then they advance a small number of subquestions 
that either narrow the focus to speci“ c topics or advance procedural steps to be 
used in their data analysis. 

  UNDERSTANDING CONCEPTS AND EVALUATING RESEARCH STUDIES 
 1.  You have just learned how to identify independent and dependent variables in 

quantitative  purpose statements, research questions, and hypotheses. For each of 
the examples below, specify the independent variable(s) (IV) and the dependent 
variable(s) (DV) by writing the initials above the words: 

 a.  What is the relation between parental involvement in education and student 
reading performance? 

 b.  Our purpose in this study was to isolate the elements of accountability in a learning 
program and determine if students• knowledge of accountability relates to changes 
in attitudes toward learning. 

 c.  Low degrees of mutuality, comprehensiveness, gender sensitivity, and congruence 
lead to functional mentoring relationships. 

 2.  Show that you can identify the central phenomenon in qualitative purpose statements 
and research questions. In the following examples, place the initials •CPŽ over the 
words indicating the central phenomenon. 
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 a.  How are these conceptions of reading played out, or not played out, in the sixth-
grade classroom? 

 b.  In this article, I rely on critical views of culture and power to highlight aspects of 
sorority life that contribute to the marginalization and potential victimization of 
women.

 c.  What are the major sources of academic change in a community college? What 
are the major processes through which change occurs? 

 3.  Label each of the following hypotheses as •directional,Ž •nondirectional,Ž or •null.Ž 
 a.  Students in a supportive environment are more likely to express willingness to 

seek help from the instructor than are students in a nonsupportive environment. 
 b.  There is no signi“ cant difference between students in a supportive environment 

and students in a nonsupportive environment in terms of their willingness to seek 
help from an instructor. 

  CONDUCTING  YOUR RESEARCH 

For the educational project you have chosen to design in earlier chapters, write a quanti-
tative purpose statement and research hypotheses. Also, turn the study into a qualitative 
project and write a qualitative purpose statement and central question. 

Go to the Topic •Selecting and De“ ning a Research TopicŽ in the MyEducationLab 
(www.myeducationlab.com ) for your course, where you can: 

� Find learning outcomes for •Selecting and De“ ning a Research Topic.Ž 
� Complete Assignments and Activities that can help you more deeply under-

stand the chapter content. 
� Apply and practice your understanding of the core skills identi“ ed in the 

chapter with the Building Research Skills exercises. 
� Check your comprehension of the content covered in the chapter by going to 

the Study Plan. Here you will be able to take a pretest, receive feedback on 
your answers, and then access Review, Practice, and Enrichment activities to 
enhance your understanding. You can then complete a “ nal posttest. 
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The process of collecting quantitative data consists of more than simply collecting 
data. You decide on what participants you will study. Then you obtain their permis-
sion to be studied. You identify the types of measures that will answer your research 
question, and you locate instruments to use. Then, you can begin collecting data. 
This chapter discusses these “ ve steps. 

By the end of this chapter, you should be able to: 

� State the “ ve steps in the process of quantitative data collection. 
� Identify how to select participants for a study. 
� Identify the permissions needed for a study. 
� List different options for collecting information. 
� Locate, select, and assess an instrument(s) for use in data collection. 
� Describe procedures for administering quantitative data collection. 

Maria decides to study the quantitative research question •Why do students carry weap-
ons in high school?Ž Maria wonders, •Who can provide this information? Even if I locate 
some students, will they come forward with information?Ž Then Maria expresses concern 
to her graduate advisor about the need to “ nd •a way to obtain this information from stu-
dents,Ž and she expresses fear that students may not be willing to participate because it 
is such a volatile topic. Maria digs herself deeper and deeper into complex questions that 
she needs to sort out so that she can proceed simply and logically through the process of 
data collection. How does she start? 

     FIVE STEPS IN THE PROCESS OF DATA COLLECTION 

There are “ ve steps in the process of quantitative data collection. This process involves 
more than simply gathering information; it includes interrelated steps. It involves the 

5  Collecting 
Quantitative Data 

  C H A P T E R 
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steps of determining the participants to study, obtaining permissions needed from sev-
eral individuals and organizations, considering what types of information to collect from 
several sources available to the quantitative research, locating and selecting instruments 
to use that will net useful data for the study, and “ nally, administering the data collection 
process to collect data. 

  WHAT PARTICIPANTS WILL YOU STUDY? 

The “ rst step in the process of collecting quantitative data is to identify the people and 
places you plan to study. This involves determining whether you will study individuals or 
entire organizations (e.g., schools) or some combination. If you select either individuals 
or organizations, you need to decide what type of people or organizations you will actu-
ally study and how many you will need for your research. These decisions require that 
you decide on a unit of analysis, the group and individuals you will study, the procedure 
for selecting these individuals, and assessing the numbers of people needed for your 
data analysis. 

  Identify Your Unit of Analysis 

Who can supply the information that you will use to answer your quantitative research 
questions or hypotheses? Some possibilities might be students, teachers, parents, adults, 
some combination of these individuals, or entire schools. At this early stage in data collec-
tion, you must decide at what level (e.g., individual, family, school, school district) the data 
needs to be gathered. This level is referred to as the  unit of analysis . In some research 
studies, educators gather data from multiple levels (e.g., individuals and schools), whereas 
other studies involve collecting data from only one level (e.g., principals in schools). This 
decision depends on the questions or hypotheses that you seek to answer. Also, the data 
for measuring the independent variable may differ from the unit for assessing the depen-
dent variable. For example, in the study of the impact of adolescent aggression on school 
climate, a researcher would measure the independent variable, adolescent aggression, by 
collecting data from individuals while measuring the dependent variable, school climate, 
based on data from entire schools and their overall climates (e.g., whether students and 
teachers believe the school curriculum supports learning). 

If Maria wants to answer the question •Why do students carry weapons in high 
school?Ž what unit of analysis will she study? Alternatively, if she wanted to compare 
answers to the question •Why do students carry weapons in rural high schools and urban 
high schools?Ž what two types of unit of analysis will she study? 

  Specify the Population and Sample 

If you select an entire school to study or a small number of individuals, you need to 
consider what individuals or schools you will study. In some educational situations, you 
will select individuals for your research based on who volunteers to participate or who 
is available (e.g., a speci“ c classroom of students). However, those individuals may not 
be similar (in personal characteristics or performance or attitudes) to all individuals who 
could be studied. 

A more advanced research process is to select individuals or schools who are rep-
resentative of the entire group of individuals or schools.  Representative  refers to the 
selection of individuals from a sample of a population such that the individuals selected 
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are typical of the population under study, enabling you to draw conclusions from the 
sample about the population as a whole. This de“ nition is loaded with terms, and we 
will sort them so that you can see alternative procedures for deciding what individuals or 
organizations to study. 

A population  is a group of individuals who have the same characteristic. For exam-
ple, all teachers would make up the population of teachers, and all high school admin-
istrators in a school district would comprise the population of administrators. As these 
examples illustrate, populations can be small or large. You need to decide what group 
you would like to study. 

In practice, quantitative researchers sample from lists and people available. Atarget 
population  (or the  sampling frame) is a group of individuals (or a group of organiza-
tions) with some common de“ ning characteristic that the researcher can identify and 
study.

Within this target population, researchers then select a sample for study. A  sample
is a subgroup of the target population that the researcher plans to study for generalizing 
about the target population. In an ideal situation, you can select a sample of individuals 
who are representative of the entire population. For instance, as shown in Figure 5.1,
you might select a sample of high school teachers (the sample) from the population of 
all teachers in high schools in one city (the population). Alternatively, you might be able 
to study only biology teachers in two schools in the city. The “ rst scenario represents 
rigorous, systematic sampling calledprobability sampling and the second, unsystematic 
nonprobability sampling. 

  Probabilistic and Nonprobabilistic Sampling 
Researchers employ either probability or nonprobability sampling approaches. As shown 
in Figure 5.2, several types of both approaches are available. Researchers decide which 
type of sampling to use in their study based on such factors as the amount of rigor they 
seek for their studies, the characteristics of the target population, and the availability of 
participants. 

In probability sampling , the researcher selects individuals from the population 
who are representative of that population. This is the most rigorous form of sampling in 
quantitative research because the investigator can claim that the sample is representative 
of the population and, as such, can make generalizations to the population. 

 FIGURE 5.1  

 Populations and Samples       

Population
All teachers in high schools in one city
College students in all community colleges
Adult educators in all schools of education

Sample
A sample of high school teachers
Students in one community college
Adult educators in five schools of education
   in the Midwest

Sample

Target 
Population

Sample
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Simple Random Sampling The most popular and rigorous form of probability sam-
pling from a population is simple random sampling. In simple random sampling , the 
researcher selects participants (or units, such as schools) for the sample so that any 
individual has an equal probability of being selected from the population. The intent of 
simple random sampling is to choose individuals to be sampled who will be representa-
tive of the population. Any bias in the population will be equally distributed among the 
people chosen. However, equal distribution is not always possible, as was seen during 
the Vietnam War when of“ cials did not suf“ ciently turn the drum with names of poten-
tial draftees enough times to result in random selection (Wilkinson & The Task Force on 
Statistical Inference, 1999). 

The typical procedure used in simple random sampling is to assign a number to 
each individual (or site) in the population and then use a random numbers table, avail-
able in many statistics books, to select the individuals (or sites) for the sample. For this 
procedure, you need a list of members in the target population and a number must be 
assigned to each individual. 

An example of a random numbers table is shown in Table  5.1. To use this table, “ rst 
assign unique numbers to all individuals in the population (say, a population of 100 “ rst 
graders). Then, starting anywhere in the random numbers table, match the numbers on 
your list to the numbers in the table. Start at the upper left of Table  5.1 and go down the 
column. You might choose the “ rst six “ rst graders from the population of 100, having 
the numbers 52, 31, 44, 84, 71, and 42. This would continue down the column until you 
have chosen the number of children needed for your sample (later in the •Sample SizeŽ 
section, we will consider how many “ rst graders you would need).   

Systematic Sampling A slight variation of the simple random sampling procedure is to 
use systematic sampling . In this procedure, you choose every nth individual or site in 
the population until you reach your desired sample size. This procedure is not as precise 
and rigorous as using the random numbers table, but it may be more convenient because 
individuals do not have to be numbered and it does not require a random numbers table. 
To illustrate systematic sampling, assume a school district administrator wants to study 
parent satisfaction with the schools in the district. Using systematic sampling, the admin-
istrator would “ rst study a percentage of the parents (e.g., 20%). If there were 1,000 par-
ents in the school district, the administrator would select 200 (or 20%) for the study. The 
administrator uses an interval of “ ve (200/1,000, or 1 out of 5) to select parents from the 

 FIGURE 5.2  
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mailing list (or target population list). Therefore, this administrator sends every “ fth par-
ent on the list a survey. 

Stratified Sampling Another type of probability sampling is strati“ ed sampling. In  strati-
fied sampling , researchers divide (stratify) the population on some speci“ c characteris-
tic (e.g., gender) and then, using simple random sampling, sample from each subgroup 
(stratum) of the population (e.g., females and males). This guarantees that the sample 
will include speci“ c characteristics that the researcher wants included in the sample. 

When do you use strati“ cation? You use strati“ cation when the population re” ects 
an imbalance on a characteristic of a sample. Assume that there are more males than 
females in a population. A simple random sample from this population would likely 
result in the selection of more males than females or maybe even no females. In either 
case, the male views on questions would be the dominant or exclusive view. To cor-
rect for this, researchers use strati“ ed sampling. Strati“ cation ensures that the stratum 
desired (females) will be represented in the sample in proportion to that existence in the 
population.

Strati“ cation is also used when a simple random sampling procedure would yield 
fewer participants in a speci“ c category (e.g., females) than you need for rigorous sta-
tistical analysis. Having few females in a population, for example, would result in the 
likelihood of randomly selecting only a few females. This could possibly result in having 
numbers too small to analyze statistically. 

The procedure for selecting a strati“ ed random sample consists of (a) dividing the 
population by the stratum (e.g., men and women) and (b) sampling within each group 
in the stratum (e.g., women “ rst and then men) so that the individuals selected are pro-
portional to their representation in the total population. Let•s look at an example of how 
this procedure is applied. 

Looking at Figure 5.3, we can see that of the 9,000 Native American children in the 
state, 3,000 are girls and 6,000 are boys. A researcher decides to choose a sample 
of 300 from this population of 9,000 children. A simple random sample results in 
the selection of mostly boys because there are more boys than girls in the popula-
tion. To make sure that the researcher selects boys in proportion to their represen-
tation in the population, she divides the list of 9,000 children into boys and girls. 

 TABLE 5.1 

 Excerpt from a Random Numbers Table 

52 13 44 91 39 85 22 33 04 29 52 06

31 52 65 63 88 78 21 35 28 22 91 84

44 38 76 99 38 67 60 95 67 68 17 18

84 47 44 04 67 22 89 78 44 84 66 15

71 50 78 48 65 74 21 24 02 23 65 94

42 47 97 81 10 99 40 15 63 77 89 10

03 70 75 49 90 92 62 00 47 90 78 63

31 06 46 39 27 93 81 79 100 94 43 39

Source: Adapted from Kerlinger, 1972, p. 714. 
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Then one third (3,000/9,000) of the sample is chosen to be girls, and two thirds 
(6,000/9,000), boys. The strati“ cation procedure consists of stratifying by the popu-
lation into boys and girls and selecting individuals in proportion to their representa-
tion in the total population, resulting in 200 boys and 100 girls.   

Multistage Cluster Sampling A fourth form of probability sampling is multistage cluster 
sampling. In multistage cluster sampling , the researcher chooses a sample in two or 
more stages because either the researchers cannot easily identify the population or the 
population is extremely large. If this is the case, it can be dif“ cult to obtain a complete 
list of the members of the population. However, getting a complete list of groups or 
clusters in the population might be possible (Vogt, 2005). For example, the population of 
all at-risk students in the United States may be dif“ cult to identify, but a researcher can 
obtain a list of the at-risk kids in select school districts. Using multistage cluster sampling, 
the researcher randomly selects school districts in the United States and obtains a list of 
the at-risk students in each of those school districts. Then the researcher randomly sam-
ples within each district. Breaking down the process like this makes it easier to identify 
groups and locate lists. However, with several stages to this design, it is complex and 
highly dependent on the characteristics of the population (Babbie, 1998). 

It is not always possible to use probability sampling in educational research. Instead, 
a researcher can use nonprobability sampling. Innonprobability sampling , the 
researcher selects individuals because they are available, convenient, and represent some 
characteristic the investigator seeks to study. In some situations, you may need to involve 
participants who volunteer and who agree to be studied. Further, you may not be inter-
ested in generalizing “ ndings to a population, but only in describing a small group of 
participants in a study. It may be appropriate to calculate descriptive statistics on these 
samples and to compare them with the larger population to make inferences from the 
sample to the population. Researchers use two popular approaches in nonprobability 
sampling: convenience and snowball sampling approaches. 

Convenience Sampling In convenience sampling  the researcher selects participants 
because they are willing and available to be studied. In this case, the researcher cannot 
say with con“ dence that the individuals are representative of the population. However, 
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the sample can provide useful information for answering questions and hypotheses. Let•s 
look at an example of convenience sampling. 

A researcher conducting a study involving Native American students “ nds that a 
large percentage of students in one school are Native Americans. The researcher 
decides to study this group at this one school because they are available and 
because the researcher has the permission of the principal and can gain consent 
from the Native American students to participate in the study. This is a convenience 
sample because the participants are convenient to the researcher and are available 
for the study. 

Snowball Sampling An alternative to convenience sampling is snowball sampling. In 
snowball sampling , the researcher asks participants to identify others to become mem-
bers of the sample. For example, you might send surveys to a school superintendent and 
ask that the superintendent forward copies to the principals of schools in that school 
district. These principals then become members of the sample. This form of sampling 
has the advantage of recruiting large numbers of participants for the study. By using this 
process, however, you give up knowing exactly what individuals will be in your sample. 
It also eliminates the possibility of identifying individuals who did not return the survey, 
and those responding may not be representative of the population you seek to study. For 
example, participants who received the survey (e.g., principals who attended the Monday 
morning meeting with the superintendent) may not be representative of all individuals in 
the population (in this case, all principals in the school district). 

  Sample Size 
When selecting participants for a study, it is important to determine the size of the sam-
ple you will need. A general rule of thumb is to select as large a sample as possible from 
the population. The larger the sample, the less the potential error is that the sample will 
be different from the population. This difference between the sample estimate and the 
true population score is called sampling error . If you were to select one sample after 
another, the average score of each sample would likely differ from the true average score 
for the entire population. For example, if we could obtain scores from sixth graders across 
the country about the importance of student…parent relationships, the average score might 
be a 30 on a 50-point scale. Of course, we cannot study every sixth grader, so instead 
we obtain a sample from one school district and get an average score of 35 on the scale. 
The next time we might obtain a score of 33, and the next time a 36, because our sample 
will change from one school district to another. This means that our average score is “ ve 
points, three points, and one point, respectively, away from the •trueŽ population average. 
This difference between the sample estimate and the true population score is sampling 
error. Therefore, since you usually cannot know the true population score, it is important 
to select as large a sample as possible from the population to minimize sampling error. 

In some studies, you may have a limited number of participants who are conven-
iently available to study. In other cases, factors such as access, funding, the overall size of 
the population, and the number of variables will also in” uence the size of the samples. 

One way to determine the sample size is to select a suf“ cient number of participants 
for the statistical procedures you plan to use. This presumes that you have identi“ ed the 
statistic to use in analysis. As a rough estimate, an educational researcher needs: 

� Approximately 15 participants in each group in an experiment 
� Approximately 30 participants for a correlational study that relates variables 
� Approximately 350 individuals for a survey study, but this size will vary depending 

on several factors 
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These numbers are estimates based on the size needed for statistical procedures so 
that the sample is likely to be a good estimate of the characteristics of the population. 
They do not provide a precise estimate of the sample size available through sample size 
formulas. 

Sample size formulas  provide the means for calculating the size of your sample 
based on several factors. Use of a formula takes the guesswork out of determining the 
number of individuals to study and provides a precise estimate of your sample size. The 
formulas take into consideration several factors important in determining sample size, 
such as con“ dence in the statistical test and sampling error. Further, you need not cal-
culate the sample size using a formula. With minimal information, you can identify the 
sample size using tables available to researchers. 

Two formulas used are the sampling error formula for surveys (see Fink & Kosekoff, 
1985; Fowler, 2009) and a power analysis formula for experiments (Cohen, 1977; Lipsey, 
1990; Murphy & Myors, 1998). Appendix B at the end of the text provides factors that you 
can insert into these formulas to determine the number of participants for your study. 

  WHAT PERMISSIONS WILL YOU NEED? 

After identifying and selecting participants for your study, you next need to obtain their 
permission to be studied. This permission will ensure that they cooperate in your study and 
provide data. Besides cooperation, their permission also acknowledges that they under-
stand the purpose of your study and that you will treat them ethically. Federal legislation 
requires that you guarantee them certain rights and that you request their permission to be 
involved in your study. 

  Obtain Different Types of Permissions 

In most educational studies, you need to obtain permissions from several individuals and 
groups before you can gather data. Permissions may be required from: 

� Institutions or organizations (e.g., school district) 
� Speci“ c sites (e.g., the secondary school) 
� A participant or group of participants 
� Parents of participants (e.g., 10th graders• parents) 
� The campus on which you conduct the research (i.e., permission from your 

university or college institutional review board) 

Permission is often necessary before you can enter a site and collect data. This 
approval usually comes from leaders or persons of authority in organizations. Gaining 
permissions from organizational personnel requires contacting them before the start of a 
study and obtaining their permission to enter and to study their setting. 

The best way to seek permission from the necessary individuals or groups is to ask 
for it formally in a letter. Include the purpose of the study, the amount of time you will 
be at the site collecting data, the time required of participants, and how you will use 
the data or results. Also, state the speci“ c activities you will conduct, the bene“ ts to the 
organization or individual because of the study, and the provisions you have made to 
protect the anonymity of study participants. By providing this information, you will show 
a concern for the potential intrusion of the study into their workplaces and lives and set 
the stage for realistic expectations on their part. 
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  Obtain Informed Consent 

It is important to protect the privacy and con“ dentiality of individuals who participate in 
the study. In contrast to early research in education and the social sciences, investigators 
today are sensitive to the potential harm that participants may experience because of 
research.

  Review Board Approval 
In the last 30 years, colleges and universities have required that researchers guarantee 
to participants that their research will cause minimal risk to participants. In turn, partici-
pants consent to participation in research. 

In the 1970s, the federal government created legislation to monitor campus-based 
research because of human abuses in experiments (e.g., Nazi medical experiments, atomic 
bomb blast tests, and syphilis experiments on African Americans). This legislation man-
dated that colleges and universities create institutional review boards to approve student 
and faculty research. Aninstitutional review board  is a committee made up of faculty 
members who review and approve research so that the research protects the rights of 
the participants. The creation of these boards represents the one instance where research 
done on college and university campuses has been regulated (Howe & Dougherty, 1993). 

  Process of Obtaining Approval from Review Boards 
Institutional review boards implement guidelines developed by the Federal Drug Admin-
istration based on three ethical principles: respect for persons (their consent, their right 
to privacy, and anonymity), bene“ cence (weighing the bene“ ts of research versus the 
risks to individuals), and justice (equity for participation in a study). By following the 
guidelines, researchers guarantee that participants retain their autonomy and judge for 
themselves what risks are worth taking for the purposes of research (Howe & Dougherty, 
1993).

To obtain approval from a campus institutional review board, you are required to 
summarize the procedures in your research and supply evidence that your research pro-
cedures will offer certain protections to participants. 

The exact process of gaining approval from an institutional review board varies from 
campus to campus. However, there are some basic steps that both student and faculty 
researchers complete when seeking approval. Understanding this process will help you 
evaluate the ethics of a published study and determine if you are proceeding ethically in 
your study. 

 1. Start by “ nding out about the review process used by the institutional review board 
on your campus. Identify individuals responsible for reviewing projects, locate the 
forms required for the review, and become familiar with the overall approval proce-
dure. Campus review boards may have a brochure that describes this process. 

 2. Determine what information the review board needs about your project. The extent 
of the review and the concern of the institutional review board will relate to two 
factors. The “ rst is the level of risk that your participants will likely experience in 
the study (e.g., psychological, physical, emotional, legal, social, or economic). Is this 
risk less than minimal„no known risk? Is it minimal„risks encountered in daily 
life? Is it greater than minimal„risks beyond those ordinarily encountered in daily 
life? The higher the risk, the more detailed your project description needs to be, and 
the more closely the institutional review board will scrutinize your project. 

   The second factor that affects the extent of the review is whether you are study-
ing a sensitive population considered to be of high risk. These populations include 
children under the age of 19, who need their own and their parents• consent to 
participate; mentally incompetent participants, victims, or persons with neurological 
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impairments; pregnant women or fetuses; prisoners; and individuals with AIDS. Also 
included in this category are studies involving con“ dential records and/or patho-
logical specimens and HIV testing. 

If your study involves a sensitive population, your project will have at least 
minimal or greater than minimal risk (as opposed to no known risk), and the insti-
tutional review board will subsequently scrutinize it closely. Because many educa-
tional studies involve children under 19, these studies will require extensive review 
by the institutional review boards. 

 3. Develop an informed consent form for participants to sign before they participate 
in the study. Obtain written consent from participants even if your project poses 
minimal risk to the participants. An exception would be if the return of a question-
naire or instrument implies consent. 

   An  informed consent form  is a statement that participants sign before they 
participate in research. This form should state that you will guarantee them certain 
rights, and that when they sign the form, they are agreeing to be involved in the 
study and acknowledge the protection of their rights. 

   Figure  5.4 shows a typical consent form outlining the participants• rights, includ-
ing their right to withdraw at any time from the study, their voluntary participation 
in the project, and their right to know the purpose of the study.  

 FIGURE 5.4  

 An Example of an Informed Consent Form       

Title: •Experiences in Learning Quantitative ResearchŽ

The following information is provided to help you decide whether you wish to
participate in the present study.You should be aware that you are free to decide not
to participate or to withdraw at any time without affecting your relationship with this
department, the instructor, or the University.

The purpose of this study is to relate past experiences with research to scores
on the quizzes in class.

Data will be collected using a brief survey at the beginning of the class. Then,
three quizzes will be given during the semester and your scores recorded. The
survey data and your quiz scores will be the only data collected in the study.

Do not hesitate to ask questions about the study before participating or during
the study. I would be happy to share the findings with you after the research is
completed.Your name will not be associated with the research findings in any way,
and only the researchers will know your identity.

There are no known risks and/or discomforts associated with this study. The
expected benefits associated with your participation are the information about the
experiences in learning research methods. If this study is later submitted for
publication, a by-line will indicate the participation of all students in the class.

Please sign this consent form.You are signing it with full knowledge of the nature
and purpose of the procedures. A copy of this form will be given to you to keep.

etaDerutangiS

Jane W. Smith, Professor, City University (111-312-5432)

Title

Voluntary participation

Right to withdraw

Purpose

Procedures

Right to:
ask questions;
obtain results;
anonymity

No known risks

Benefits

Signature needed

Information about
investigator
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You might try writing a sample informed consent form for use in a research 
project. In your consent form, include the aspects identi“ ed in the right column in 
Figure 5.4 so that it contains the essential information required by a review board. 

 4. Submit a description of your proposed study to the institutional review board. This 
description includes the purpose of the study, the data collection process, the guar-
antees for protecting the participants, and a sample consent form. 

After you have completed the steps listed above, the review board will evaluate 
your project and determine whether you have guaranteed the protection of participants. 
If approved, you can proceed with the study. If denied, you will need to visit with the 
board representative to determine why it did not approve the study and what you need 
to change in your project description or procedures to get approval. 

  WHAT INFORMATION WILL YOU COLLECT? 

With the identi“ cation of participants and a procedure for gaining permission, you next 
turn to the speci“ c forms of data that will help you answer your research questions or 
address your research hypotheses. This step involves identifying the variables in your 
questions and hypotheses, “ nding de“ nitions for these variables, and considering types 
of information that will help you assess these variables, a process outlined in  Figure 5.5
using the variable self-ef“ cacy. 

  Specify Variables from Research Questions and Hypotheses 

Research questions and hypotheses contain variables. To determine what data need to 
be collected, you need to identify clearly the variables in your study. This will include 

 FIGURE 5.5  

 The Flow of Activities in Collecting Data       

Flow of Activities

Identify the variable

Example

Scores of each item ranged 
from 0 to 10, with 10 being

•completely confidentŽ 

Self-efficacy for learning
from others

Level of confidence that
an individual can learn

something by being taught
by others

13 items on a self-efficacy
attitude scale from

Bergin (1989)

Operationally define
the variable

Locate data (measures,
observations, and documents

with questions and scales)

Collect data on instruments
yielding numeric scores
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independent, dependent, and control variables. A useful strategy is to make a list of the 
variables so that you can determine what variables are operating in a study. 

  Operationally De�  ne Each Variable 

Many de“ nitions of variables are possible, such as a dictionary de“ nition, but researchers 
use an operational de“ nition. An  operational definition  is the speci“ cation of how you 
will de“  ne and measure the variable in your study. You can “ nd de“ nitions in published 
research studies on your topic. Sometimes published studies have sections titled •De“ ni-
tion of Terms.Ž Alternatively, you might examine de“ nitions in research summaries such 
as handbooks or encyclopedias. In some situations, a clear, applied de“ nition suitable for 
“ nding a measure is not available, and you will need to construct your own de“ nition. If 
this is the case, you should test it with other students or individuals knowledgeable about 
your topic and variable before you use it in your research. A dictionary de“ nition might 
be used as well, but remember that such a de“ nition often re” ects more common usage 
of a term rather than a research application. 

Consider the variableweapon possession that Maria needs to de“ ne operationally. 
Write down two or three possible de“ nitions for this variable, such as •a student who has 
been discovered carrying a knife to school.Ž What other de“ nitions might you use that 
will help Maria measure the extent to which high school students possess weapons at 
school? ( Hint:  Think about what happens when a teacher or administrator “ nds students 
with weapons in their possession.) 

  Choose Types of Data and Measures 

With operational de“ nitions for your variables, you next need to identify types of data 
that will measure your variables. Researchers collect data on instruments. Aninstru-
ment  is a tool for measuring, observing, or documenting quantitative data. Identi“ ed 
before the researchers collect data, the instrument may be a test, questionnaire, tally 
sheet, log, observational checklist, inventory, or assessment instrument. Researchers use 
instruments to measure achievement, assess individual ability, observe behavior, develop 
a psychological pro“ le of an individual, or interview a person. In quantitative research, 
four major types of information are gathered, as shown in  Table  5.2. De“ nitions and 
examples in this table should help you apply your understanding of different forms of 
quantitative measures.  

  Performance Measures 
You collect  performance measures  to assess an individual•s ability to perform on an 
achievement test, intelligence test, aptitude test, interest inventory, or personality assess-
ment inventory. Participants take tests that measure their achievement (e.g., the Iowa 
Test of Basic Skills), their intelligence (e.g., Wechsler), or their aptitude (e.g., Stanford…
Binet). In addition, you could gather data that measures an individual•s career inter-
ests or assesses personality traits. These measures are all available through instruments 
reported in the literature. Through past research, researchers have developed •normsŽ 
for these tests (conducted the tests with a number of individuals, averaged their scores, 
and looked at the differences in their scores) so that they can compare individual scores 
with typical scores for people who have taken the test. However, one drawback of per-
formance data is that it does not measure individual attitudes, and performance data 
may be costly, time-consuming to gather, and potentially biased toward speci“ c cultural 
groups.
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 TABLE 5.2 

 Types of Quantitative Data and Measures 

  Types of Data  

  Types of Tests, 
Instruments, or 
Documents to Collect 
Data  

  De� nition of the 
Type of Test, 
Instruments, or 
Document  

  Example of the 
Speci� c Tests, 
Instrument, or 
Source of Information  

Measures of 
Individual
Performance

Achievement test: norm-
referenced tests 

A test where the individual•s grade 
is a measure of how well he or 
she did in comparison with a large 
group of test takers (Vogt, 2005) 

Iowa Test of Basic Skills 

Criterion-referenced 
tests

A test where the individual•s grade 
is a measure of how well he or she 
did in comparison to a criterion or 
score

General Educational Development 
or GED Test 
Metropolitan Achievement Test 
Series on Reading 

Intelligence test  A test that measures an 
individual•s intellectual ability 

Wechsler Intelligence Scale for 
Children

Aptitude test  A test to measure a person•s 
ability to estimate how they will 
perform at some time in the future 
or in a different situation 

Cognitive ability: Binet…Simon 
Scale to identify a child•s mental 
level 
General ability: Stanford…Binet 
IQ Scale 

Interest inventory  A test that provides information 
about an individual•s interests and 
helps them make career choices 

Strong Interest Inventory 

Personality assessment  A test that helps a person identify 
and measure human character-
istics that help predict or explain 
behavior over time and across 
situations (Thorndike, 1997b) 

Minnesota Multiphasic Personality 
Inventory 

Measures of 
Individual
Attitude

Affective scale  An instrument that measures 
positive or negative effect for or 
against a topic 

Attitudes toward Self-Esteem 
Scale
Adaptive Behavior Scales 

Observation 
of Individual 
Behavior

Behavioral checklist  An instrument used to record 
observations about individual 
behavior 

Flanders• Interaction Analysis 
Behavioral Checklist in Reading 
Vineland Adaptive Behavior Scale 

Factual 
Information

Public documents or 
school records 

Information from public sources 
that provides data about a sample 
or population 

Census data 
School grade reports 
School attendance reports 

  Attitudinal Measures 
Alternatively, you can measure attitudes of individuals, a popular form of quantitative 
data for surveys, correlational studies, and experiments. Researchers useattitudinal 
measures when they measure feelings toward educational topics (e.g., assessing posi-
tive or negative attitudes toward giving students a choice of school to attend). To develop 
attitudinal measures, researchers often write their own questions or they “ nd an instru-
ment to use that measures the attitudes. Regardless of the approach, these measures 
need to contain unbiased questions (e.g., rather than •Should students carry weapons 
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to schools?Ž, ask, •How do you feel about students carrying weapons to school?Ž) and 
encourage participants to answer questions honestly. One drawback of attitudinal meas-
ures is that they do not provide direct evidence of speci“ c behaviors (e.g., whether or 
not students actually carry a weapon to school). 

Let•s examine a research instrument used to gather attitudinal information. Examine 
the “ rst few questions (out of 74 on the instrument) on the •Student Adaptation to Col-
lege QuestionnaireŽ available commercially from Western Psychological Services (Baker 
& Siryk, 1989) in Figure 5.6. This questionnaire begins with personal information ques-
tions (e.g., sex, date of birth, current academic standing, and ethnic background) and 
then asks students to indicate their attitude toward adapting to college on questions using 
a 9-point scale from •applies very closely to meŽ to •doesn•t apply to me at all.Ž Overall, 
the questions focus on the quality of the student•s adjustment to the college environment 
(e.g., whether the student “ ts in well, feels tense, keeps up to date on academic work, 
makes friends, attends class, is satis“ ed with social life). To analyze these questions, the 
researcher groups these questions into four scales (calledsubscales): Academic Adjust-
ment (24 questions), Social Adjustment (20 questions), Emotional Adjustment (15 ques-
tions), and Goal Commitment…Institutional Attachment (15 questions). Then the analyst 

  1. I feel that I fit in well as part of the college environment.ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ
  2. I have been feeling tense or nervous lately.ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ
  3. I have been keeping up to date on my academic work.ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ
  4. I am meeting as many people, and making as many friends as I would like in college.ƒƒƒƒƒƒƒƒ
  5. I know why I'm in college and what I want out of it.ƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ
  6. I am finding academic work at college difficultƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ
  7. Lately I have been feeling blue and moody a lotƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ
  8. I am very involved with social activities in collegeƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ
  9. I am adjusting well to collegeƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ
10. I have not been functioning well during examinationsƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ
11. I have felt tired much of the time latelyƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ
12. Being on my own, taking responsibility for myself, has not been easyƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ
13. I am satisfied with the level at which I am performing academicallyƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ
14. I have had informal, personal contacts with college professorsƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ
15. I am pleased now about my decision to go to collegeƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒƒ

* * * * * * * * *
* * * * * * * * *

* * * * * * * * *
* * * * * * * * *

* * * * * * * * *
* * * * * * * * *
* * * * * * * * *
* * * * * * * * *
* * * * * * * * *
* * * * * * * * *
* * * * * * * * *
* * * * * * * * *
* * * * * * * * *
* * * * * * * * *
* * * * * * * * *

* * * * * * * * *
* * * * * * * * *

Student Adaptation to College Questionnaire (SACQ)
Robert W. Baker, Ph.D. and Bohdan Siryk, M.A.

Published by

wps WESTERN PSYCHOLOGICAL SERVICES
Publishers and Distributors
12031 Maple Boulevard
Los Angeles, California 50023

Directions
        Please provide the identifying information
requested on the right.
        The 67 items on the front and back of this 
form are statements that describe college 
expe-riences. Read each one and decide how 
well it applies to you at the present time (within 
the past few days). For each item, circle the 
asterisk at the point in the continuum that best 
repre- sents how closely the statement applies 
to you. Circle only one asterisk for each item. 
To change an answer, draw an X  through the 
incorrect response and circle the desired 
response. Be sure to use a hard-tipped pen or 
pencil and press very firmly. Do not erase.

Name: Date:

ID Number:

Current Academic Standing:      Freshman      Sophomore      Junior      Senior

Semester:      1       2       Summer or    Quarter:      1       2       3      Summer

Ethnic Background (optional):          Asian           Black           Hispanic
                                                         Native American           White           Other

Sex:     F    M    Date of Birth: 

      In the example on the right, Item A 
applied very closely, and Item B was 
changed from •doesn•t apply at allŽ to 
•applies somewhat.Ž

Applies Very
Closely to Me

Doesn't Apply
to Me at All

A.

B.

Example

Source: Partial sample from the  Student Adaptation to College Questionnaire copyright © 1989 by Western 
Psychological Services. Reprinted by permission of the publisher, Western Psychological Services, 12031 
Wilshire Boulevard, Los Angeles, California, 90025, U.S.A. Not to be reprinted in whole or in part for any 
additional purpose without the expressed, written permission of the publisher. All rights reserved. 

 FIGURE 5.6  

 Example of an Instrument that Measures Attitudes       
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sums the scores to the questions on each scale to identify an individual•s score on each 
scale. Dahmus, Bernardin, and Bernardin (1992) provided a review of these procedures 
and background about this questionnaire.   

  Behavioral Observations 
To collect data on speci“ c behaviors, you can observe behavior and record scores on a 
checklist or scoring sheet.Behavioral observations  are made by selecting an instru-
ment (or using a behavioral protocol) on which to record a behavior, observing individu-
als for that behavior, and checking points on a scale that re” ect the behavior (behavioral 
checklists). The advantage of this form of data is that you can identify an individual•s 
actual behavior, rather than simply record his or her views or perceptions. However, 
behaviors may be dif“ cult to score, and gathering them is a time-consuming form of data 
collection. Further, if more than one observer gathers data for a study, you need to train 
observers to provide consistent procedures and periodically check that the observers 
apply consistent scoring. 

An example of a behavioral checklist is the Measurement of Inappropriate and Dis-
ruptive Interactions (MIDI) developed and used in the Saber-Tooth Project, which stud-
ied physical education curriculum changes in one middle school and two comparison 
schools (Ward, 1999), as shown in  Figure 5.7. The investigators used this checklist in 
a study of four classes in which the teachers provided an instructional unit on lacrosse 
to eighth-grade students (Ward et al., 1999). During this classroom unit, the researchers 
observed the students and scored student behaviors using the MIDI scoring sheet in each 
class portrayed in Figure 5.7. 

The legend for this scoring sheet, located at the bottom, lists the codes that observ-
ers recorded in each cell. These codes were the “ rst letter of the appropriate word used 
to describe the context or focus of the lesson in which the behavior occurs (i.e., game, 
practice, cognitive, instruction, or management/other). The observers also recorded the 
type of inappropriate behavior during the primary event that involved the most stu-
dents during the interval (i.e., talking out/noise, inactive, off-task, noncompliance, ver-
bal offense). Finally, observers indicated who was engaged in the disruption (i.e., class, 
small group, individual) to assess the extent of misbehavior in the class. Numbers at the 
top of each column on the scoring sheet represent students (e.g., 1, 2, 3, and so forth 
through 115). Data were collected on-site using this scoring sheet as the instrument, 
and three observers in the classes recorded their observations (identi“ ed by the column 
numbers) at an interval of 6-second observations. The investigators trained the observers 
in their scoring procedures so that they would score the behavior consistently. An audio-
tape recording cued the observers as to when they would mark their observations on the 
checklist sheet. For example, in the “ ctitious data shown in  Figure 5.7 for student 1, the 
observer records on the rows: 

Context �  Game (G)

Inappropriate Behavior �  Inactive (I)

Extent of Misbehavior �  Individual/s (less than 3 students) (I) 

After recording scores for all students, the observers analyzed the differences among stu-
dents in their disruptive behaviors. 

  Factual Information 
Quantitative, numeric data is also available in public educational records.Factual infor-
mation  or personal documents consist of numeric, individual data available in public 
records. Examples of these types of data include grade reports, school attendance records, 
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student demographic data, and census information. As long as these documents are avail-
able in the public domain, researchers can access and use them. Investigators cannot easily 
access some documents, such as health information about students, because federal regu-
lations protect the privacy of individuals. Also, researchers need to scrutinize the public 
documents carefully to determine if they represent accurate data. The availability of public 
documents does not infer that researchers have collected the data carefully, with an eye 
toward accuracy. 

 FIGURE 5.7  

 Example of an Observational Scoring Sheet with Fictitious Data       

1 2 3 4 5 6 7 8 9
10 11 12 13 14 15

G

16
17 18 19 20 21 22 23 24 25

26 27 28 29 30 31 32 33 34 35 36 37 38 39 40 41 42 43 44 45 46 47 48 49 50

G C C I I I G G G G G M M M

Social Skills Assessment

AlisTeacher 08Grade Level JCObserver 2/3Date LacrossContent Area School ASchool
C

TI O V I I I I I I T T I I IB

SI S I I I I S S S S I I I IE

C
B

E

51 52 53 54 55 56 57 58 59 60 61 62 63 64 65 66 67 68 69 70 71 72 73 74 75
C
B

E

76 77 78 79 80 81 82 83 84 85 86 87 88 89 90 91 92 93 94 95 96 97 98 99 100
C
B

E

101 102 103 104 105 106 107 108 109 110 111 112 113 114 115 116 117 118 119 120 121 122 123 124 125
C
B

E

126 127 128 129 130 131 132 133 134 135 136 137 138 139 140 141 142 143 144 145 146 147 148 149 150
C
B

E

151 152 153 154 155 156 157 158 159 160 161 162 163 164 165 166 167 168 169 170 171 172 173 174 175
C
B

E

C
B

E

C

Context Categories
Game:
Practice:
Cognitive:
Instruction:
Management/Other:

B

E

Inappropriate Behaviors
Talking out/Noise:
Inactive:
Off-task:
Non-compliance:
Verbal offense:

Extent of Misbehavior: 
Class: (15 or more students) 
Small Group: (4 or more students up to 15)
Individual/s (less that 3 students)

Source: Ward, P., Barrett, T. M., Evans, S. A., Doutis, P., Nguyen, P. T., & Johnson, M. K. (1999).  Chapter
5: Curriculum effects in eighth grade lacrosse.  Journal of Teaching in Physical Education, 18, 428…443. 
Reprinted with permission of the authors. 
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  Web-Based Electronic Data Collection 
With the use of Web sites and the Internet, electronic data collection in quantitative 
research is popular. At this time, use of Web sites and the Internet for data collection 
consists of administering surveys (Solomon, 2001), gathering interview data (Persichitte, 
Young, & Tharp, 1997), or using existing databases for analysis (e.g., Texas Lotto, U.S. 
Census Bureau, Louis Harris Pool; Pachnowski, Newman, & Jurczyk, 1997). Survey appli-
cations might consist of optically scanning an instrument and placing it on a Web site 
for participants to complete. Another form is computer-assisted self-interviewing (Bab-
bie, 2003). In this approach, the participant in a study logs on to a computer, down-
loads a questionnaire from the Internet, completes the questionnaire, and sends the 
completed questionnaire back to the researcher. Other approaches using electronic ques-
tionnaires include voice recognition using the telephone keypad, and computerized self-
administered questionnaires (Babbie, 2003). Electronic data collection provides an easy, 
quick form of data collection. However, use of the Internet may be limited because of 
(a) limitations involving the use of listservs and obtaining of e-mail addresses, (b) limita-
tions of the technology itself, (c) lack of a population list, and (d) the questionable repre-
sentativeness of the sample data (Mertler, 2001). 

  How to Decide What Types to Choose 
Confronted by these many options for collecting quantitative data, which one or ones 
will you use? To select your data sources, ask yourself the following questions: 

� What am I trying to learn about participants from my research questions and 
hypotheses? If you are trying to learn about individual behaviors of parents at a 
student…parent conference meeting, then you could use a behavioral checklist and 
record observations. If you are trying to measure the attitudes of teachers toward a 
bond issue, attitudinal questions or an attitudinal instrument will be required. 

� What information can you realistically collect? Some types of data may not be 
collectible in a study because individuals are unwilling to supply it. For example, 
precise data on the frequency of substance abuse in middle schools may be 
dif“ cult to collect; identifying the number of student suspensions for substance 
abuse is much more realistic. 

� How do the advantages of the data collection compare with its disadvantages? In 
our discussion of each data source, we have talked about the ideal situations for 
data collection. Given the ease or dif“ culty of collecting data, each type needs to 
be assessed. 

How would you now advise that Maria collect her data? Assume that she now seeks 
to answer the general quantitative research question •Why do students carry weapons in 
high school?Ž and the following subquestions: 

 a.  •How frequently do students feel weapons are carried into high school?Ž 
 b.  •What general attitudes do high school students hold toward the possession of 

weapons in the schools?Ž 
 c.  •Does participation in extracurricular activities at school in” uence attitudes of stu-

dents toward possession of weapons?Ž 
 d.  •Are student suspensions for possession of weapons on the increase in high schools?Ž 

Before looking at the answers provided, list the type of information that Maria might col-
lect for subquestions a through d. 

To answer these subquestions, Maria “ rst needs to locate or develop a question-
naire to send out to a sample of high school students in the school district. Her data 
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collection will consist mainly of attitudinal data. This questionnaire will measure student 
attitudes toward frequency of weapon possession (question a); assess student  attitudes
toward possession of weapons (question b); and gather  factual data  about the students 
(question c), such as age, level of education, race, gender, and extent of participation in 
extracurricular activities. To answer question d, she will contact the school of“ cials of 
several high schools and ask if she can obtain reports on student suspensions„school 
documents that report quantitative data. In summary, she will collect both attitudinal and 
factual information. 

  WHAT INSTRUMENT WILL YOU USE TO COLLECT DATA? 

Let•s assume that you will collect performance, attitudinal, or observational data. These 
forms of data collection all involve using an instrument. What instrument will you use to 
collect your data? Do you “ nd one to use or develop one yourself? If you search for one 
to use, how will you locate this instrument? Once you “ nd the instrument, what criteria 
will you use to determine if it is a good instrument to use? 

  Locate or Develop an Instrument 

Three options exist for obtaining an instrument to use: you can develop one yourself, 
locate one and modify it, or locate one and use it in its entirety. Of these choices, locat-
ing one to use (either modifying it or using it in its original form) represents the easiest 
approach. It is more dif“ cult to develop an instrument than to locate one and modify it 
for use in a study. Modifying an instrument  means locating an existing instrument, 
obtaining permission to change it, and making changes in it to “ t your requirements. 
Typically, authors of the original instrument will ask for a copy of your modi“  ed version 
and the results from your study in exchange for your use of their instrument. 

An instrument to measure the variables in your study may not be available in the 
literature or commercially. If this is the case, you will have to develop your own instru-
ment, which is a long and arduous process. Developing an instrument consists of several 
steps, such as identifying the purpose of the instrument, reviewing the literature, writ-
ing the questions, and testing the questions with individuals similar to those you plan to 
study. The four phases of development, recommended by Benson and Clark (1983) and 
shown in Figure 5.8, illustrate the rigorous steps of planning, constructing, evaluating, 
and checking to see if the questions work (i.e., validating an instrument). In this process, 
the basic steps consist of reviewing the literature, presenting general questions to a target 
group, constructing questions for the item pool, and pilot testing the items. The statistical 
procedures of calculating reliability and item analysis are available in computer software 
programs.  

  Search for an Instrument 

If you decide to use an existing instrument, the publisher or author will typically charge 
you a fee for use of the instrument. Finding a good instrument that measures your inde-
pendent, dependent, and control variables is not easy. In fact, you may need to assemble 
a new instrument that consists of parts of existing instruments. Whether you search for 
one instrument or several to use, several strategies can aid in your search: 

� Look in published journal articles. Often authors of journal articles will report 
instruments and provide a few sample items so that you can see the basic content 
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included in the instrument. Examine references in published journal articles that 
cite speci“ c instruments and contact the authors for inspection copies. Before you 
use the instrument, seek permission from the author. With limited space in journals, 
authors are including fewer examples of their items or copies of their instruments. 

� Run an ERIC search. Use the term  instruments and the topic of the study to search 
the ERIC system for instruments. Use the online search process of the ERIC data-
base. Use the same search procedure to locate abstracts to articles where the 
authors mention instruments that they have used in their studies. 

� Examine guides to tests and instruments that are available commercially. Examine 
the Mental Measurements Yearbook (MMY; Impara & Plake, 1999) or the  Tests in 
Print  (TIP; Murphy, Impara, & Plake, 1999), both of which are available from the 
Buros Institute of Mental Measurements ( www.unl.edu/buros/ ). More than 400 
commercial “ rms develop instruments that are available for sale to individuals and 
institutions. Published since 1938, these guides contain extensive information about 
tests and measures available for educational research use. You can locate reviews 
and descriptions of English-language commercially published tests in the MMY, 
which is available on CD-ROM databases in many academic libraries. 

  Criteria for Choosing a Good Instrument 

Once you “ nd an instrument, several criteria can be used to assess whether it is a good 
instrument to use. Ask yourself: 

� Have authors developed the instrument recently, and can you obtain the most 
recent version? With knowledge expanding in educational research, instruments 
over 5 years old might be outdated. To stay current, authors update their instru-
ments periodically, and you need to “ nd the most recent copy of an instrument. 

 FIGURE 5.8  

 Steps in Developing or Constructing an Instrument       

Phase I: Planning
State purpose of test and target groups
Identify and define domain of test
Review literature on construct or variable of

interest
Give open-ended questions to target group
Interpret open-ended comments
Write objectives
Select item format

Phase II: Construction
Develop table of specifications
Hire and train item writers
Write pool items
Validate content
Have judges complete qualitative evaluation
Develop new or revise items

Phase III: Quantitative Evaluation
Prepare instrument for first pilot test
Administer first pilot test
Debrief subjects
Calculate reliability
Run item analysis
Revise instrument
Prepare for second pilot test

Phase IV: Validation
Administer second pilot test
Run item analysis
Repeat steps of revision, pilot administration,

and item analysis
Begin validation
Administer for validation data
Continue validation

Source: Adapted from a ” owchart provided by Benson & Clark, 1983. 
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� Is the instrument widely cited by other authors? Frequent use by other researchers 
will provide some indication of its endorsement by others. Use by other research-
ers may provide some evidence about whether the questions on the instrument 
provide good and consistent measures. 

� Are reviews available for the instrument? Look for published reviews about the 
instrument in the MMY or in journals such as  Measurement and Evaluation in 
Counseling and Development. If reviews exist, it means that other researchers have 
taken the instrument seriously and seek to document its worth. 

� Is there information about the reliability and validity of scores from past uses of the 
instrument?

� Does the procedure for recording data “ t the research questions/hypotheses in 
your study? 

� Does the instrument contain accepted scales of measurement? 

Because of the importance of the last three criteria„reliability and validity, recording 
information, and scales of measurement„a discussion will explore these ideas in more 
depth.

  Are Scores on Past Use of the Instrument Reliable and Valid? 
You want to select an instrument that reports individual scores that are reliable and 
valid. Reliability  means that scores from an instrument are stable and consistent. Scores 
should be nearly the same when researchers administer the instrument multiple times at 
different times. Also, scores need to be consistent. When an individual answers certain 
questions one way, the individual should consistently answer closely related questions 
in the same way. Validity  is the development of sound evidence to demonstrate that the 
test interpretation (of scores about the concept or construct that the test is assumed to 
measure) matches its proposed use (AERA, APA, NCME, 1999). This de“ nition, in place 
since 1985, changes the traditional focus on the three-fold types of validity„construct, 
criterion-referenced, and content„and shifts the emphasis from •typesŽ of validity to the 
•evidenceŽ and •useŽ of the test or instrument (Thorndike, 1997b). Thus, validity is seen 
now as a single unitary concept, rather than three types. Validity is the degree to which 
all of the evidence points to the intended interpretation of test scores for the proposed 
purpose. Thus, a focus is on the consequences of using the scores from an instrument 
(Hubley & Zumbo, 1996; Messick, 1980). 

Reliability and validity are bound together in complex ways. These two terms some-
times overlap and at other times are mutually exclusive. Validity can be thought of as the 
larger, more encompassing term when you assess the choice of an instrument. Reliability 
is generally easier to understand as it is a measure of consistency. If scores are not reli-
able, they are not valid; scores need to be stable and consistent “ rst before they can be 
meaningful. Additionally, the more reliable the scores from an instrument, the more valid 
the scores may be (however, scores may still not measure the particular construct and may 
remain invalid). The ideal situation exists when scores are both reliable and valid. In addi-
tion, the more reliable the scores from an instrument, the more valid the scores will be. 
Scores need to be stable and consistent before they can be meaningful. 

Reliability A goal of good research is to have measures or observations that are reliable. 
Several factors can result in unreliable data, including when: 

� Questions on instruments are ambiguous and unclear 
� Procedures of test administration vary and are not standardized 
� Participants are fatigued, are nervous, misinterpret questions, or guess on tests 

(Rudner, 1993) 
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Researchers can use any one or more of “ ve available procedures to examine an 
instrument•s reliability, as shown in Table  5.3. You can distinguish these procedures by the 
number of times the instrument is administered, the number of versions of the instrument 
administered by researchers, and the number of individuals who make an assessment of 
information.  

The test…retest reliability  procedure examines the extent to which scores from one 
sample are stable over time from one test administration to another. To determine this 
form of reliability, the researcher administers the test at two different times to the same 
participants at a suf“ cient time interval. If the scores are reliable, then they will relate 
(or will correlate) at a positive, reasonably high level, such as .6. This approach has the 
advantage of requiring only one form of the instrument; however, an individual•s scores 
on the “ rst administration of the instrument may in” uence the scores on the second 
administration. Consider this example: 

A researcher measures a stable characteristic, such as creativity, for sixth graders 
at the beginning of the year. Measured again at the end of the year, the researcher 
assumes that the scores will be stable during the sixth-grade experience. If scores 
at the beginning and the end of the year relate, there is evidence for test…retest 
reliability.

Another approach is alternative forms reliability . This involves using two instru-
ments, both measuring the same variables and relating (or correlating) the scores for the 
same group of individuals to the two instruments. In practice, both instruments need to 
be similar, such as the same content, same level of dif“ culty, and same types of scales. 
Thus, the items for both instruments represent the same universe or population of items. 
The advantage of this approach is that it allows you to see if the scores from one instru-
ment are equivalent to scores from another instrument, for two instruments intended to 
measure the same variables. The dif“ culty, of course, is whether the two instruments are 

 TABLE 5.3 

 Types of Reliability 

  Form of Reliability  
  Number of Times 
Instrument Administered  

  Number of Different 
Versions of the Instrument  

  Number of Individuals 
Who Provide Information  

Test…retest reliability  Twice at different time 
intervals 

One version of the 
instrument 

Each participant in the 
study completes the 
instrument twice. 

Alternate forms reliability  Each instrument 
administered once 

Two different versions 
of the same concept or 
variable 

Each participant in the 
study completes each 
instrument. 

Alternate forms and test… 
retest reliability 

Twice at different time 
intervals 

Two different versions 
of the same concept or 
variable 

Each participant in the 
study completes each 
instrument. 

Interrater reliability  Instrument administered 
once

One version of the 
instrument 

More than one individual 
observes behavior of the 
participants. 

Internal consistency 
reliability

Instrument administered 
once

One version of the 
instrument 

Each participant in the 
study completes the 
instrument .
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equivalent in the “ rst place. Assuming that they are, the researchers relate or correlate 
the items from the one instrument with its equivalent instrument. Examine this example: 

An instrument with 45 vocabulary items yields scores from “ rst graders. The 
researcher compares these scores with those from another instrument that also 
measures a similar set of 45 vocabulary items. Both instruments contain items of 
approximately equal dif“ culty. When the researcher “ nds the items to relate posi-
tively, we have con“ dence in the accuracy or reliability of the scores from the “ rst 
instrument.

The alternate forms and test…retest reliability  approach is simply a variety of the 
two previous types of reliability. In this approach, the researcher administers the test twice 
and uses an alternate form of the test from the “ rst administration to the second. This type 
of reliability has the advantages of both examining the stability of scores over time as well 
as having the equivalence of items from the potential universe of items. It also has all of 
the disadvantages of both test…retest and alternate forms of reliability. Scores may re” ect 
differences in content or dif“ culty or in changes over time. An example follows: 

The researcher administers the 45 vocabulary items to “ rst graders twice at two 
different times, and the actual tests are equivalent in content and level of dif“ culty. 
The researcher correlates or relates scores of both tests and “ nds that they correlate 
positively and highly. The scores to the initial instrument are reliable. 

Interrater reliability  is a procedure used when making observations of behavior. 
It involves observations made by two or more individuals of an individual•s or several 
individuals• behavior. The observers record their scores of the behavior and then compare 
scores to see if their scores are similar or different. Because this method obtains obser-
vational scores from two or more individuals, it has the advantage of negating any bias 
that any one individual might bring to scoring. It has the disadvantages of requiring the 
researcher to train the observers and requiring the observers to negotiate outcomes and 
reconcile differences in their observations, something that may not be easy to do. Here is 
an example: 

Two observers view preschool children at play in their activity center. They observe 
the spatial skills of the children and record on a checklist the number of times each 
child builds something in the activity center. After the observations, the observers 
compare their checklists to determine how close their scores were during the obser-
vation. Assuming that their scores were close, they can average their scores and 
conclude that their assessment demonstrates interrater reliability. 

Scores from an instrument are reliable and accurate if an individual•s scores are 
internally consistent  across the items on the instrument. If someone completes items 
at the beginning of the instrument one way (e.g., positive about negative effects of 
tobacco), then they should answer the questions later in the instrument in a similar way 
(e.g., positive about the health effects of tobacco). 

The consistency of responses can be examined in several ways. One way is to 
split the test in half and relate or correlate the items. This test is called theKuder…
Richardson split half test (KR-20, KR-21)  and it is used when (a) the items on an 
instrument are scored right or wrong as categorical scores, (b) the responses are not 
in” uenced by speed, and (c) the items measure a common factor. Since the split half test 
relies on information from only half of the instrument, a modi“  cation in this procedure is 
to use the Spearman…Brown formula,  which estimates full-length test reliability using 
all questions on an instrument. This is important because the reliability of an instrument 
increases as researchers add more items to the instrument. Finally, thecoefficient alpha
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is used to test for internal consistency (Cronbach, 1984). If the items are scored as contin-
uous variables (e.g.,strongly agree to  strongly disagree), the alpha provides a coef“ cient 
to estimate consistency of scores on an instrument. Calculations for the Kuder… Richardson 
split half, Spearman…Brown prophecy formula, and coef“ cient alpha are available in 
Thorndike (1997b). 

Validity In addition to reliability, you should examine whether the scores from the 
instrument (not the instrument itself) are valid. As a researcher, here are the steps you 
will likely employ: 

� Identify an instrument (or test) that you would like to use 
� Look for evidence of validity by examining prior studies that have reported scores 

and use of the instrument 
� Look closely at the purpose for which the instrument was used in these studies 
� Look as well at how the researchers have interpreted (discussed if the instrument 

measured what it is intended to measure) the scores in light of their intended use 
� Evaluate whether the authors provide good evidence that links their interpretation 

to their use 

What types of evidence should researchers seek to establish validity? Impara (2010) 
provides a useful summary of the AERA, APA, NCME (1999)  Standards, directs readers 
to examine closely chapter 1 from the  Standards on •validity,Ž and then presents an 
extended list of examples of evidence to document validity. Only a few of the examples 
will be mentioned here. 

The Standards mention “ ve categories of evidence as shown in  Table  5.4: evidence 
based on test content, response processes, internal structure, relations to other variables, 
and the consequences of testing. In the discussion to follow, the word •testingŽ will be 
equivalent to •instrument.Ž    

  Evidence based on test content 
Often instruments will be used that measure achievement, assess applicants for creden-
tials, or are used for employment in jobs. The question is whether the scores from the 
instrument show that the test•s content relates to what the test is intended to measure. 
This idea relates to the traditional idea of content validity. Typically researchers go to a 
panel of judges or experts and have them identify whether the questions are valid. This 
form of validity is useful when the possibilities of questions (e.g., achievement tests in 
science education) are well known and easily identi“ able. It is less useful in assessing 
personality or aptitude scores (e.g., on the Stanford…Binet IQ test), when the universe of 
questions is less certain. 

  Evidence based on response processes 
Instruments can be evaluated for the “ t between the construct being measured and nature 
of the responses of the individuals completing the instrument or the individuals conduct-
ing an observation using the instrument. Do the scores re” ect accurate responses of the 
participants to the actual instrument? Validity evidence can be assembled through inter-
views of the participants to report what they experienced or were thinking when they 
completed the instrument. The responses of observers can be compared to determine 
whether they are responding in a similar way when they observe. The more the response 
processes “ t what the instrument is intended to measure, the better the evidence for 
validity.
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  Evidence based on internal structure 
Are the test score interpretations consistent with a conceptual framework for the instru-
ment? This form of validity evidence is gathered by conducting statistical procedures 
to determine the relationship among test item and test parts. It relates to the traditional 
notion of construct validity. Through statistical procedures you can: 

� See if scores to items are related in a way that is expected (e.g., examine the rela-
tionship of a question on a •student depression instrumentŽ to see if it relates to the 
overall scale measuring depression) 

 TABLE 5.4 

 Sources of Validity Evidence and Examples 

  Validity 
Evidence  

  Types of Tests or 
Instruments to Which 
Validity Evidence Is 
Applicable    Type of Evidence Sought    Examples of Evidence  

Evidence
based on test 
content

Achievement tests, 
credentialing tests, 
and employment tests 

Evidence of an analysis 
of the test•s content (e.g., 
themes, wording, format) 
and the construct it is 
intended to measure 

€ Examine logical or empirical evidence 
(e.g., syllabi, textbooks, teachers• 
lesson plans) 

€ Have experts in the area judge 

Evidence
based on 
response
processes 

Tests that assess 
cognitive processes, 
rate behaviors, and 
require observations 

Evidence of the “ t between 
the construct and how 
individuals taking the test 
actually performed 

€ Interviews with individuals taking tests 
to report what they experienced/were 
thinking

€ Interviews or other data with observers to 
determine if they are all responding to the 
same stimulus in the same way 

Evidence
based on 
internal
structure

Applicable to all tests  Evidence of the relationship 
among test items, test parts, 
and the dimensions of the 
test

€ Statistical analysis to determine if factor 
structure (scales) relates to theory, 
correlation of items 

Evidence
based on 
relations to 
other variables 

Applicable to all tests  Evidence of the relationship 
of test scores to variables 
external to the test 

€ Correlations of scores with tests 
measuring the same or different constructs 
(convergent/discriminant validity) 

€ Correlations with scores and some 
external criterion (e.g., performance 
assessment„test-criterion validity) 

€ Correlations of tests scores and their 
prediction of a criterion based on 
cumulative databases (called meta-
analysis„validity generalization) 

Evidence
based on the 
consequences
of testing 

Applicable to all tests  Evidence of the intended 
and unintended conse-
quences of the test 

€ Bene“ ts of the test for positive treatments 
for therapy, for placement of workers in 
suitable jobs, for prevention of unquali“ ed 
individuals from entering a profession, for 
improvement of classroom instructional 
practices, and so forth 

Source: Adapted from Impara (2010) and American Educational Research Association, American Psychological Association, and 
National Council on Measurement in Education (1999). 
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  �   Test a theory and see if the scores, as expected, support the theory (e.g., test a 
theory of depression and see if the evidence or data supports the relationships in 
the theory)    

  Evidence based on relations to other variables 
This is a large category of evidence that relates to the traditional idea of criterion-related 
validity (predictive and concurrent). Basically, the researcher looks for evidence of the 
validity of scores by examining other measures outside of the test. The researcher can 
look at similar or dissimilar tests to see if the scores can be related positively or nega-
tively. The researcher can see if the scores predict an outside criterion (or test scores) 
based on many different studies. For example, when the results of a current study 
showed that boys in middle schools have lower self-esteem than girls, can this prediction 
hold true when many studies have been assessed? Collecting validity evidence from these 
many studies provides support for the validation of scores on an instrument. 

  Evidence based on the consequences of testing 
This form of evidence is the new factor that has been introduced into the quantitative 
validity discussion. Validity evidence can be organized to support both the intended and 
the unintended consequences of using an instrument. What bene“ ts (or liabilities) have 
resulted from using the instrument? Researchers can assemble evidence to demonstrate 
the consequences of testing, such as the enhanced classroom instruction that results as 
a consequence of testing. Not all of the consequences may be intended; for example, an 
educational test may be supported on the grounds that it improves student attendance or 
motivation in classes. 

After reviewing the forms of reliability and validity, we can now step back and review 
what questions you should ask when selecting or evaluating an instrument. A short list of 
questions, provided in Figure  5.9   , should aid in this process.  

To practice applying these questions, consider the choice of an instrument by Maria. 
She “ nds an instrument titled •Attitudes toward Possession of Weapons in Schools.Ž An 
author reports this instrument in a published journal article. What might be two forms of 

1. Did the author check for it? 1. Did the author check for it?

2. If so, what form of reliability was 2. If so, what type of validity was reported?
reported?

3. Was an appropriate type used? 3. Was more than one type reported?

4. Were the reliability values 4. Were the values (coefficients)
?detroper?detroper)stneiciffeoc(

5. Were they positive, high coefficients? 5. Were they positive, high coefficients?

When selecting or evaluating an instrument, look for:

ValidityReliability

 FIGURE 5.9  

 Validity and Reliability Questions for Selecting/Evaluating a Test or Instrument       














































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































