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Abstract
PREDICTING SUCCESS IN TEACHER CERTIFICATION TESTING:
THE ROLE OF ACADEMIC HELP-SEEKING
by
Marie C. White
Advisor: Dr. Barry Zimmerman

This study was designed to identify the help-seeking behaviors of preseacbeits
who are at risk for failure of state certification examinations through usasadle adapted to the
arena of teacher education. In the past, self-report measures of tkahgr&edavior patterns
were not designed to be used in teacher education. The participants were Mrpresarhers
drawn from a small private college in lower Manhattan of New York City. Thegl
maintains an open enrollment policy, giving students from minority populations an opportunity
to enter higher education. Many of these students were underpreparedeige tolkel work and
had to take remedial liberal arts courses before they could enroll in educatisax The
student body is predominantly minority group members who have mainly attended New York
City Public Schools. The students who participated in the study were seconcesémasisinen,
and first and second semester sophomores.

The help-seeking scale (White,2007) in the present research was adapted to provide a
reliable and valid measure of students’ use of this important self-regusatategy. This
Preservice Teacher Help-Seeking Scales (PTHSS) was adneidisigrreservice teachers who
were preparing for the first of three state certification examsddlition to reliability
assessments, the validity of the scales was measured using three ttlmemts: (1) Instructor

Help-Seeking Scale (IHSS), an adapted version of the help-seeking thedles completed by



participants’ instructors (2) an observational measure of help-seeking treinaeacher
education classroom contexts (DOHS), and (3) scores on the New York Stage teach
certification exam entitled the Liberal Arts and Sciences Test {DA8Ione of these indices of
validity were included in prior research by Pajares and his colleagues.

These results indicated the student questionnaire (PTHSS) demonstrateddigybflev
reliability and concurrent validity with an Instructor (IHSS) and an insotdsservational
measure (DOHS) of help-seeking. It also provided significant predictivbtyan terms of
scores on the LAST. Finally, the PTHSS also displayed construct vahdionjunction with
the Instructor (IHSS). These results provide support for use of the scagechgr educators to
evaluate aspiring teachers’ potential to pass the teacher ceadifieams. Once students with
low PTHSS scores are identified, and their PTHSS profiles can be used to guidkzsec

training in help-seeking (Young, 2004).
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Chapter 1
Introduction

The decision about whether or not to seek help in an academic situation is complex.
Seeking help when solving a difficult task will depend in part on metacognitive pescisit
develop over time. Help-seeking also depends on many cultural and interparBoeates,
such as beliefs about breeching social boundaries with members of a diffetgnt gr
(Karabenick, 1998). This construct has invited a great deal of attention over tiaeagt
years, and research in this area has increased dramatically. It consiered a prominent part
of a students’ academic experience which transcends all levels of developoh&draing
(Newman, 2008).

Since 1981, researchers have attempted to identify the type of person mos$o Igesi
help and the goals associated with requests for help. More can be gleaned leggaamithe
type of help sought by an individual that which be gained from only knowing thatcertai
individuals seek help under certain conditions. Educators who work with diverse populations
can benefit from knowing which students underutilize or overutilize help (Oberman, 2002).
recent years, numerous studies have demonstrated that help-seeking carfidot\smstfategy
that self-regulated learners use to succeed in diverse areas of functioelpeseeking, when
appropriately utilized, can enable students to obtain needed assistance from paeesits
teachers (Zimmerman & Martinez-Pons, 1990; Schunk & Zimmerman, 1994).

Unfortunately, students who are in most need of assistance are often thkdbetst
seek it for a variety of reasons. This is especially true of college stuadgmting to be teachers

(Tellez, 1991), who often wait until it is too late to use available resourezal{&nick, 2004) to



pass state certification exams. When confronted with the reality of higfsg&ssting, these
students often give up their dream to become teachers rather than admit their seeidifor
support (Orlich & Gifford, 2006). Unfortunately, this decision has a significantahguathe
number of minority teachers who enter the classroom. The following reseamipigtto
identify help-seeking behaviors of preservice teachers who are at riskldioe of state
certification exams through the use of a scale adapted to the arena of ¢elcadion.
Minority Teacher Candidates

There is an acute need for minority teachers in inner city schools of AnErizan
districts lose nearly one half of their newly hired teachers within thdifiesyears (Darling-
Hammond, L. (2000a). The student population is increasingly diverse (AACTE, 1999) and the
public school teacher hiring pool remains predominantly White, non-Hispanic (84%).¢kesear
provides evidence of a significantly higher dropout of students of color who enter therteac
education pipeline than their White counterparts. Often, students of color who ertge eath
the desire to become teachers do not remain in the program, and many do not graduate from
college (Vegas, et al. 2001; Cochran-Smith & Zeichner, 2005). Often, these students ente
college without having mastered the basic academic skills which are requpasistthe first
state certification exam (Mitchell. et al. 2001).

Historically, the attrition rate among aspiring minority teacherstddailure on teacher
certification tests of basic skills, has been heavy (Cochran-Smith &&ic2005; Mitchell et
al, 2001). Many minority preservice teachers have significant deficieincéets and science
skills which can be attributed to being underprepared (Vegas, et al., 2001; McCabe, 2000).
Deficiencies in these areas can be remediated with appropriate instiidctbolowsky,

Mamrick, & Cox, 2005; Ley & Young, 1997). As states implement tests for teacher



certification with increasingly higher cut-off scores, there is concetrittbaanumber of
minorities actually entering the classroom as teachers will dedajnégicantly (Cochran-Smith
& Zeichner, 2004).

Testing for teacher licensure has become the gatekeeper for entry irtadhad
profession. Teacher unions and colleges of education support licensure requirerherterida
beyond the passing of college courses to obtain a teaching license (Stotko, Indggaaty-&
O’Ferrall, 2007). Discussions regarding how much support an educational institution should
provide individuals who seek to enter the teaching field are predominantly focused on
maintaining a diverse population of teachers (Gollnick & Mitchell, 2003). Those who have
sought to provide minority preservice teachers with extra training to pass‘tfagsway” exams
have offered workshops as a source of exam preparation training. Attendanse atdtieshops
has led to improved scores on teacher certification exams. However, sigmiicabers of
minority preservice teachers have not yet profited from workshop or ditertr@ining, and
their deficiencies have placed their planned careers at risk (Cochrém&#eichner, 2004).
Help-Seeking in Teacher Education and State Certification

Most states require three certification exams to be passed in order to dethiag
license. The proposed research study focuses on the first of the three, a testsidlizaghs of
2001-2002 teaching candidates in 37 of the 50 states (74%) were required to pass a test of basi
skills to gain admission to a teacher education program. Of the 37 stateshandnalf use a
test developed by Educational Testing Service (PRAXIS 1), National EdncCEdisting Service
(LAST) or their own in-house developed test.

If preservice teachers do not pass the first in a series of statecagdifiexams, their

professional career could end before it ever began. In New York Stateb#rallArts and



Science Test is the exam preservice teachers must take and pass befoadindied to an
accredited teacher education program. This is a test that measures Basimoatdrial that
should have been mastered during high school. In New York State, and nationally, there is a
major difference in test scores among groups. For many reasons, minority npiads the
test at a lower rate than their white peers (Mitchell et al., 2001; Cochrah-&Zdichner,
2005).

Many students appear to have the potential to pass the exams, but they fail bEcause
poor preparation (Burke, 2005). To increase students’ success on certification egagns, m
collegiate education departments have raised academic admission reqs&onethis
conservative approach often excludes minority students who are interestedaararcar
teaching. A decision to raise standards also threatens to exacerbatedtig gtowing shortage
of certified teachers, especially in low performing urban schools. Byasbntolleges that
maintain open enrollment policies and permit nontraditional students to enter tra sgsifront
the problem of finding a way to help these students to pass state certificaims @yrd,
MacDonald, & Ginger, 2005). A particular problem among minority students could be an
inability or an unwillingness to seek help from available resources when itdethee

What can be done to increase the impact of these workshops on minority preservice
teacher’s performance on certification exams? There is evidenaadhgtcollege students
(Cheong, Pajares, & Oberman, 2005; Wolters, Pintrich & Karabenick, 1993) fadlktnskp
from faculty and other students in their preparation for important examsadribkiy rely on a
self-reliant approach to exam preparation, which can lead to unfortunate redtsakly for

minority preservice teachers (Tellez, 1992). The proposed study assedselpibeeking



behaviors of preservice teachers during first semester test preparati@h@ps designed to
prepare them to pass a gateway professional certification examination.
Help-Seeking Definitions and Distinctions

Searches of the research literature on “help-seeking” have revealdugltanstruct has
been used in diverse disciplines, such as, psychology, sociology, medicine, and educagton. Hel
seeking has not always been defined as a proactive, social behavior intende@ssiggance
from a knowledgeable individual in order to perform more effectively (Newman, 2006tGrSa
Poulin, LeBlanc, & Kusumakar, 2007). Unfortunately, seeking help in educational cdraexts
often been viewed as a sign of dependence or cheating, and as a result, many edrinese |
who have sought help have often been denigrated and stigmatized (Nelson- LeGall, 1987,
Karabenick, 1998).

Metacognitive views of problem solving (Atkinson, 1964) have emphasized the role of
personal strategies and have given limited consideration to the importanceatfighe s
processes. However, with the ascendance of Vygotskian and social cognifpexipess,
researchers have sought to demonstrate a close connection between a chdgretive
development and their exposure to important social influences, such as coaching &nd direc
instruction from an adult or more able peer (Newman, 1994). This recognition cideding
as a strategic resource has laid the groundwork for much subsequent research.

Nelson-Le Gall (1985) is widely credited with changing educators’ petispeon help-
seeking from an act which reflected immaturity, passivity, and incomgeterone of maturity,
proactivity, and competence. Building on foundational research by DePaulo, Nadl€eistzard
(Nadler, 1983), Nelson-Le Gall focused on the students’ goals for seekingracssissher than

the act itself. She (Nelson-Le Gall, 1985) defined help-seeking as algeradlem solving



strategy that allows learners to cope with academic difficultiggabyng the assistance of
others. She drew a distinction between two forms of help-seeking, instrumentatantive,
based on a person’s goals.

Instrumental help-seeking (also referred to as adaptive help-seekjoggsestudents’ to
seek only as much assistance as is necessary to learn to complete the ¢gskudiycd his form
of help-seeking has the advantage of increasing a student’s learningcatiploduce
important benefits. By contrast, executive help-seeking (also refereesdrtonadaptive help-
seeking) involves a request for someone else to perform the task. The latter formseehkeig
seeks to enhance students’ immediate performance but not their long ternmglelRasearch has
shown that students’ instrumental help-seeking (along with its perceived eisghiositively
related to their academic motivation and achievement (Zimmerman &dzaifions, 1986;
1990), whereas students’ executive help-seeking (along with its avoidance af assdéance)
is negatively related to their academic motivation and achievement@ac, 1998; Newman,
1998; Newman & Goldin, 1990).

Help-Seeking and Academic Performance

Students vary markedly in their help-seeking skills. Those who do not know how and
when to access social resources in their environment often have difficulty in adagampol
successfully (Schunk & Zimmerman, 1997). Students representing all age goulgdsather
avoid asking for help than being perceived as incompetent, overly dependent, immature, or
“dumb” (Ryan & Pintrich, 1997). These concerns may in part be attributable to Wesliral
values with their emphasis on the importance of individual. According to this pérspect
students’ help-seeking conflicts with core values, such as competitiveribsdja®ce, and

independence (Nelson-Le Gall, 1985). Thus, students are likely to weigh the benefits of



successful goal attainment against the costs, such as receiving lesslpenedit for a
successful outcome. If a person is thought to be skilled at a given task, he or sheawight
help-seeking as threatening to his or her reputation.

Assessment of Help-Seeking

Since 1981, researchers have attempted to discover the type of person most $ieky t
instrumental help, to seek executive help, or to avoid help. Attention has also been given to wha
students perceive to be the benefits of seeking help (Oberman, 2002). Accordijages, Pa
Cheong and Oberman (2004), there has been much inconsistency and unreliability in scales
designed to assess academic help-seeking. To avoid these problems, Oberman ( 2002)
constructed new and more reliable help-seeking scales to measure insthanég executive
help-seeking. He adapted scales already in the literature to measusmes@tlhelp-seeking
and perceived benefits of help-seeking. Psychometric properties of the hesweeae
evaluated by Pajares, Cheong, & Oberman (2004) in a specific acadding; e computer
classroom.

Their scales, The Computer Science Help-Seeking Scales, involved four ssbgaal
instrumental help-seeking; (b) executive help-seeking; (c) perceiviedfitseof help-seeking;
and (d) avoidance of help-seeking. Pajares and his colleagues conducted dathdgsted the
psychometric properties of the scales (Pajares, Cheong & Oberman, 26@%)anklyzed the
data for each scale individually and found that the psychometric properties chldesere
better than earlier help-seeking scales. Cronbach’s alpha coefficiemrgt$igh for each scale.
Recently, Pajares (2004) suggested that these help-seeking scalesraatifled for use in

other academic settings beside microcomputer contexts.



Students’ help-seeking has received considerable study at elementalig, imigh
school, and college levels (Karabenick, 1998). However, there has been littlgati@sof
help-seeking among aspiring teachers (Bembenutty, 2006). However, | (2087ebantly
developed an adaptation of Pajares and colleagues’ (2004) help-seekingosaadesri test
preparation workshops with aspiring teachers, and | found that the adapted subsoale
reliable according to Cronbach’s alpha test (White, 2007).

Research Study

The present research sought to replicate the reliability of WhiteseRiee Teacher
Help-Seeking Scales (PTHSS) when administered to preservicereatitewere preparing for
the first of three state certification exams. In addition to relial@bgessments, the validity of
the scales was measured using three other instruments: (1) Instrugt3dd&ing Scales, an
adapted version of the help-seeking scales that is completed by partigiEtnistors (2) an
observational measure of help-seeking behavior in teacher educationatassntexts, and (3)
scores on the New York State teacher certification exam entitledldbeal Arts and Sciences
Test (LAST). None of these validity measures were included in priorrobsieya Pajares and his
colleagues.

The PTHSS was found to be valid and reliable. It is suggested that the scales &h be us
by teacher education programs to evaluate aspiring teachers’ potentiastthe teacher
certification exams. Students with low PTHSS scores can be identifiethen®THSS
profiles can be used to provide specialized training in help-seeking (Young and Ley, P064)
outcomes would be of both immediate and delayed importance. In terms of immediateesutcom
the study confirmed that preservice teachers with high help-seekirgve&rk more likely to

learn how to pass the certification exams than preservice teachers whblpgeeking skills.



In terms of delayed outcomes, the study provided evidence of minority teachersguinedac
advantageous help-seeking skills and consequently as teachers, could becessfiduole
models for minority students attending inner city schools.
Research Questions
From the preceding discussion, several basic questions can be raised regarding t
Preservice Teachers Help-Seeking Scales:
1. Will each of the PTHSS four subscales demonstrate acceptable levelalnlity?
2. Will each of the IHSS (Instructor Help-Seeking Scales) four subscalesndérate
acceptable levels of reliability?
3. Will direct observation (DOHSB) of preservice teachers’ help-seekingvimeh
during the workshop yield an acceptable level of inter rater agreement?
4. Will the four scales of the PTHSS self-report measure predict studer8$ LA
performance?
5. Will the four scales of the PTHSS self-report measure predict observed éldipgse
behavior?
6. Will preservice teachers’ PTHSS scores correlate significanthytheir college
faculty ratings (IHSS) of their help-seeking?
7. Can the construct validity of the PTHSS be demonstrated through the corredhtions

its scales with the IHSS?
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Chapter 2
Review of the Literature

In thischapter, | review research on the role of help-seeking as a selktesjotethod of
learning that can be employed in teacher preparation programs. This &eeatew is divided
into five sections. The first section entiti¢eewing Help-Seeking from a Self-Regulation
Perspectivesummarizes research on help-seeking and closely related self rededareng
processes. Help-seeking in social contexts is examined with some focus os &badigcted in
the college setting. The second secti®esearch on Help-Seeking Behavaefines and
categorizes various forms of help-seeking. Distinctions in researcklbgrNLeGall are
reviewed along with the various overlapping terms that represent theofyipelp-seeking
behavior observed in academic settings. Students’ motivation to seek help and thieegztua
seeking and help avoidance practices are examined. This section also iti@ugésctance to
seek help amongst underprepared college students. The third section, Bregksstice
Teachers Help-Seeking Practiaestes the lack of research in the field of teacher education,
especially amongst minority candidates. The research provides a fraafewlinking
preservice teachers’ help-seeking patterns and failure to pass difitmtien examinations.
The focus is on minority students who enter the teacher education pipeline and exit ok to a
of self-regulated learning skills. Section four, entiflezshcher Education Accreditation and
High Stakes Testinfpcuses on how teacher education programs seek to meet state certification
requirements and the impact that failure to pass a state exam can have audhetiite gthis
section will link performance on state certification exams with the sfe@daminority teachers

in urban settings. It includes an overview of state licensing requirements.inhpastant, this
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section emphasizes the plight of minority preservice teachers who etggedakking the basic
skills their white counterparts master in high school. The need for early ickntifi of
preservice teachers who will take advantage of opportunities to prepare ficstthtafe
certification examination is discussed. Section five, entMedsures of Help-Seekingcuses
on the need for a reliable scale to measure the help-seeking behaviorsrofqadésachers.
The reliability of a well-known help-seeking scale constructed by Karelband Knapp (1991)
is compared to an adapted version of help-seeking scales created by Phgweg, &
Oberman (2004). The benefits of context-specific scales to measure Helgsawl the results
of a pilot study that | conducted (White, 2007) support this Pajares &eelion six, entitled,
Research Justification, Proposal and Hypothgsisvides justification for the proposed
investigation along with hypotheses.
Section One: Viewing Help-Seeking from a Self-Regulation Perspective

This section begins with a definition of help-seeking as a self-reguldtatggy. A
review of the conceptual framework of self-regulation describes the sati@ahsions of self-
regulation and help-seeking. There is evidence that students can be instructethte tiegjr
social environment. The following subsection places help-seeking in the pamfmerphase of
Zimmerman’s model, clearly identifying the behavior as a learnintggiraised by successful
students. Finally, the connection is made to underprepared college students who evince poor
self-regulation, specifically using social resources effectively
Help-Seeking: The Social Dimension of Self-Regulation

Help-seeking is a key social dimension of self-regulation. The importancépef he
seeking has been recognized by diverse theorists, such as Vygotksian, sodi&lec(@phunk

& Zimmerman, 1997), and constructivist (Paris & Byrnes, 1989; Paris, Byrnegj& Fa01).
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Although there are diverse theoretical perspectives regarding sel&tejidarning
(Zimmerman, & Schunk, 1989; 2001), most of them emphasize the use of a common set of
processes to regulate their learning , such as goal setting, self-nmapitord strategy use
(Zimmerman, 1986). According to this process approach, self-regulation is nattleatal
ability nor an academic performance skill, but rather, it refers to thdisective process
through which learners transform their mental abilities into task-cetatademic skills
(Zimmerman, 2001). | now will address the question of how these common self-rggulator
processes interact during actual performance, especially duringdekmg.

Historically, self regulation of academic learning and performans®éan defined as
self-generated thoughts, feelings, and actions that are oriented tovaarthg@t¢ducational goals
(Zimmerman, 2000). This definition implies that self-regulation involves key ogtéo/e,
motivational, and behavioral subprocesses, such as,; time management; attending to and
concentrating on instruction; organizing, rehearsing, and coding informagtabjishing a
productive work environment; and using social sources effectively (Zimmerman, 1989)
Students’ academic effectiveness depends on their use of these self rpgutatesses and
their motivational beliefs regarding the effectiveness of those pr@cesse
Cyclical Phases of Self-Regulation and Help-Seeking

An essential feature of all self-regulatory approaches is a reedesidback loop. This
feedback loop provides the learner with information about his or her task performareatha
be used to make adjustments (Schunk 2001; Zimmerman, 2000; Bandura, 1986). This cyclical
process enables self-regulated students to metacognitively monitordtigvefiess of their

learning strategies and make adaptive changes that lead to acade®ss ¢see Figure 1).



Figure 1: Zimmerman'’s Cyclical Model of Self-Regulation of Leagni

Forethought Phase
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Causal attribution

Self-Reaction
Self-satisfaction/affect
Adaptive/defensive
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Outcome expectations <

Self-efficacy
Task interest/valuing
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Adapted to include help-seeking in the performance phase‘Rbases and subprocesses of
self-regulation. Motivating self-regulated problem solvers’Bby. Zimmerman and M.
Campillo, 2003, p. 239. In J. E. Davidson & R. J. Sternberg (Eds.),
The nature of problem solvinjlew York: Cambridge University Press. Copyright by
Cambridge University Press.

To better understand the interrelation of these self-regulatory procZssasrman
(2000, 2003) proposed a model involving three cyclical phases (see Figure 1), whicksinclude
help-seeking in the performance phase. Help-seeking was not vieweak®tdalf-regulation,
but rather, as a social strategy for gaining needed assistance frpprapriate source
(Newman, 2008; Zimmerman & Martinez Pons, 1986, 1988). According to Zimmerman (2001,
2008) self-regulated learning strategies are not limited to asocial foraasicdtion, but can
include social forms of learning, such as seeking guidance from peers, coacheacherst
Dimensions of Self Regulation.

To understand the full scope of self-regulatory subprocesses and motivatiorial belie

Zimmerman (1994) has proposed a dimensional analysis based on key questions. Akidepicte



14

Table 1, these questions are formulated to gain answerswabpubow, when, whatvhere,and
with whomto self-regulate. The conceptual framework serves three purposes: @ljdegrand
analysis of research on academic self regulation identifying commonaednzoviding
linkages to prior forms of learning; (2) it differentiates the task conditioresssary to regulate
each component; and (3) it cross-relates and integrates academic foheletsped from

different theoretical models (Zimmerman, 1994).



Table 1

Dimensions of Academic Self-Regulation
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Scientific ~ Psychological Task Self-Regulatory Self-Regulatory

Questions Dimensions Conditions Attributes Processes

1. Why Motive Choose to Self-motivated Goal setting and self-
Participate efficacy

2. How Method

3. When Time

4. What Behavior

5. Where Physical

Environment

6. With Social

Whom

Choose method Planned or routinized Task strategies,

Choose time Timely and efficiently

limits
Choose
outcome
behavior
Choose

Setting

Choose partner,Socially sensitive and

model, or

teacher

Self-aware of

performance

Environmentally

sensitive and

resourceful

resourceful

imagery, and self-
instruction

Time management

Self-monitoring, self-
evaluation, self-
consequences
Environmental

structuring

Selective help-

seeking

From “Dimensions of academic self-regulation: A ceptual framework for education” (p.8), by B.J. Zwerman,

in Self-Regulation of Learning and Performance: IssuesEducational Application®. H. Schunk and B.J.

Zimmerman (Eds.), 1994. Hillsdale, NJ: Lawrenclb&um Associates, Inc. Copyright 1994 by LawreBdbaum

Associates, Inc. Adapted with permission.
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Thewith whomquestion concerns the social dimension of self-regulation. According the
Newman (2008) the self decides when it is time for input from an outside source. disisde
to act shows a willingness to depend on others. Socially self-regulated sfiuttkatdective
help-seeking to be a useful strategy when they encounter obstacles ieatreird process
(Zimmerman & Martinez-Pons, 1986). Students who are low in overall self-regutat
reluctant to ask for assistance. By contrast students who are high irgsé&tion take the
initiative to do school work without prompting and continue their efforts until a task is
completed. When necessary, they will selectively and actively seek enougtoiopuotiplete
the task successfully. They show initiative and persistence on learnisgdaskdence and
resourcefulness in overcoming problems, and, are self reactive to task pederoutcomes
(Zimmerman, 1994).

Self-Regulatory Strategies

More recently, research in self-regulated learning has identifieégtatlearners use to
regulate their personal functioning, academic behavioral performance, amddesnvironment.
Seeking social assistance is an environmental learning strategy é#imam 1989), which has
been studied in a variety of social contexts, but has received almost no attentioveiry the
important arena of teacher education.

Help-seeking stands out from the other self-regulatory strategiessecttes learner
involves another person in the learning process. Students who do not adopt this role to advance
their learning (a) persist unsuccessfully on their own, (b) give up prematoiré¢ty sit passively
waiting for the instructor to come to them (Newman, 1998). By definition, help-geskin

classroom social-interactional process that must be initiated by therledime “ideal” self-
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regulated learner might appear to be self-sufficient to the casual obsewewer, they actually
regulate their cognitive activity through self-initiated interactisth teachers and classmates.
Help-seeking in Social Contexts

Sociocultural influences and self-regulatory processes become ingtgasin
interdependent during the course of student’'s academic development (Zimmerman, 2004). A
first, students depend on teachers and parents to initiate and structure thieig.leas they
acquire skill, they become increasingly able to enlist the help of “socioctibigehts for
feedback or assistance when at an impasse (Zimmerman, 2004). Within the poore#tyinner-
schools, there are examples of successful academic growth, a core of mindatiswho
succeed in spite of limited resources. Their reported success is due tepessist
resourcefulness, and self-reliance. Amongst their self-regulatonygesats their preference to
seek help from a teacher rather than copy a classmate’s work (Wibr@@aRj

Better learners seek help readily, whereas poorer learners aiikdbstlask for help
(Aleven, McLaren, Roll, & Koedinger, 2004; Ryan et al, 1998). These findings have led to
many studies of students’ academic help-seeking in the social contextdifiarteh classroom
and other learning environments. Seeking help is a social-interactive pndgelsan expose
learners to public scrutiny (Newman, 2000). Learners become increasiragly efnhe price
they could pay for seeking help as they enter middle school, high school, and college.

Students who feel threatened by adverse consequences of help-seeking refgort acros
educational settings are classified as executive help-seekerbéKimig 2003).Karabenick
(2003) compared college students’ help-seeking behavior to that of younger students. He

measured strategic and non-strategic help-seeking behaviors in ldege obhsses where
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support services are not easily accessed. The results of his study showadisesnii help-
seeking behaviors of learners from K-12 when compared to college studenatisgiiiak, 2003).

There are fundamental differences in K-12 and post-secondary educational eaaionm
that affect help-seeking. In a college setting help is not readillabiafrom instructors.
Students must be more motivated than their K-12 counterparts to seek help when conftnted wi
academic difficulties. Karabenick (2003) conducted his study with students taKeggec
chemistry. He recommends future studies should focus on subject areas such ss &0
or humanities to obtain results from other learning environments. Research inaliswdde
help identify students who fail to use self-regulatory strategies susti@seeking, and who are
at a disadvantage in the college setting where support systems are notanealdible. It cannot
be assumed that just because a student is attending college his/her help-seakingibeh
appropriate.
College Students Evince Poor Self-Regulation

Many college students have difficulty balancing the social versus eshaladiemands of
the higher education experience (Zimmerman, Greenberg, & Weinstein, 1994)isTineich
interest in programs that facilitate students’ transition into collegeeriRsarvey date indicate
that approximately 70% of American colleges and universities offer sgraeot first year
supportive courses (Tobolowsky, Mamrick, & Cox, 2005). Although there are sevesatuliff
types of first year courses, it is understood that without the support many sblldgats would
become discouraged with their progress and drop out.

From a social cognitive perspective, Zimmerman and Schunk (1997) recommend that
social learning experiences can be planned and organized by teachers asd@acaatierate

children’s self-regulatory development. Social cognitive learning themyests that learning
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occurs through reciprocal interactions between personal, behavioral, and envisbriactorts
(Schunk, 2001). These domains are linked in human performance so that change to any of the
domains will naturally impact the other.

The inclusion of “at risk” college students in recent studies has provided evidence that
self-regulated learning processes are significantly related de@ta success for this population
(Ley & Young, 1998). A distinguishing characteristic between “at risk” angdlaegdmission
college students is the way they plan, organize, monitor, evaluate and think abouhthg lea
process (Carr, Borkowski, & Maxwell, 1991). Young and Ley (2005) conducted a study of the
self-regulatory strategies used by at risk students admitted toecol@ge of the least reported
strategies reported was seeking information and assistance fronrseamuth@eers. College
students did report asking someone else how to complete work but did not necessarily ask the
instructors or someone else with expertise. This form of help-seeking is nagedHtory
because the student relies on non-expert advice. This type of input can impede thg learni
process and interfere with goal attainment. This type of failure can |éaul self-esteem,
immature attributional beliefs, and poor metacognitive knowledge, which are known
characteristics of at risk students (Ley & Young, 1998; Carr, Borkowskia&wéll, 1991). To
some degree, academic failure for these students may be explained by pagusation
(Young & Ley, 2003).

When learners are instructed in ways to regulate their social environynsetking high
guality sources, it is more likely that their motivation and behavior will improves(R&Paris,

2001; Zimmerman, Bonner, & Kovach, 1996; Zimmerman & Martinez Pons, 1990).

The results of a study conducted in a college setting with learners who haudtehiff

with self-regulation support the hypothesis that instructional interventiopgneance or
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supplant existing capacities and skills. (McCombs, 1989). Researchers Youryg200D4)
introduced self-regulation instructional support systematically dedigmean introductory
education course. The intervention embedded self-regulatory strategies stittgexi
instructional class materials. The study focused on four self-regulatorggses, prepare,
organize, monitor and evaluate (POME). It was found that students in the coursembetided
self-regulatory instructional support earned higher scores than those infggbdmtnot receive
self-regulatory assistance.
Section Two: Research on Help-seeking Behavior

As previously stated, researchers agree, that under certain conditions, kiglg-sae be
a valuable self-regulative learning strategy. This section revitawatlire specific to the help-
seeking constructs defined by Sharon Nelson-LeGall (1981). Requests forehehmsidered to
be adaptive if they are necessary. In contrast, requests for help thatsiceeed unnecessary
are nonadaptive. By seeking information an individual can resolve the immediaterpavialen
the process learn strategies for resolving future problems independentimé@de008).
Help-seeking in Academic Settings

In 1981, Sharon Nelson-LeGall examined the available literature and concluded that
help-seeking was an understudied capability of students. This gap led her to caaties af
studies, and the results prompted her to challenge the widespread assumption thekimgjp-se
was a form of dependency. Her research methodology and results attractechterest,
especially regarding young students’ help-seeking behavior in classrtorgséarabenick,
1998). In subsequent years, researchers have recommended that help-seekfogamnds
an intentional strategy employed by self-regulated learners to achisgkbadol (Zimmerman &

Martinez-Pons, 1986; 1988). When conceived as a systematic strategy, kelg-attews
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learners to modify its form to fit variations in context. This can involve assestemmo a variety

of social sources, such as parents, peers, and teachers. It could also emermgeofidarys

social sources, such as, books or the internet images and texts (Azevedo, 2005; Zm8nerma
Martinez-Pons, 1990; Schunk & Zimmerman, 1994).

Nelson-LeGall studied various types of help that students seek when theyNstighn¢
LeGall, 1981, 1985). She found that successful learners were not children who never asked for
help; rather, they were children who sought help only when it was needed, such as during
difficult tasks. She concluded that seeking help is not antithetical to achiev@etson-

LeGall, 1981; Arbreton, 1993) but rather can be a strategic source of successsnaoia

Types of help-seekinyelson-LeGall (1985) examined the type of help that students
requested, and she classified them into two basic categories: necessaryoessange She
discovered that when free to request help without restrictions, students wak &gk
necessary and unnecessary forms. A key issue that separates thesmsnad faalp-seeking is
one’s goal. When a student’s goal is to acquire skills or master a task,tfseéling is
classified asnstrumentabecause it leads to learning (Nelson-LeGall, 1985). In contrast, when a
student’s goal is to obtain information or to avoid looking “dumb,” Nelson-LeGall &b ¢his
type of help agxecutivebecause it seeks compliance instead of learning. Instrumental and
executivehelp-seeking have become the identifiable labels of help-seeking behavior,
instrumentalbeing thenecessaryorm of help-seeking, aneikecutivebeingunnecessarform of
help-seekingNelson Le-Gall (1987) conducted a number of studies of students’ tendencies to
engage in necessary versus unnecessary help-seeking. The necessitgethiatp
classification was based on the learner’s capability for attaindug@essful solution to a

problem when working independently (Nelson-Gall, 1981, 85; Nelson Le-Gall et al., 1983).
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Nelson-LeGall (1985) recognized that there are forms of help-seekingdbatrgreater
personal responsibility, such as hints versus complete explanations. Hints regl@antssto
personally provide the missing information to solve the problem. This led Nelsonl (8%,
1985, 1987) to describe instrumental help-seeking as a problem solving strategpwsat all
learners to cope with academic difficulties. The ability to obtain help from ahdtpeers is
one of the most important skills students can develop to cope with difficult learniagais
and to master needed skills (Nelson-Le Gall, 1985; Anderson & Messick, 1974; Murphy, 1962).
A student’s motives determine to a significant degree whether the act «fdetding is a self-
regulatory strategy or an act of dependence. The student’s goal might bgtmeoghplete a
particular task rather then to learn how to solve similar tasks on one’s owonr{Nel&all,

1985). By definition, “executives” delegate responsibilities to others with natioms of
becoming an expert themselves.

Cheong, Pajares and Oberman (2004) investigated both gender and ethnic diff@erence
academic help-seeking behavior with high school students taking a computee st@ss.
Regarding gender differences, they found that girls were more likelykorstrimental help
and perceived greater benefits of help-seeking than did boys. Regarding etareachfs, they
found that African American students were more likely to seek help than were tients or
Asian American students, however, this difference did not reach statiggiciicsince.

Karabenick and Knapp (1991) extended the understanding of help-seeking in the college
learning environment. They conducted a series of studies in the college settgastoen
tendencies to engage in a variety of help-seeking behavior. They challengeduhmption that
instrumental help-seeking, rather than executive, dominates the celfegmy environment

(Ames, 1983; Nelson-LeGall, 1983; Karabenick and Knapp, 1991). The results, when taken
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together, provide evidence that successful learners are more likely toefe@khlbn needed.

More importantly, evidence from all three studies was found to be consistent withg/teelp-
seeking in an academic context as an achievement-related rather thandedepehavior
(Karabenick & Knapp, 1991). The scale developed by Karabenick and Knapp (1991) teemeasur
help-seeking tendencies will be discussed later on in this chapter, and adeptar three.

In support of the four subscale model, researchers have shown that student scores on the
instrumental help-seeking subscale and on the perceived benefits subsesd¢ecpositively
with measures of students’ academic motivation and achievement. By contrasiisstatees
on the executive help-seeking and avoidance of help-seeking subscales wivelpega
correlated with students’ academic motivation and achievement (Karabenick, E9@&aN,
1998; Newman & Goldin, 1990; Zimmerman & Martinez-Pons, 1990).

Reluctance to seek helplelp-seeking has been described as an uncomfortable and
embarrassing act that requires a degree of courage (Flynn & Lake, 20080 SH2®3).
Researchers agree that despite the instrumentality of help-seekoagtheannot be minimized
(Karabenick & Knapp, 1991; DePaulo & Fisher, 1980). There is a significant amount of
research regarding why students are reluctant to seek help, even when theyikmawded,
and readily available (Newman & Schwager, 1992). Ryan and Pintrich (1997) iatestige
role of motivation and attitudes in adolescents’ help-seeking in math class carayded that
students who were unsure of themselves, cognitively or socially, were keldyetdi feel
threatened when asking their peers for help. Ryan, Gheen, and Midgley (19983dfses
context of the classroom to investigate individual and classroom influences orcedtses
reported avoidance of help-seeking. They found students were able to improve kielg-see

behaviors when their teachers provided socio-emotional nurturing.
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Whether the “helper” is a computer, or a teacher, some students remain retusesak
necessary help. One of the greatest assets of computer-based intbracting environments is
the supply of help functions (Bartholome, Stahl, Pieschl, & Bromme, 2005). Instructional
technology can be effective in supporting meta-cognitive skills by providingusaiorms of
guidance, including specific hints, glossary functions, linked hypertext pégesg additional
information, and feedback, (Aleven & Koedinger, 2002). Monitoring individual students’
progress as they work through problems has revealed how this help is utilized. When used
appropriately, cognitive tutors who provide hints have been effective in raising student
scores (Aleven & Koedinger, 2000; Hammerton & Luckin, 2001; Newman, 1994; Salomon,
Perkins & Globerson, 1992).

Poor help-seeking behavior in interactive learning environments has been shown to have
a negative impact on students’ achievement (Arroyo et al., 2004). Students ofterpuise hel
ways that do not encourage learning. There is evidence of widespread help avanihekp
abuse (overuse of help) from students who need help the most (Aleven & Koedinger, 2000).
Studies found 72% of the student actions represented unproductive help-seeking behavior, such
as “hint abuse”. This occurs when a student keeps asking for excessive hints to dimsirtes
rather than using each hint to understand the problem and solve it independently (Aleven,
McLaren, Roll, & Koedinger, 2004). Documenting students help use with cognitive tutors has
contributed important information to the research on ineffective help-seekene( McClaren
& Koedinger, 2004). ldentification of help-seeking patterns gives the instruabomiaion that
can be used to target a learner who needs to acquire adaptive help-seeking skill

College Students: Help-seeking Practices and Motivation
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College students weigh the benefits and costs of help-seeking based on pasesumce
failures. Reactions to requests for help determine whether or not studentekvileein the
future (Karabenick, 2004). Experiences such as disappointment, poor performarezeseatkcr
self-esteem, and lower perceptions of competence (Oberman, 2002; Karabenick, 1991) can
inhibit help-seeking. Early on college instructors can prompt help-seekingaiigsng a
facilitative climate in the classroom. On the other hand, teachers whordrelling and
coercive can undermine students’ efforts and motivation and diminish their sensenoinay
(Newman, 2008).

Dimensions of learning environments (task structure, authority, evaluation, a)dhtich
teacher social support affect both student goals and help-seeking. 8ediefdgerpretations of
implicit classroom rules can affect individual achievement in many ways, subbialevel of
interest, persistence, task engagement, and task performance (Newmahveagkefc992).
Learning environments which promote mastery goals and high self esteem aliketyost
encourage adaptive help-seeking (Nadler, 1998). The nature of the learning environment
present and past, is a critical factor in forming individual help-seekingrpatthat cannot be
easily adapted.

Not all students arrive at college with the same prior experiences or knewledgrners
with low prior knowledge, academic or strategic, are those who need help the ertbst laast
effective in making use of it (Bartholome, Stahl, Pieschl, & Bromme, 2005) m&stieven
successful students require support to become masters of their own learning eegliEion
(Lebow, 1993: Young & Ley, 2005). Evidence from a study with academically stroseyyice
teachers supports the benefits of instruction in self-regulated learrategsts such as cognitive

skill instruction, effort reinforcement, and metacognitive skill use (Leyoting, 1998; Schultz,
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Lanehart, & White, 2000). There is little evidence revealing why certagests have not
learned the skills required to be successful in college. The proposed research wesule thea
presence or lack of help-seeking as a strong contributor to academic failueecbllege setting,
specifically for preservice teachers.
Section Three: Preservice Teachers Help-seeking Practices

Help-seeking Among Teacher Candidates

Researchers have examined help-seeking behavior quite extensively denoegtary,
middle, and high school students. Although help-seeking has been studied to some extent among
college students (Karabenick, 1998:2003), it has received relatively littleigatest in the
field of teacher education, especially as a self regulatory sgredegprove preservice teachers’
academic functioning (Bembenutty, 2006). Because the literature in this spzase, further
investigation of help-seeking as an adaptive strategy is needed, espeoialty atmisk
populations of preservice teachers, such as minority group members. Reseadthg¢gar
frequency of help-seeking by preservice teachers can uncover barriergeib &s benefits of
help-seeking. Such information would be valuable for teacher education programskhat se
help students who may view help-seeking as a weakness. (Tellez, 1992). Présachies are
often faced with experiences in which proficiency in help-seeking could bableal

Tellez (1992) found that teachers’ help-seeking is affected by a numbesohgleand
situational variables, and as a result, their decision to seek help is not aiveas/ane. This
research has relevance for teacher preparation programs. Peetgaglers must cope with
stressful events, such a high stakes testing requirements (Caplan, 1974), and skeking he
appropriately could mean the difference between success and failure.ilUieeofeteacher

candidates to pass state certification exams of basic skills is atedgheea of research. Special
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consideration needs to be given to minority teacher candidates who enter lilee ¢glaication
“pipeline” never to enter a classroom because they cannot pass statatertiexams.
Numerous programs to recruit teachers of color have emerged since the lase H98Bhey
often lack the quality and do not provide candidates with adequate preparation. Res&#noh
have studied ethnic and minority students’ experiences confirm many of the thgwdtyli
adjusting both academically and socially to predominantly White colleges andsitieger
(Bennett, 2002; Bishop, Bauer & Becker, 1998). In an arena of high stakes testinglikely
that a minority teacher candidate would expose his/her need for help for acqkilisthat
should have been mastered at the high school level.

Preservice teachers often do not use effective learning strategteslasts. This
variance in self-regulatory strategy use distinguishes high from lowrpesfs (Randi, 2004).
Not acquiring self-regulated learning skills could impact the way thésaatiers will structure
their future classrooms. (Randi, 2004; McClendon, 1996; White & Hargrove, 1996; Woolfolk
Hoy, 1996). Research suggest that teacher education students might profit fioin expl
instruction in self-regulated learning strategies early, rather #t@ndn in their teacher
preparation program experience (Randi, 2004; Gordon, Dembo, & Hocevar, 2007). This would
give them the opportunity to become self-regulated prior to entering theodasas teachers.
Although help-seeking is not specifically mentioned by the researcheesjsienough evidence
that underutilization of this strategy will negatively impact perforoea

Section Four: Teacher Education Accreditation and High Stakes Testing

Teacher preparation programs seek better ways to prepare preservieesteameet

national academic standards (Ballou & Podgursky, 2000). In the early 1970’s, a number of

studies compared professional standards of teachers to those of other professeen(D
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1970; Wall, 1972; Lortie, 1975). These studies found teaching to be less selective, at entry
require less arduous coursework, and less lengthy preparation than other fieldgudtion led
some researchers to conclude that teaching needs to develop higher standegdsriiog and
measuring expertise. As a result, teacher education programs have nounciemmcreasing
pressure to stay abreast of changing licensing requirements (Wise, 2Q0@&)CE to
professions, such as teaching, is also affected by state licensure. Studép@ssiagams
whose content is determined by state and national professional-standards boards.

In an attempt to establish a unified system of teacher education acaaditadito
promote teaching as a profession, the U.S. Congress passed the law entitled hild NeftC
Behind Act of 2001 (NCLB). The law is a blend of new requirements, incentives, anccessour
which poses enormous challenges to states and accrediting institutions. For exathelarea
of teacher education, the law makes specific provisions pertaining to preparatruitment
and retention of teachers. In most states, new public elementary school thagkeyaly one
option for demonstrating their professional competence: a written exaonifi@oble &
Azordegan, 2004).

High Stakes Testing in Teacher Education Program

Because of concerns about the quality of teaching (Darling-Hammond & Baratz
Snowden, 2007), there is a growing support to require preservice teachers to take stadegpass
level examinations in order to advance as a teacher candidate. As a resulgKeglesting has
secured its place as a critical gate to teacher preparation. Weng0gk)y found that
preservice teachers who were trained in university teacher educatiommsagrgoerformed

preservice teachers who pursued alternative paths to certificationotttise purpose of the
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present research to challenge the need for high stakes testing but ratheidtr eaangs to better
prepare black and Latino preservice teachers to succeed on these teabbaticerexams.

Teacher licensure is under the authority of individual states in Americas $tgiose
numerous and varied requirements on candidates for licensure that include; meetigredu
and teaching standards, passing required tests, and providing evidence of goaéercharac
(Mitchell, Robinson, Plake, & Knowles (2001). There are states that control for titg gtia
teacher education candidates by specifying standards for admissiorgr &dwucation
programs. New York State is among the thirty-five states that resttiehee to advanced
courses in accredited teacher education programs based on test results.

There is a significant relationship between federal funding and stafecagan of
teachers. Under Title I, Section 207 of the Higher Education Act, eaehstaguired to
oversee teacher education programs which graduate certified teadteepsemier national
accrediting body for all teacher education programs in the United Statggivate institution,
the National Council for Accreditation of Teacher Education (NCATE) (Balldeo&igursky,
2000). In keeping with Title Il standards, NCATE mandated that accreditadtiosis would
produce teacher candidates who can pass the state certification examsigiuampassing rate
of 80%. This stringent standard has had an adverse impact on minority students becoming
teachers.

Alternative path teacher education programs have sought to train minority sttadent
pass the LAST as well as subsequent exams (Gollnick & Mitchell, 2003; Watras, 2028)
colleges, including the City University of New York, have raised admissiongeatgrts to
ensure accreditation of their teacher candidates (Chiacchere, 2003) bu¢stebkave led to the

exclusion of minority group preservice teachers. Institutions that contiragrtio vulnerable
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students have sought new ways to maintain a diverse student body by helping studargeg@re
pass the required exams.

Important differences among racial and ethnic groups in the rates of suceask astep
along the path to teaching help explain why minority students are often unfulcoestate
certification exams of basic skills. Native American, Black, and Hispagicdthool
sophomores are less likely to obtain high school diplomas than are White or Asiagameri
sophomores (Vegas, Murnane, & Willett, 2001). They are more likely to grow up in low-income
families and attend low-quality schools than White youth. College entry catesrforities are
lower than Whites and Asian Americans. African Americans have a higiraates] probability
of entering college than Hispanics or Native Americans.

A study was designed to find out why the number of minorities who state theirantent
to enter teacher education programs dissipates by 50% throughout the fouyéafigént.
Minority teacher candidates were asked to identify program features Wesh Ip@sitive effect
on recruitment, retention, and graduation of minority students into the teaching profession
(Gonzalez, 1997). Programs at six campuses were reviewed for commonalitgesf te most
significant components was an extension of a support system to attenuate teesboltir
experienced by many first generation college attendees. Gonzalez (199idjledracnew type
of project design is emerging from the standard structured remedial mttenseusually offered
to underprepared minority students. A more holistic view of minority studentsdedez
provide them with appropriate support. According to the sample of teacher candidates,
environment rich in nurturing and encouragement will attract and retain moretynstadents
than one that only provides academic and financial support. This, of course, increasssdhe

preparing teacher candidates. Early identification of those students whakeidldvantage of
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the services offered, the instrumental help-seekers, could help relievettmadinancial
burden.

As early as the sophomore year, an aspiring teacher can be deniedamadessher
education program based on whether he/she has failed the LAST, the firsthoééhstate
certification exams in New York State. This study focuses on a test ofl @rey@nd science
skills (LAST), which must to be taken and passed prior to being admitted to advanced aours
a teacher education program. New York state regulations determine gtowvttattudents must
pass various exams if they are to become state certified teachessectirmmended that the
LAST be taken and passed during the sophomore year. Two additional certificaanussbe
taken and passed prior to student teaching and graduation: The Elementary and ysecondar
Assessment of Teaching Skills—Written (ATS-W) and the Content SpetCedt (CST).

Impact of state exams on minority teacher shortdgean unpublished 1990 repofihe
Effects of Competency Testing on the Supply of Minority Tea¢taars]l estimated that 38,000
minority candidates had been lost from the teaching profession annually bectduesefailure
to pass state-mandated competency tests. Across the United StatesiodAmesearchers have
reported lower scores for minority teacher candidates than for non-miramdydates (Epstein,
2005; Zirkel, 2000; Flippo and Riccards, 2000). The insufficient numbers of certified minorit
teachers pose a great threat to many areas of education, such as inneocisy Adrican-
American, Hispanic, and Native American teachers are more likely toiwadhools with
minority populations and low-income families than their White counterparts. Condggaent
decrease in the numbers of teachers from these groups is likely to meastfengrole models
for students living in low-income, low-performing schools (Bennett, 2002; Keller, 2007). In

2001 (U.S. Department of Education), thirteen percent of the teaching force wasymiviate



32

minority children made up thirty-six percent of the population. Future projectiertd ar
decreasing minority teaching force and an increasing student population.

A key problem facing the teacher workforce across America is how to afirepare,
and retain teachers in high poverty urban schools (Boyd, Grossman, Lankford, Loebli Bichel
Wyckoff, 2006). A primary place to seek minority teaching candidates is amongnhose
already reside in a particular urban area and will effectively te&anwhildren (Haberman,
2000). However, in order to tap this pool of potential minority teachers, educatorskaust ta
into account the learning experiences of these teacher candidates pritege. cdlese students
require programs that address their personal as well as their acadeusic ke@y African
American and Latino students are either first-generation college ed¢teid older students
whose families have little or no prior experience with the demands of college.aféhstyiving
to be the first college graduates in their families (Gonzalez, 1997). Calaaediwatu (2003)
identify important areas of weakness that limit their success in eollggecifically, students
who lack effectivehelp-seeking strategiester college with a disadvantage. Caldwell and
Siwatu (2003) surveyed pre-college initiative programs that were successarisitioning
under prepared high school students to college. Along with their development ofveogniti
learning skills (Gordon, 1999), minority students need training in social leatkalisgts
succeed in college environments.

Adaptive help-seeking is a proactive social learning process that could eraty
minority students to succeed in teacher education programs. Karabenick and Knappo(ira91)
that many students could indicate times when they needed assistance e colirses, but
did not seek help that probably would have helped them overcome their difficultieswadinely

often use ineffective strategies such as giving up prematurely, wadtasgvply for someone to
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offer an explanation, or persisting unsuccessfully on their own (Taplin, Yundeldemn, &
Chan, 2001). In order to encourage the development of effective help-seeking in preservice
teachers, it is important to evaluate their help-seeking behavior early on iognanpr

It is estimated that one third of the students who enter college and universitoes w
underprepared or lack the skills they need to be successful (Burd, 1996; Morrissey,n994). |
1995, three fourths of the postsecondary institutions reported that incoming freshmesdragui
least one remedial or developmental reading, writing, or mathematics.cdimséssue is no
longer whether or not to accept underprepared college applicants, but how to identifsistnd as
them. Arguments which support “open admission” include maximizing educational opgortunit
to give students a chance to show what they can do (Gleazer, 1968). The various methods used t
classify the incoming conditional students are not useful when addressinghterpof
underpreparedness (Ley & Young, 1998). In the arena of teacher educatioimgésdgs
seeking behavior would be one way to identify students who are not likely to advantage of
opportunities which would increase their likelihood of success.

Section Five: Measures of Help-seeking

Help-seeking Construct

The literature is dominated by four types of help-seeking constructs hdnehbeen
represented in scales. They are instrumental help-seeking, execuytrsedlahg, and
avoidance of help-seeking and perceived benefits of help-seeking. Asustgwioted, Nelson-
LeGall's work identified necessary help-seeking as instrumental, andassaey help-seeking
as executive. Since those distinctions were made, researchers have soughinioalthe type
of person most likely to seek instrumental or executive help, to avoid help, or be aware of the

benefits of help. In addition to identifying the type of help sought, reseatwdnagdried to
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determine the source of help, peers or adults. These prior studies on academiekinedphsee
had inconsistent results, one reason being that the scales used are probldreatiarf(C2002;
Cheong, Pajares & Oberman, 2004; Pajares, Cheong, & Oberman, 2004). Problems related to
poor reliabilities are likely to prevent researchers from providing ,abeasistent and valid
findings (Pajares et al., 2004).
Problematic Scales.

There is a need for help-seeking scales with a stronger reliabilityoastuct validity
than those that have been used in the past (Oberman, 2002). In general, presenidaraies e
weak reliability indexes. Abreton (1993) reported an alpha coefficient of .69 fordtermental
help-seeking scale and .53 for executive help-seeking. Alpha coeffi@agiag from .60 to
.80 have been reported by researchers for avoidance of help-seekingrst&lema65s to .79
for perceived benefits of help-seeking scales (Karabenick & Knapp, 1991pApi&03; Ryan
et al., 1997; Ryan et al, 1998; Ryan & Pintrich, 1997). The most widely used help-seelang scal
with college students was developed by Karabenick (2003: 2004). Karabenick (2003) reported
an alpha coefficient of .62 for his instrumental help-seeking scale, .78 for bigiegehelp-
seeking scale, and .77 for his help-seeking avoidance.

Pajares, Cheong, and Oberman (2004) identified several areas of wealpresemt
help-seeking scales. Prior scales that assessed academic helgisadhked to inconsistent
results. They considered one possible source of these problems was the low nuntosr of ite
and another was the format of the items. Items that measure instrumentateutd/exelp-
seeking evidenced some conceptual weaknesses. Often, the items did not correbpond wi
generally accepted definitions of the constructs calling into question constidity \(Rajares et

al., 2004). For example, “Getting help would be one of the first things | would do i€l we
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having trouble in this class” is an item which purports to measure instrumentaele&ipg.
However, according to Pajares and colleagues, it is a better measurémentlance of help-
seeking (reverse scored) than it is of instrumental help-seeking. Sonsariclude
suppositional phrases and require the student to respond to an “If” situation. Other ggms be
with “I would”, and still others, “In this class”. Only one item addressesumsntal help-
seeking, and two items address executive help-seeking. Help-avoidancess@ssing three
items. The scale has a total of twelve items; it is a short and morevefieetasurement of
help-seeking behaviors than some others.

Fewer problems were found with items used to measure avoidance of helgseekin
perceived benefits of help-seeking. Low to moderate reliabilities (.60 to .80) sd)tes
restructuring of the wording and the addition of more items would help to elimorated the
confounds.

To overcome these problems, Pajares, et al. constructed a self-repoonmagstihaving
a larger number of items and a clearer format for responding to the items. Tdtisrqaare,
focused on the four forms of help-seeking identified by Nelson-Le Gallumstntal help-
seeking, executive help-seeking, perceived benefits of help-seeking, adaneeocof help-
seeking. Pajares et al. assessed each of these constructs using a sésaedée She
researchers created items to assess instrumental help-seeking anideketp-seeking. Five
guestions assessed help-seeking directed towards a teacher and fwaesgessed help-seeking
directed towards a peer. Some items were loosely adapted from scaldyg mirese created by
Abreton (1993) and Ryan and Pintrich (1997).

To create the scales to assess Avoidance of Help-Seeking Scales anck®&enefits

of Help-Seeking, the researchers used/altered items from existieg ¢8breton, 1993;
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Karabenick, 2001; Newman, 1990; Newman & Goldin, 1990; Newman & Schwager, 1993; Ryan
& Pintrich, 1997). They created additional items which were not tapped by thegxsistles
(Pajares et al., 2004). This questionnaire was developed for use in computer ls@rterts.
As seen in Table 2, each question is carefully phrased to clearly identijpéhefthelp-
seeking by using words and phrases which define the term itself. Also, the deatloped by
Pajares, Cheong, and Oberman are not suppositional but draw the response froima real ti
event of help-seeking. The format of the questions makes a distinction betweenantitand
executive help-seeking and does not confound it with the decision to seek help. When
completing the scale, the student is focused on his/her help-seeking behavidheatlzery
conflicts that arise prior to making the decision to seek help. Sample immédth scales
(Karabenick, 2003; Pajares et al., 2004) show the differences in question formadtimgnaber

of items for each construct being assessed.



37

Table 2

Comparison: Sample Help-Seeking Scale Items
Pajares, Cheong and Oberman (2004) and Karabenick (2001)

Karabenick Pajares

Scale Type

# ltems 2 10

Instrumental If I were having trouble When | ask my computer science
understanding the material in this teacher for help in this class, | prefer
class | would ask someone who to be given hints or clues rather than
could help me understand the the answer.
general ideas.

# ltems 2 10

Executive The purpose of asking somebody When | ask my computer science
for help in this class would be to teacher for help in this class, | prefer
succeed without having to work asthe teacher do the work for me rather
hard. than explain to me how to do it.

# ltems 3 9

Avoidance If I didn’t understand something inl don’t ask for help in this class even
this class | would guess rather thawhen the work is too hard to solve on
ask someone for assistance. my own.

# Iltems 0 7

Perceived Benefits | like to ask questions in this class.

Pajares et al. (2004) developed scales with strong reliability. The psgtiom
properties of each scale were examined by factor and reliabilitysasa Cronbach’s alpha

coefficients were strong for each scale (see Table 3). Pajares ladjges noted that these
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alpha coefficients were considerable stronger than those obtained during pedfadego
assess instrumental and executive help-seeking by Karabenick (2003) asd other
Table 3

Reliability of Adapted Help-seeking Subscales as compared to scales by Karabenick agsl Pajar
(Cronbach’s Alpha)

Cronbach’s alpha

Karabenick  Pajares ScalesAdapted Scales: Adapted Scales:

Scales Self-Report  Self Report Instructor Rating
Self-Report

Instrumental .62 .89 .96 .99

Help-seeking

Executive Help- .78 .92 .94 .98

seeking

Avoidance 7 .86 .87 .98

Benefits NA 91 .93 .98

The help-seeking scale created by Karabenick (1991) has been used inudesytst
assess the help-seeking behavior of college students, and specificalyyioeeteachers
(Bembenutty, 2006). Pajares et al. suggested the scales they developed could té¢cadtdyee
learning environments. An adaptation of these scales to the arena of teach@srredaukd
provide teacher educators with more reliable results when measuring tfseélkiipg behaviors

of their struggling students.
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Adaptation of Pajares et al. Help-seeking Scales

In an unpublished preliminary study, White (2007) adapted the help-seeking subscales
developed by Pajares, Cheong, and Oberman (2004) for use during test preparatioeriageres
teachers in a college setting. These scales included: instrumentaldiefmsexecutive help-
seeking, perceived benefits of help-seeking, and avoidance of help-seekingdryipee
teachers. The reliability of the adapted scales was assessed using iCsoalpha. A
comparison of the reliability coefficients of White’s scales with thoseagres et al. scales in
Table 5 reveals a high degree of comparability.
Measuring Help-seeking by Direct Observation

Pajares and colleagues established the predictive validity of theis $icderms of
students’ scores on exams in a computer course (Cheong, Pajares, & Oberman, 2004).e But, thes
researchers also recognized the need to compare the validity of theirag@ahes direct
observation of students’ help-seeking (Oberman, 2002). The importance of direcattise
has been emphasized by Zimmerman (2008) in a recent article. Observatasates of help-
seeking behavior in real time and in authentic contexts will provide additional consliadout
validity of the subscales to be drawn.

When measuring help-seeking behavior in natural settings, Nelson-Lecaatimends
using a variety of research methodologies. These would include (1) the collectamradistic
observational data on the frequency, form, and function of help-seeking a¢&Yitlye
collection of open-ended and semi-structured interview data of children regamng th
knowledge of what is involved in seeking help and their perception of the opportunities for help

seeking in specific situations; and (3) the use of structured interviews andretgaf
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procedures to highlight the role of development in the various help-seeking skisriNel-
Gall, 1983).

Nelson-Le Gall (1985) conducted a study of help-seeking behavior in an elementary
classroom. She used naturalistic observations to answer basic questions abontschétpre
seeking behavior in the classroom, such as what the type of help is being sougm-{d&all
& Glor-Scheib, 1985). She also coded students’ help-seeking requests to détenaguests
for information according to their purpose: instrumental versus executivegate(.e., for
solving the problem versus explaining of “mechanical” necessities, such as howehsipzuld
be folded).

Self-report Measures and Instructor Assessment

Self-report measures have their limitations even when students aredabsurtheir
responses will be confidential. Pajares et al. (2004) suggested it would be westioctieasure
teacher ratings of students’ help-seeking. These reports would eithemcsnfdents’ reported
perceptions or suggest a gap between students’ beliefs and actions reporaetidng telf
students are not accurately self-reporting their help-seeking preésideachers’ ratings could
help provide a better profile of an adaptive or nonadaptive help seeker.

For the proposed study data will be collected from three sources: a setfmegasure,
an instructor rating, and direct observation of each student within the contexctddt®om.

Section Six: Research Justification, Design, and Hypotheses
Research Justification

It is not that students of color do not aspire to become teachers; it is thatetheysar

likely to graduate from college than their White counterparts (Vegals, 2001). Teacher

educators assume that students who are admitted to college should be able to passvaichxa
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assesses basic language arts, math and science skills. This pradicktba decline in the
number of minority teacher candidates who actually graduate from @rtifigorograms and
become teachers. Monitoring the progress of minority students who are enddorageer the
teacher education “pipeline” would help detect the problems that cause them to drop out
(Cochran-Smith & Zeichner, 2005)

Many minority students do well in their education courses. However, they laskillse
required to pass a state certification exam of basic academic skilisre Fa pass the exams can
be attributed to poor academic preparedness in prior educational settings. Sekkingm
appropriate sources is one way these students could improve their performance.

Teacher educators must find a way to predict which students will take advantage of
opportunities to prepare for these exams. Studies of help-seeking behavios geatter shown
learners who seek as much help as is necessary to complete a task areuswbisslearners
who simply want the answer are not. An accurate measure would provide information about
help-seeking behavior patterns in preservice teachers.

Design

To date, one set of scales (Karabenick, 2003; Karabenick & Knapp, 1991) has dominated
the literature to measure help-seeking behavior in the collegegsettirmore reliable
measurement that has been pilot tested and yielded significant resulésytsvaurther
investigation. The research study presented in this paper used Preservies Hefutseeking
Scales (White, 2007) to test the role of academic help-seeking during cestexenf teacher
training workshops for the state certification exams. In addition to tlabitelr assessments,

the validity of White's (2007) scale was evaluated in predicting thremaliee measures:
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(1) observational measure of help-seeking behavior in teacher education classntexts, (2)
adapted version of the help-seeking scale completed by participanttiostyand (3) scores
on the LAST. In addition, the construct validity of the Preservice Teachgrs3geking Scales
(PTHSS) was demonstrated through correlations of its scales with the ssilo$¢hke Instructor
Help-seeking Scales (IHSS). None of these measures was included inggacheby Pajares
and his colleagues.

The observational measure of help-seeking behaviors provided real time ewdldente
whether the adapted help-seeking scale could accurately measure tbedkatig behaviors of
preservice teachers. Reliability of the observational measures wasiagceusing an index
agreement between two or more observers as they code the actions of tsudante The
instructor scales were designed to correspond to items in the self-reguetrac help-seeking
scale that are observable to the students’ instructor. The student’s LASY weoeeobtained
from their collegiate records.

Hypotheses

Hypothesis 1: PTHSS will have acceptable internal consistency réjiahtings for
each subscale.

Hypothesis 2: IHSS will have acceptable internal consistency reflyataitings for each
subscale.

Hypothesis 3: DOHSB (Direct Observation of Help Seeking Behavior) will have a
acceptable level of inter rater agreement.

Hypothesis 4: The four scales of the PTHSS self-report measure will predict

significantly students’ LAST performance.
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Hypothesis 5: The four subscales of the PTHSS will predict significantlywaaskelp
seeking behavior.

Hypothesis 6: The subscales of the PTHSS will correlate significaikiytive identical
subscales for the IHSS.

Hypothesis 7: The construct validity of the four subscales of the PTHSS will be
demonstrated through correlations of its scales with the subscales of e IHS
Educational Implications

If the PTHSS is found to be valid and reliable teacher education programs can use

students’ academic help-seeking scores to evaluate their potential tbgohsST. The study
would confirm that preservice teachers with high help-seeking skills would leelikaly to
learn how to pass the certification exams than preservice teachers wihblpgeeking skills.
Students with low PTHSS scores can be identified, and their PTHSS profilbe caed to
provide specialized training in help-seeking (Young, 2004).

The outcomes would be of both theoretical and applied importance. From a theoretical
perspective, the study would demonstrate the importance of help-seekindeiotst success in
higher education. From an applied perspective, it is beneficial to the nexatymmef minority

students to have access to teachers who could serve as professional role models.
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Chapter 3
Methodology
Overview of the Study

The purpose of the study was to identify help-seeking behaviors of pretengbers,
who are at risk for failure of state certification examinations, through usscal@adapted to
the arena of teacher education. In the past, assessment of help-seekiiay pattarns has
been problematic due to scales with low reliability (Pajares, Cheondpegntan, 2004).
Students vary markedly in their help-seeking skills. The new scale (White, 200d)pcovide
investigators with a more reliable assessment of this important gael&tery strategy in
preservice teachers preparing to pass state certification exams.
Participants

A sample of 50 preservice teachers was studied. For the study this samplassize
sufficient to detect a medium effect size with an alpha of .05 (Gall, Galbr§,2003). The
participants were drawn from a small private college in lower Manhattanvoividek City. The
college maintains an open enroliment policy, giving students from minority populations a
opportunity to enter higher education. Many of these students are underpreparddder col
level work and must take remedial courses before they can enroll in educatieescoline
student body is predominantly minority group members who mainly attended N&Cltpr
Public Schools. The students who patrticipated in the study were second seméstamirasd
first and second semester sophomores. Confidentiality was provided by givingiedent an

identification number.
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The private college that the participants attend is an open enrollment institution, w
uses three criteria: SAT (920 or greater), High School GPA (2.0 or greater) haot remk (top
50%) to evaluate each student for admission. For transfer students, full disclosure of
performance in other postsecondary institutions is also required. Placenmastaraequired
of students who do not meet the requirements. Their admission to the college is cdnditiona
upon patrticipation in remedial courses. The demographics collected on theaatsicieflect
the diversity of the population. The demographic characteristics are gethdesity age,
conditional status, transfer or traditional are depicted in Table 4 and coded iterms
percentages and frequencies.

Even though the participants are admitted to the college and have claimezhfionrtb
major in education, they are not considered for admission to the education programyuntil the
have taken three general education courses, passed the first of three stalgA%dmand
maintained a cumulative GPA of 2.75. Admission to the college does not mean admission to the
school of education.

Admission records revealed low levels in academic achievement. Thirgnperc
of the participants were admitted as conditional students and were enrollec thalemath,
reading, and/or writing courses (Table 4). Thirty-eight percent of thieipartts transferred
from other institutions with an average transfer GPA of 2.7. Those who entereditasnab
students had an average high school GPA of 2.4, and an average SAT score of 815.

Participants’ ages ranged from 19 to 53. Forty-six per cent of the partgipard
between the ages of 19 and 21. Another thirty percent fell within the 22 — 27 age ramdgies wit
remaining twenty-four percent scattered between ages 28 to 53. Twenty+fmentpd the

group was male, and seventy-six percent was female.
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In terms of their ethnic background, participants were classified int@foups: White
Non-Hispanic, Black or African American, Hispanic or Latino, and Asiaregcifié Islander.
The White Non-Hispanic group was the smallest group, at 4 %, followed by the Asiacifar P
Islander group at 6 %. The two largest groups of students, the Hispanicnar dratup (52%)
and the Black or African American group (38%) accounted for 90% of the sample population.
The data was analyzed and kept in a safe and secure location in my home office.
Table 4

Demographic Characteristics of the Participants

Demographics N %
Ethnicity

African American 19 38

Hispanic 26 52

Asian 3 6

White 2 4
Age

19-21 23 46

22-27 15 30

28-53 12 24
Gender

Male 12 24

Female 38 76
Conditional 15 30
Transfer 18 38

Traditional 32 62
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Teacher Certification Requirements.

Participants in the study were preservice teacher candidates whotaggirell in a New
York State approved teacher education program regulated by the Commissigdecation for
the state of New York (Mitchell, et al., 2001). The participants were highly medivatpass
the LAST because if they do not pass the state exam they are excluded freachiee t
education program and must choose a different major by the end of the sophomare year i
college. At the time of the study the participants were enrolled in one obksaauired
preparatory courses in education, such as educational psychology and sociaidosidiat
education.

Initial certification for teacher education is granted in significart @athe basis of
passing scores on a minimum of three certification examinations. Thexirstassesses basic
skills, the Liberal Arts and Science Test (LAST). The teacher caedidaust take the LAST by
the end of the sophomore year and pass it. If they fail they cannot move on to theatext le
preparation, methods courses. It is department policy to strongly encowdgetsto take and
pass the New York State Liberal Arts and Sciences Test (LAST). Theeneaary opportunities
to prepare for the state certification exams. All education courses involyedpatation for the
state exams, including in-class practice and feedback. Workshops ard alterg with the
established curriculum. They are scheduled three times per semester anekedneurs in
duration.

Instruments

Help-seeking was assessed by using four self-report scales otisecvation, and

instructor evaluation. The Preservice Teachers Help-Seeking Scal¢SSPindividually

measured the four help-seeking behavior constructs identified by Nelsotl-(s@aAppendix



48

A). The scales are a series of self-report items that separatedg &39r help-seeking processes.
The Direct Observation of Help-Seeking Behavior (DOHSB) measurededdrged identified

real time help-seeking behavior according to the same constructs. An instatedothe

students’ help-seeking behavior using an instructor version of the self-regdes @ostructor
Help-Seeking Scales) completed by the students.

Preservice Teachers Help-Seeking Behaviors

Instrumental help-seekingA ten item scale was used to measure instances in which the
help requested is limited to only the amount and type that is needed to allow the stsdérd t
the problem or attain the goal independently (Nelson-LeGall, 1981). Five itegssad help-
seeking from an instructor and five items assessed help-seeking from ¢Spegple
instrumental instructor item: “When | ask instructors for help with somethdog’t understand
(relating to my LAST preparation), | ask to have it explained to me rdtaenjast give me the
answer.”; Sample instrumental peer item: “When | ask a peer for help tamdieng the
material on the LAST, | prefer that my peer help me understand the geleamlather than
simply tell me the answer.”).

Executive help-seekindd ten item scale was used to measure instances in which the help
requested is for an answer or have someone else solve the problem (Nelson-LeGallFii@81)
items assessed executive help-seeking from an instructor and five $&e8s axecutive help-
seeking from a peer. (Sample executive instructor item: “When | askdtneator for help
preparing for the LAST, | prefer the instructor do the work for me rather #tpdaie to me how
to do it.”; Sample executive peer item: “When | ask a peer for help on something | don’

understand, | prefer that student to just give me the answer rather than to eXplain it
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Help-avoidanceNine items were used to measure the individual’s reluctance to seek
help when needed (sample tem: “l don't ask for help in preparing for the LAST, everthehe
material is too hard to complete on my own.”).

Perceived benefits of help-seekin§even items were used to measure whether or not the
student has benefited from receiving help in the past. (Sample item: ‘0 ldsk tquestions
about my test preparation for the LAST.”).

For all four scales, individual items are measured with an 8 point Likert Sithl&
being the least like the student and 8 being the most like the student. A score aezhfoul
each scale’s assessment of a type of help-seeking behavior. Theigsopfegich scale are
broken down in Table 5.

Table 5

Breakdown of Help-Seeking Scales in Constructs, Items and Possible Scores

Scale HS Behavior Number of Items Possible Total Scdrewest Score Possible

1 Instrumental 10 80 8
(5/Peer,5/Instructor)

2 Executive 10 80 8
(5/Peer, 5/Instructor)

3 Avoidance 9 72 9

4 Perceived benefits7 56 7

When the scales are taken together they makehePreservice Teachers Help- Seeking
Scales, PTHSSée Appendix A This measur&vas adapted by White (2007) from scales

(Computer Science Help-Seeking Scales) developed by Pajares, Cheong, mnandBe04)
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for use with students in computer learning contexts. These measures ofdkahg-bave been
appropriately extended by keeping the language of each question intact witlcepioex the
substitution of “state certification exam” or “LAST preparation” for “cartgy class”.

Unique to the Pajares, et al. (2004) scale is the wording of each question. In ord#neto ins
that the decision to ask for help is required, each item is prefaced with #reestatWhen | am
having difficulty . . .” or “When | ask a peer . ..” or “When | ask an instructor . . .” The
psychometric properties of each original scale were examined by compfaior and
reliability analyses. Pajares and colleagues’ factor analygealeel four latent structures
underlying each of the four subscales. Furthermore, Cronbach’s alphaieatffivere strong
for the scores of each scale. Instrumental Help-Seeking .89; Executive d¢édip.92;
Avoidance of Help-Seeking .86; Benefits of Help-Seeking .91.

Direct Observation of Help-Seeking Behavior.

The observational measure of help-seeking behaviors (DOHSB) was used to pravide re
time evidence of actual help-seeking by preservice teachers. Thisrastrtook into
consideration the limitations of the human observer who can attend to only a small number of
behaviors simultaneously (O’'Malley, Moran, Haidet, Seidel, Schneider, Morgdwp, &el
Richards, 2003). In order to reduce the complexity of the ac8yatematic direct observation
was used to measure specific help-seeking behaviors (Hintze and Matthews, 2004)ethbds
allowed for reliable and accurate measurements of specified behaviosd#rawbserver
collected information as the behavior actually occurred. For this study, the aghganta
outweighed the disadvantages of collecting data in a classroom setting. Udefuale data
collected justified the time consumption that was necessary. Also, the presémdty and

graduate assistants in the classroom has been a normal occurrence inngisAsséies of
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guestions framed the coding, scoring, and sequence of the observational measuhelvbd

to insure accuracy amongst the observers. As anticipated, each questioseadaseesquential
step in the instrumental help-seeking process. The questions that guided the ©bseasted
below with objectives for each phase of the observation.

Question 1: Is help-seeking phrased in the form of a question?

Objective: In order for the observation to begin the participant must frathehrequest
for help in the form of a question. Help-seeking research has focused on s@esalfty
informational questions: requests for explanations, hints, confirmations, and fiwalram®ting
some more appropriate than others (Good, Slavings, Harel, & Emerson, 1987). A student’s
request in the form of a question was noted as the beginning of the help-seekisg.proce
Question 2: Is the question relevant to the task at hand?

Objective: Relevance is task-specific. Nelson-LeGall's modgides in its definition
of help-seeking both procedural and academic assistance. To be identiékxastrthe help-
seeking request had to be procedural (Are we required to do all the examples@eania
(Does the Pythagorean Theorem apply to number five?). Any question about theéntask at
was identified as relevant or not relevant. If the question was not relevant tibsen¥¢he
interaction was terminated.

Question 3: Does the help-seeker request an explanation of process (how to obtain a solution)
from the helper and not an answer?

Objective: Once relevancy was established, the observer identifiedahef ghe help-
seeking behavior, instrumental or executive. The question was evaluated baseadon Nels
LeGall's definition of help-seeking which leads to independent problem solvingui(mesttal)

or help-seeking which demands an answer without any explanation of the proeessi{ex
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Question 4: Was the response acted upon an adaptive response?

Objective: The observer determined if the participant was able to reecgnadaptive
response that could lead to the solving of the problem. At this point the participant would have
enough information to proceed with the task.

Question 5: Adaptive follow-up — was the problem solved independently?

Objective: The observer determined if the participant was able to solgeotilem
independently using the information gained from asking for assistance.

Observers.Three raters (the researcher and two colleagues) who had been previously
trained with systematic direct observation served as independent observerdraifineg to
participate in the pilot study (White, 2007) lasted for 1 hour and consisted of a redew a
practice with the study protocols. Inter rater agreement during the pilotwasifpund to be
100%. Analogue scenarios describing a variety of help-seeking behaviersewiewed prior
to the observation date of the current study. All three observers received IRBappr

Randomized ObservatioRrior to the date of observation, the participants were assigned
randomly to the observers. A nonalphabetized class list was used to classifyreagiapgas
“17, 2", or “3". The rater was given the order of observations that matched his/he
classification. The rater was able to identify each participant bynseater. There was joint
coding of some participants in order to check for interobserver reliability. obsernver
reliability was assessed using Pearson product-moment correlatiasess anterobserver
consistency of data collected during direct observation sessions. Datéecotiacstudents
common to each observer’s list was compared to determine the degree of agreement

Each participant was observed individually. Observers followed the guidelinexifogc

and scoring, which appear in Table 6. All three observers rated the behaviotgipfgras
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while they were engaged in the LAST test preparation task. Particigargsyiven a choice to
work independently or seek help from any other members of the class.

Data collection. Data were collected when a targeted participant initiated a question.
Once the question was identifiediastrumental help-seekirnge full turn of the interaction was
scored. If the question was scoreagscutive help-seekinthe observer stopped recording and
waited for the next interaction. Each observer was instructed to record la®htlne dialogue
as possible.

Table 6 provides the sequence, guidelines and keywords for a full turn of an observati
It was noted during the pilot study that each observer was able to collect dathgasdicipant
for a minimum of three full turns. We averaged the scores of three full turns aodlatdion to

obtain a direct observation score.
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Direct Observation Help-Seeking Behavior: Observational Guidelines and Codes

1

Question?

Code Q = question
NQ = not a question
O = Other

Relevant?

1=No 2=Yes
Instrumental (adaptive
guestion)?

1=No 2=Yes O = Other

I nstrumental Answer?
1=No 2=Yes O = Other

Instrumental Follow-up?
1=No 2=Yes O = Other

Is help-seeking phrased in the form of a question?

Is the question relevant to the task at hand?

Help-seeker requests an explanation of process (how to
obtain a solution) from the helper, not an answer.

The answer sought is substantitive or curricular in
nature. Keywords — clue, hint, understand, demonstrate,
and explain, process.

As opposed to the non adaptive help seeker requesting
an answer to a question or problem, without an
accompanying explanation and the information sought
in curricular in nature. Keyword — answer

An adaptive answer is a response to the question that
provides information on how to solve the problem; it
does not give the answer.

Adaptive follow-up — was the problem solved
independently?

Note: Maximum possible score 8 = instrumental help-segkin
Lowest possible score 0 — executive Isekpking

Coding. Observers followed the coding and sequence listed in Table 5 which is detailed

further in Appendix C. Once a statement was identified as a question, the obstaxmairekd

whether or not the question was relevant to the task. The question was recorded on tBe DOHS

recording form (Appendix C). If the question was coded as relevant the obseavded\&

points. If the response was not relevant, one point was awarded. Only when the question was

relevant did the observer continue coding the observation.
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After determining the relevance, the observer identified the help-seskingtrumental
(2 points) or executive (1 Point) or neither (0 points). The response was also coded as
instrumental (2 points); executive (1 point) or neither (o points). The entire proasssvarded
more points for adaptive help-seeking than for nonadaptive help seeking. Studentsftoaking
quick answer were given fewer points than students looking for hints which leadsowar
completing the problem independently.

The final step in the sequence coded what the student actually does with the fhih”. |
assistance provides the student with enough information to complete the problem independentl
2 points were awarded. If the assistance was an answer, 1 point was awattedbderver
was unsure, 0 points were be awarded. Total scores for the instrumental helsisegkkbe
higher than for the executive help-seeker. The observer kept a running reeacth giart of the
sequence which was following the direct observation.

Task items for systematic direct observatiban LAST items were selected from test
preparation materials published by National Evaluation Systems, Inc. (N&EB¢gvelopers of
the LAST and Cracking the NYSTCE published by the Princeton Review (AppendidhE3e T
items have an average degree of difficulty, and, they demand prior knowledge afttogh s
mathematics as well as problem solving skills. Math tasks were chosenédeuaistudents
express significant concerns about the math portion of the LAST over the otimiseé
survey conducted early in the semester revealed most of the students preferireglitr math
than any other subject matter area tested on the LAST.

Direct observation data was collected during one workshop which was three hours in
duration. Prior research (White, 2007) conducted over an entire semester inesshweatibn

classes provided similar results to the results collected in one day.
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Instructor Help-Seeking Scales (IH¥See Appendix B). Cheong, Pajares and Oberman
(2004) recommended the development of scales that could be completed by the students’
academic instructor, who is in a favorable position to observe the occurrence ohéstuzlp-
seeking behavior. Following this recommendation, four scales were designeckspond to
items in the PTHSSAdjustments were made to the IHSS during a pilot study (White, 2007)
which was conducted by the present researcher. As a result of instructor ke@ébzfrom the
Pajares (2004) scales which were not directly observable by an instructelvwenated (see
Appendix B). These items were directly related to help-seeking behatiopeers and self-
observations. The rating scales were adjusted so the items on the instruetamsidl
correspond better with items on the students’ scale. Some of the self-repsimi¢ne student
guestionnaire were modified to correspond with behaviors actually observed within the
interactive context of the instructor/student.

Instrumental help-seekingr'he scale measuring instrumental (strategic help-seeking) has
five items which measure help-seeking from an instructor only. The reseadapged only the
“instructor” related items and eliminated the items which measured hefprgdrom peers.
Correlations can be made by comparing scores of the items referrirekiiogsieelp from
instructors with corresponding items from the PSHSS. (Sample instrumeptakle&ing item:
“When the student is struggling with LAST-related material he/she prifdye given hints or
clues rather than an answer from the instructor.”).

Executive help-seekinghe scale measuring executive (non-strategic help-seeking) has
five items which measure help-seeking from an instructor only. The reseadapted only the
“instructor” related items and eliminated the items which involved help-se&kimgpeers.

Correlations can be made between the items referring to seeking help fnructanstwith
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corresponding items from the PSHSS. (Sample executive help-seekingWran this student
requests help regarding LAST material, he/she prefers that the insttaetothe work rather
than explain how to do it.”).

Help avoidanceThe scale measuring help avoidance has nine items adapted from the
Pajares’ scale. (Sample item: “He/She does not ask for help even when the tworkasd to
solve independently.”).

Perceived benefits of help-seekinthe perceived benefit of help-seeking scale has seven
items. The adapted version made changes in the original phrasing so an instrudtatedbk
student appropriately(Sample item: “This student benefits from seeking help with the difficult
material covered from the LAST by showing improvement in performance.”).

The adapted scale was administered to students as a self-report nredseiferim of a
guestionnaire during a pilot study by the present researcher (White, 2007. Thiekdyiey
of the scales which make up the PTHSS and IHSS are presented in Table 7 aloaganethd?

al. rating, and they are uniformly high
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Table 7

Cronbach’s Reliability for Pajares’ Scales for Computer Science and Adapted Helpgseeki
Scales for Preservice Teachers (PTHSS and IHSS)

Scales Cronbach’s alpha

Pajares: Help-Seeking Scales White: Adapted Help-Seeking Scales

Computer Science PTHSS IHHS

Self-Report Self Report Instructor Rating
Instrumental .89 .96 .99
Executive .92 .94 .98
Avoidance .86 .87 .98
Benefits 91 .93 .98

During the pilot study it was discovered that a more accurate rating coulenebg an
instructor who had actually been instructing the student in a course. With this in mind,
instructors were selected who were familiar with a student’s helprgeb&haviors. This was
accomplished by making sure the instructor had the student in a class fet halta term
before filling out the questionnaire.

Liberal-Arts and Science Test scardractice tests published by The Princeton Review
and Petersons were used since the students are less familiar with thggieléss

Exit Questionnaire A questionnaire was developed to ascertain each participant’s
experience and attitudes towards help-seeking following participation in thkehep: The
guestions reported in Table 8 were posed to each participant individually by dremhesén a
one-to-one setting. Responses to each question were categorized followimgrthews.

Table 8
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Exit Interview

Questions

3

4

Do you seek assistance independently when you are having difficulty with ted&€d
tasks?

Did you actually ask for help with the task?

Did the help give you a better understanding of the task?

Was asking for help a positive experience?

Note Responses coded: 1 Yes, 2 No

Procedures

Phase 1: Direct observatiorEarly in the semester, data was collected by two faculty

members and one doctoral student during an LAST test preparation session. Theydcdoser

coded individual students’ help-seeking behaviors in accordance with the instprmaded

(see Table 3). LAST practice tasks (mathematics) were selectegtiblished test preparation

guides (Appendix E). The tasks were presented by the class instructor in thenfpeguence:

1. Presentation of Task — Selected items from LAST Practice Test

2. Task instructions (specific to LAST practice)

3. Each student was informed that he/she was responsible for his/her taskaregult
was required to turn in his/her work.

4. The students were informed they could choose to seek help from a partner or other
class member during the task.

Phase 2: Student self-report help-seeking behavitwe PTHSS self-report measure was

administered mid-semester two weeks after the direct observation. Thempuest was
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distributed and completed during a general education class. In the questiohaatadéent was
required to rate their help-seeking behaviors. It took approximately thintyt@s to complete.

Phase 3: Instructor evaluation of help-seeking behavibe instructor rating was
distributed mid-semester to make sure each instructor had ample time to lbacoime with
the students help-seeking behavior.

Phase 4: LAST performancecores from initial LAST practice exams will be obtained
from student records. As a matter of policy, students are asked to take gta#cHTe test when
they show interest in the teacher education program. Scores from the pesttprevided
evidence of how the student would perform on the actual state exam. It is thihatgades
the amount of preparation the student will require in order to pass the LAST. The@teach
section of the LAST indicate areas of strengths and weakness. Records masellbeted for
the past two years for accreditation purposes. The score for final LASticpraxam is used to
determine if the student is ready to officially sit for the LAST.

Phase 5: Exit InterviewAn exit interview was conducted after the participants had been
debriefed. Participants were asked to respond to questions regarding ithdiesatind
experiences with help-seeking as a self-regulatory strategy.

Statistical Analysis

Descriptive statistics were collected on all measures. The redlatfiiwo measures of
help-seeking (PTHSS and IHSS) was assessed using Cronbach’s al@wh feulgscale of the
PTHSS and the IHSS. These analyses determined the acceptance of hydotimes2. The
reliability of the DOHSB was assessed using Pearson’s correlatioadretivee coders scoring

of a protocol. This determined the acceptance of hypothesis 3.
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The validity of the PTHSS was determined using multiple regression asaly$e first
multiple regression analysis determined the predictive value of the four lmsbstthe PTHSS
on predicting the students’ LAST outcomAsneasure of each subscale determined how the
four subscales work together or individually to predict performance on the LASS .afdlysis
determined the decision regarding hypothesis 4.

A second multiple regression analysis determined the predictive value ofithe f
subscales of the PTHSS on the instructor’s observations (DOHS) of preseacloer$éhelp-
seeking behaviors. A measure of each subscale determined how the four swis&ales
together or individually to predict the type of help-seeking behavior observed msthuctor.

This analysis determined the acceptance of hypothesis 5.

The content validity of four subscales which make up the PTHSS was indicatedr by the
correlation with the corresponding items on the IHSS. Intercorrelationsdretive IHSS and
the PTHSS at each level yielded significant correlations for the schiels assessed
Instrumental, Executive and Help Avoidance. However, the self-reported Bendfgcale of
the students’ PTHSS did not correlate significantly with the instructiogracale of the same
construct. These analyses determined the acceptance of hypothesis 6.

The construct validity of four subscales which make up the PTHSS was indicatemirby t
correlation with the corresponding items on the IHSS. Canonical correlatioreebettve IHSS
and the PTHSS at each level provided evidence of two significant canonicabmgnciihese

analyses determined the acceptance of hypothesis 7.
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Chapter Four
Results

The results of the study are reported here for each of the hypotheses.
Hypothesis 1

This hypothesis stated that each subscale of the PTHSS would have accepgtatalk int
consistency reliability ratings. The internal consistency religidit each of the four subscales
of the self-report measure of preservice teacher help seeking (PTHSS¢aeptable. As is
evident in Table 9, Cronbach’s alpha for the instrumental help-seeking scale=w@&8, for the
executive help-seeking scale was .81, for the help avoidance and benefits of help-seeking
scales were both = .96. Based on these data, hypothesis 1 was confirmed.
Table 9

Cronbach’s Alpha Reliability Measures for the PTHSS: Self-Report Measure of Hédpgse

Preservice Teachers Help-Seeking Individual Scales Combined Scales
Scales (Total)
Instrumental Total .88

Instrumental Instructor .89

Instrumental Peer .87

Executive Total .81

Executive Instructor 74

Executive Peer .88

Help Avoidance- .96

Benefits of HS .96
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Hypothesis 2

This hypothesis stated that each subscale of the Instructor Help SeekiadIB8SS)
would have acceptable internal consistency reliability ratings. Thaatteonsistency reliability
for each of the four subscales of the Instructor Help Seeking Scale (h&aSure of preservice
teacher help seeking (PTHSS) demonstrated high levels of reliabilitye T@lgresents
Cronbach’s alpha coefficients for each subscale. The reliability deatBdor the instructor’s
rating of student’s instrumental and executive help seeking were bot®8, indicating a high
level of reliability. Help avoidance and benefits of help seeking rebaloiiefficients were
respectivelyo = .99 andh = .99. Overall, the Cronbach’s alpha for the IHSS was uniformly
high, indicating that all four subscales were sufficiently reliable. Tiwrehypothesis 2 was
confirmed.
Table 10

Reliability Measures for Instructor Help-Seeking Scale (IHSS)

Instructor Help-Seeking Scales (IHSS) Cronbach’s alpha
Instrumental Instructor .98

Executive Instructor .98
Help-Avoidance Instructor .99

Benefits of Help-Seeking Instructor .98

Hypothesis 3
This hypothesis stated the Direct Observation of Help-Seeking BeliExdb#SB) scale
would have an acceptable level of inter-rater agreement. Reliability obieevational

measures among the three raters was calculated using Cohen’s Kappa. Hiymogen
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established by measuring consensus as the number of agreements divided byrthen baabf
observations. The raters were blinded regarding the expected outcomes andghe gr
assignments of the participants. The index agreement between the threershezs\aalculated

by comparing rater 1 to rater 2, then rater 2 to rater 3, and then rater 1 to 3. A Kappa of .70 or
greater is considered acceptable inter-rater reliability in the xdooitéhe research being
conducted. No discrepancy was found in the ratings of the three observers. Tableatdsiradic

Kappa agreement of 1.00 € .03) for each of five cases. These results confirm hypothesis 3.

Table 11

Measure of Agreement for Direct Observation of Help-Seeking Behavior Maasing Cohen’s

Kappa.

Raters Cases Kappa Value Significance
Judge 1*Judge 2 5 1.00* .03

Judge 2*Judge 3 5 1.00* .03

Judge 1*Judge 3 5 1.00* .03

*p < .05 level

Hypothesis 4

This hypothesis stated the four scales of the PTHSS self-report measidepredict
students’ LAST performance significantly. Data was collected on-forty of the fifty
participants. A regression analysis was performed to determine the comlgdediye power
of the four scales of the Preservice Teacher Help-Seeking Scales.ulfiptermegression model
involving these four predictors was significant, F (4, 48) = 33&3,01. The multiple

correlation coefficient R = .50 indicated the four subscales of the PTHSS actfum6%
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(adjusted B of the variance in the LAST. These results confirmed hypothesis 4 that the
combination of the students PTHSS subscales significantly predicted individioain@ece on
the LAST.

To explore the relative predictive power of the four scales of help-seekiagibe
further, | examined weights of the beta coefficient, which are presenteddlsm Tz The beta
weight, or “standardized regressions coefficient” assesses slope, ndldspersion of
variables or a “standardized” slope. The size and significance of the digtgsnndicated
which subscales were most important in the regression operation. The scale wasaheche
Instrumental help-seeking of the PTHSS was the sole significant predi¢he OAST
performance.

Table 12

Beta Coefficients of PTHSS for Predicting LAST Performance

PTHSS Variables Beta Coefficients Significance
Instrumental Help Seeking 2% .01
Executive Help Seeking .20 .35

Help Avoidance 16 44

Benefits of Help Seeking -.08 .65

**p<.01 level

Hypothesis 5
This hypothesis stated the four subscales of the PTHSS self-report measia-@nedict
observed help-seeking behavior significantly. A regression analysis wamped to determine

the combined predictive power of the four scales of the Preservice Teadpe®étking Scales.
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The multiple regression model involving these four predictors was signifiq@n4® = 7.06p
<.00. The multiple correlation coefficient R = .62 indicated the four subscales of H&SPT
accounted for 37% (adjusted)Rf the variance in the DOHSB. These results confirmed
hypothesis 5 that the combination of the students PTHSS subscales significaitiggréne
observed help-seeking behavior.

To explore the relative predictive power of the four scales of help-seekiagibe
further, | examined weights of the beta coefficient, which are presenteddlsnT& The beta
weight, or “standardized regressions coefficient” assesses slope, ndldspersion of
variables or a “standardized” slope. The size and significance of the bghdsaedicated
which subscales were most important in the regression equation. The scale wdsaheche
Instrumental help-seeking of the PTHSS was the sole significant predigerfofmance on the
LAST. Clearly, the instrumental subscale was the most important predictorrbheleseeking
behavior.

Table 13

Beta Coefficients of PTHSS for Predicting Direct Observation of Help-SeeknayiBe

Measure

PTHSS Variables Beta Coefficients Significance
Instrumental Help Seeking AT* .02
Executive Help Seeking .01 94

Help Avoidance -.05 g7

Benefits of Help Seeking 21 21

*p < .01 level

Hypothesis 6
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This hypothesis stated the subscales of the PTHSS would correlate amghyifwith the
identical subscales of the IHSS. To determine the strength of associdtieem¢he PTHSS
and the IHSS, simple, multiple, and canonical correlation analyses were metform

Investigation of the contribution of each PTHSS subscale to each IHSS subssale w
initially calculated using a zero-order correlation analysis amonfptitesubscales.
Intercorrelations between the IHSS and the PTHSS yielded signifisaetations for three of
the four scales. The correlation coefficients between the two scaleparted in Table 14.
There were significant correlations between the scales that measstredniental help-seeking
for the self-report measure (PTHSS) and instructor measure (IHSS) (p=<41,); Executive
help-seeking for the self-report (PTHSS) and instructor measure (HSSH0,p < .01); and,
help Avoidance for the self-report measure (PTHSS) and instructor mel&ts8) (r = .41p =

01).
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Table 14
Correlation Matrix of the Two Sets of Variables PTHSS (Self-Report) and IHSS (lmstruct

Rating)

Instructor Instructor Instructor Instructor

Instrumental Executive Avoidance Benefits

Self-report AT

Instrumental

Self-report S50**

Executive

Self-report A1
Help-Avoidance

Self-report .05

Benefits Help

**correlation is significant at p<0.01 level (2-d)

However, the self-reported Benefits subscale of the students’ PTHSS didnetdteor
significantly with the instructor rating scale of the same constructseTtesults could have been
due to differences in perceptions regarding the benefits of help-seekiveghehe instructors
and the students and the targeted population. The original scale might be more dpfyropria
worded for younger age groups and could be made suitable for an older populatiomen$lea
Further investigation of the content of the questions is warranted. In addition tpigalsch
subscale as separate entities, another approach is to focus on the subsacathesaip saeking

scale (i.e., PTHSS and IHSS) as a group of measures.
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Canonical Analysis

A canonical correlation analysis was used to identify any latent reldteween groups
of variables rather than the individual variables themselves, such as bete/students’ self-
reported subscales (PTHSS) and the instructors’ rating subscales (IHESTHSS ratings
(Instrumental, Executive, Help Avoidance, Benefits) were designated sisitient sedf help
seeking variables. The IHSS ratings (Instrumental, Executive, Help AvojdBeefits) were
specified as thastructor setof help seeking variables. As a preliminary analysis, the student
and instructor help seeking variables were examined to see if they met theistasigtional
assumptions underlying multivariate analysis. Both scales produced datesHeat {hee
requisite statistical tests (Hair, Anderson, Tatum & Black, 1998).

The first part of a canonical correlation analysis involved a multivariatéotesne or
more latent roots. The overall significance of the multivariate canonin@l&ions can be
measured using the F-statistic for the Wilk's Lambda, Pillai's teamckHotelling’s trace, as
shown in table 15. All three tests point out that the overall canonical correlaticstatestecally
significant, as is indicated by the F-statistics and their probahilities
Table 15

Multivariate Canonical Tests of Significance: PTHSS and IHSS

Tests Values F-statistic Probability
Wilk's lambda .82 2.9%* 0.01
Pillar’'s trace 1.3 3.3** 0.01
Hotelling’s trace .36 3.2%* 0.01

p<.01
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This means that there is at least one significant canonical correlati@xistatbetween
the instructor variables set and the student variables set. In order to determinartyow m
significant canonical correlations there are between the instructor and stettenéxamined the
eigenvalues and the canonical correlations values. The results of the eigeandltles
canonical correlations between the variates ofristuctor setand thestudent seindicated the
presence of two significant canonical roots. In a canonical correlation,exvaige of .40 is
considered excellent, .30 is considered good, those approaching zero are considtblessw
(Hedderson & Fisher, 1993). Data pertaining to the eigenvalues and canonidatioaséor
four latent roots are presented in table 16.
Table 16

Eigenvalues and Canonical Correlations for Latent Roots.

Root Number. Eigenvalue Eigenvalue size  Canonical Explained
Correlation Variance

1 .85 65% .68 46%

2 .30 23% 48 23%

3 .16 12% 37 14%

4 .01 1% .04 1%

Note Eigenvalues significance related to significaot®Vilk's lambda (Ender, 1998).

Dimension reduction analysio test these findings for statistical significance, |
conducted a dimension reduction analysis using Wilk’s lambda. The object of thissanalysi
to determine the exact number and rank of significant canonical roots. The reso#tteshthat

the first and second roots are significant as evidenced by the F statishe third column of



71

Table 17, and their probability in the fourth column. These results provide further evafenc
two latent relations between the self-report scales (PTHSS) and thetmss scales (IHSS).
Table 17

Dimension Reduction Analysis: A Redundancy Index for Patterns of Correlations Arhengst t

Original Variables and Canonical Variates

Latent Roots Wilk’s Lambda F-value Significance dF
1 .36 3.19** .01

2 .67 2.11* .03

3 .86 1.70 .16

4 .99 .07 .80

**p < .01

*p< .05

According to Tables 16 and 17 the canonical correlation analysis yielded twaocsighifi
canonical functions. The first canonical functiony@®.68) contributed approximately 46
percent (R= .68 = .46) to the shared variance. This root was statistically signifiedtg) =
3.19,p.00; Wilk's lambda = .36. The second canonical functiaa£R48) contributed
approximately 23 percent (== .48 = .23) to the shared variance. The second underlying root
was statistically significang (16) = 2.11p. = 03; Wilk's lambda = .67. All subsequent
canonical functions were not significant (p < .05). The remaining two rootsrttexged in this
canonical correlation were much smaller in size. Therefore, the fostanonical roots
accounted for the significant relations between the PTHSS set of scalbe &S set of

scales and the two roots formed the basis of subsequent analyses.
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Standardized coefficients and canonical correlatioAssecond part of a canonical
correlation analysis assesses the relative roles of each subscaleatng¢le latent root for
help seeking. For each root, two key outcome measures were studied: canagiual we
(standardized coefficients) and canonical correlations. The standardized clanergbés can
be interpreted as regression weights. They indicate which subscalesgireavaiost heavily
when predicting the underlying root. The larger the weight, the greaterregpective
variable’s predictive power. However, the negative or positive direction of caheveights is
not interpretable. The canonical correlations between observed variables andatdémoctions
are known as canonical loadings. Unlike weights, they show the simple diréonhsdlg with
the canonical scores while ignoring the correlation between other vargalolése scores
Loadings greater than .30 are considered significant (Tabachnick & Hi@igd).

IHSS weights and correlationghe standardized canonical weights for the instructors’
subscales of the IHSS are reported in Table 18. | examined the size of the staddardi
canonical weights for both significant roots using .30 as a minimum value (LagnbBerand,
1975). Regarding the first root of the subscales of the instructor subscale, iIlH8&pf the
four subscales displayed substantial canonical weights for predictingehertzot for help-
seeking. The most predictive instructor subscale was the Benefits sulis¢@)ddllowed by the
Instrumental subscale (1.30). The Executive subscale of help seeking dispag@dithighest
predictive weight (.70). The Avoidance subscale weight was fourth in sequenaaalbtode
considered as a predictor (-.01). Regarding the second root, all four subscalgsdiispla
substantial canonical weights for predicting the latent root for help seekivegtwo most

predictive subscales were the Avoidance subscale (1.40) and the Benefitleqidh48a The
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Instrumental subscale displayed the second highest predictive weight (.97). eCloi\eex

subscale was fourth in order of predictiveness (.62).

Table 18
Canonical Standardized Weights and Correlations with Canonical Variate for the Instructor

Help-Seeking Scales and the Preservice Teacher Help-Seeking Scales)(N+58%

Standardized

Canonical correlations canonical weights
IHSS subscales First root Second root First root Second root
Instrumental A46* .52* -1.30* 97*
Executive -.66* -.13 -.70* .62*
Help Avoidance -.80* -.05 -.01 1.40*
Help Benefits .82* A3* 1.40* 1.40*

*Loadings with the effect sizes larger that 0.3r{lteert & Durand, 1975)

In contrast to canonical weights, the canonical correlations represeatatiens
between each instructor subscale of the IHSS and the canonical root. The ¢ontabtite
underlying variables in the instructor and student sets to the two underlyingandis c
measured by these canonical roots also known as canonical loadings.

From the Instructor point of view the canonical correlations indicate all cicéiles
could be considered predictors of the latent root. Table 18 reveals that speatfat tbtRe

highest correlation with the latent roots for help seeking involved the instruetiimgs of their
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students’ perception of the benefits of help seeking followed by their students’raawfahelp
seeking. The Executive subscale was third in size and the Instrumenta¢&ldipgsscale was
fourth in size. As expected, the Instrumental subscale and the Benefit sulisglalged positive
canonical correlation with the latent root, and the Executive and the Avoidancecwaddated
negatively with the underlying root. How instructors assess positive and neg#tisedélang
behaviors of preservice teachers and their relation to how preservice sesalheeport the
same behaviors contributed to the predictive value of Root 1.

Specific to Root 2, the highest correlation with the latent root for help seeking involved
the instructors’ ratings of their students’ adaptive help seeking behavionsimastal help-
seeking (.52) and student’s perceptions the benefits of help seeking (.43) are edrisither
adaptive (self-regulatory) forms of help-seeking (Newman, 2008). Both loadengsrsidered
significant for predicting the latent root according to Lambert and Durdb@75) criteria. The
remaining two predictors Executive subscale (-.13) and the Avoidance scaleverés)
respectively third and fourth in size and nonsignificant.

As expected, the Instrumental help seeking subscale and the Benefit subptajedlis
positive canonical correlation with the latent root, and the Executive and the Avostahes
correlated negatively with the underlying root. The evaluation of a second wmitZRprovided
additional support for the positive loadings of adaptive help-seeking behaviors andenegat
loadings of nonadaptive help-seeking behaviors (as indicated by the canonlations Root
1). It also provided further evidence of the strength of the scale which nmesstremental
help-seeking.

PTHSS weights and correlation$he standardized canonical weights for students’

PTHSS subscales are presented in Table 19. Three subscales displayed sizealulal c
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weights for predicting the latent root, according to Lambert and Durab@7&) criteria.
Regarding the first root of the subscales of the self-report scaleS@Tthree of the four
subscales displayed substantial canonical weights for predicting the tateat help seeking.
The Executive subscale (.63), followed by the Avoidance subscale (.60) and in turnefissBen
subscale (.59) reported similar canonical weights for predicting the laipnédeking root for
thestudent setThe Instrumental subscale did not display a significant canonical weight (.07).
Regarding the second root, three of the four subscales displayed substantigltanoni
weights for predicting the latent root of help-seeking. The most predictive thirdeewas the
Instrumental subscale (1.6), followed by the Avoidance subscale (.74), and in turnetiiéEex
subscale (.65). The Benefits subscale (-.18) was fourth in the sequence, belowrthemini
value (.30) for identifying roots.
Table 19
Canonical Standardized Weights and Correlations with Canonical Variate for the Instructor

Help-Seeking Scales and the Preservice Teacher Help-Seeking Scales)(N=+59%

Standardized
Canonical Correlations canonical weights
PTHSS Subscales First root Second root First root Second root
Instrumental .65* .55* .07 1.60*
Executive -.90* -.08 -.63* .65*
Help Avoidance -.60* 24 -.60* 74*
Help Benefits -.07 -.09 -.59* -.18

*Loadings with the effect sizes larger that 0.3r{lbeert & Durand, 1975)
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The canonical correlations represent the relations between each substalBDHSS
(self-report scales) and the canonical root. The contributions of the underlyiaiglesiin the
instructor and student sets to each of the underlying roots were measured tgribeical
loadings. There are some factors which emerge more clearly from the stymtent’of view
than from the instructor. Table 19 reveals that specific to Root 1, the highesttcamrelith the
latent roots for help seeking involved the students’ nonadaptive help seeking when stdfirepor
using the Executive subscale (-.90) followed by the Instrumental (.65) and the Awidanc
subscale (-.60). The Benefits subscale did not correlate significartlyheitunderlying root
(-.07). As expected, the Executive and the Avoidance subscales displayed negativeata
correlation with the latent root and the Instrumental subscale correlatéiggdpsvith the
underlying root. These results suggest the underlying root could be an indicataptdfead
help-seeking.

Specific to Root 2 the strongest correlation with the latent root for helpageiekiolved
student’s assessment of their adaptive help seeking behavior. The Instrisuiestale (.55)
was the only one of the four subscales that correlated significantly with Robe2Avbidance
subscale (.24), Benefits subscale (-.09), and the Executive subscale (-.08) didetatiecorr
significantly with Root 2.

In summary, these findings provide evidence of two significant canonical funddans (
= .68, R,=.48) between the subscales for the instructor scale (IHSS) and the student scal
(PTHSS). The subscales predicted as expected with the exception of thesBetesitiale. From
the student’s point of view, perceived benefits derived from help-seeking expexienuat a
strong predictor of help seeking behavior. From the instructor point of view, benefredde

from help-seeking experience were a strong predictor of help-seekingdrelds expected, or
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both scales, adapted measures correlated negatively with non adaptive sneékase results
provide support for hypothesis 6.

Clearly, the instructor and student help seeking scales measured tweajrabmmon
roots. What emerged from these results is evidence of two underlying factorsmdasure
help-seeking behavior common to both scales. From the instructor point of view, edllesbs
were predictive of help-seeking behavior, specifically adaptive hekingeeFrom the student
point of view, subscales which measure adaptive help-seeking are stromgeiomehan scales
which measure nonadaptive help seeking. In creating the underlying latentheds) imost
important subscales were Instrumental and Benefits. These resulspoadaevith the
consistent significant findings throughout this research study that sirtgleeoimstrumental
subscale as a reliable measure of help-seeking.

Hypothesis 7

This hypothesis tested whether the construct validity of the four subscéhesRTHSS
could be determined through correlations of its scales with the subscalestHtB81eThe
canonical correlations provided clear evidence of construct validity of tHS8Bnd the IHSS.
Two underlying factors measured help-seeking behavior common to both sealéslfjte 18).
These results provide support for hypothesis 7.

Exit Interview

An exit interview was conducted, along with a debriefing for the participathe study.
A short questionnaire of five items was developed by the researcher. Saesals that were
explored in the interviews were the students’ overall impressions of the expeinethe
workshop and attitude changes towards help-seeking. Responses to the four questions wer

categorized as “yes” and “no”. Question one addressed help-seeking pragboceéo
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participation in the workshop. Responses to this question indicated 20 per cent of the
participants were not disposed to seeking help regarding LAST preparationiofgi2st
focused on overall impressions of the workshop experience and attitude towards halp seeki
The results are reported in Table 20. These results indicated a high percentiadent$ ¢ the
study sought help and experienced a positive benefit from the self-regulatoegsr

Table 20

Responses to Exit Questionnaire in Percentages

Percent

Question 1-4 Yes No
1. Do you seek assistance independently when you are having difficulty with LAS0 20

related tasks?

2. Did you actually ask for help with this task? 84 16
3. Did the help give you a better understanding of the task? 84 16
4. Was asking for help a positive experience? 82 18
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Chapter Five
Discussion

This study was designed to identify help-seeking behaviors of presemutets, who
are at risk for failure of state certification examinations. In the pasessment of help-seeking
behavior patterns has been problematic due to the use of questionnaires with lohtyreliabi
Help-seeking scales (White, 2007) that were adapted from those construBtaai®gs, Cheong,
and Oberman (2004) to provide teacher educators with a more reliable and valilenoéahis
important self-regulatory strategy. The results indicated the studenbgueste (PTHSS)
demonstrated reliability and concurrent validity with an Instructor questi@n(ieiSS) and an
in-class observational measure (DOHS) of help-seeking.

Specifically, the scales were used to assess help-seeking in pressagloers preparing
to pass state certification exams. Predicting which students are atrriakure involves more
than knowing whether or not they have the basic skills to pass the exam. Whether or not a
student will seek help strategically when studying can be critical to hd#velopment as a
teacher candidate. The present research focused on minority teacherteandiistorically, the
attrition rate among aspiring minority teachers due to failure on teagtigication tests of
basic skills has been heavy (Cochran-Smith & Zeichner, 2005; Mitchell et al, Ry
minority preservice teachers have significant deficiencies in artscaarte which can be
attributed to being underprepared (Vegas, et al., 2001; McCabe, 2000). Often minoritysstudent
who enter the teacher education pipeline drop out because they are underprepatiedyéor c

level work and fail to seek help from faculty and other students in their prepai@timportant
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exams. Instead they rely on a self-reliant approach to exam prepardtion,can lead to
unfortunate results (Tellez, 1992).

The three measures used in this study (PTHSS, IHSS, and DOHS) identified whic
students were in most need of assistance and the least likely to seek it. When cbwitbnte
the passing or failing the initial teacher certification exam (Newk State LAST), these
aspiring teachers would be the ones who wait until it is too late to use avaistlieces
(Tellez, 1991; Karabenick, 2004). These students often give up their dream to beconng teache
rather than admit their need for academic support using social resourceels &0@ifford,

2006). Unfortunately, this decision has a significant impact on the number of minacitets
who enter the classroom. It also can negatively impact the growth and deveiabneacher
education programs who admit vulnerable students.

Hypotheses
Hypothesis 1

The first hypothesis tested whether each subscale of the PreservicerTigelp-Seeking
Scales (PTHSS) that | adapted for use in preservice education courses wowddegvable
internal consistency reliability ratings. These results supported thigHesis. The internal
consistency reliability (Cronbach’s alpha) for each of the four subscales sélf-report
measure of preservice teacher help seeking (PTHSS) was acceptabédphBheoefficients for
the PTHSS were .88 for instrumental help-seeking, .81 for executive help-saatki®® dor
help-seeking avoidance and .96 for benefits of help-seeking scales. The dedgtused
generalhelp-seeking scale for college students was developed by Karabenick (1991; 2003). His
scale measures executive, instrumental, avoidance, threats to seekingdh&pget choice. He

(Karabenick, 2003) reported lower alpha coefficients for his self-repoguresaof instrumental
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help-seeking (.62), .executive help-seeking (.78) and help-seeking avoidaf)abgn the
PTHSS. Karabenick’s subscales do not measure benefits of help-seeking.
Hypothesis 2

The second hypothesis stated that each subscale of the instructor sce#ds (IHS
would have acceptable internal consistency reliability ratings. CheajageR and Oberman
(2004) recommended that their self-report measure of help-seeking should beddidat
comparison with ratings by the students’ academic instructor, who is in alfiéa@osition to
observe the occurrence of students’ help-seeking behavior. Following thismeodation, |
designed an instructor rating scale (IHSS) to correspond to items in the PA#&Sments
were made to the IHSS during my pilot study (White, 200'He ifiternal consistency reliability
for each of the four subscales of the Instructor Help Seeking Scale (IH&Syra of preservice
teacher help seeking (PTHSS) was uniformly high (Instrumentab9, ExecutiveAvoidance
and Benefitsr = .98) , indicating high levels of reliability for each subscale. These results
supported hypothesis 2.

The IHSS subscales provided valuable information regarding individual studept's hel
seeking behavior not evident from the self-report meaSeléreport measures have their
limitations even when students are assured that their responses will beraaifideor
example, students often prefer to give socially desirable answers rathadthé to
experiencing problems. These results support Pajares et al. (2004) recotionehdait would
be instructive to compare students’ and teachers’ teacher ratings of sthegmntseeking.
Hypothesis 3

The third hypothesis stated the Direct Observation of Help-Seeking iBe(@2@HSB)

scale would have an acceptable level of inter-rater agreement. letefotagerver) agreement is
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usually defined as consistency among observers when they are simultaneoug)\troodame
classroom events. When two or more trained observers make independent observaguak the |
of inter-observer reliability can be determined. Finding three qualified obsevrkieraere
verbally fluent and motivated to do a good job was critical to collecting relibéefor this
study. Each observer received IRB approval and participated in trainingaaidgprior to the
actual data collection. Their preparation for the direct observation osbelpng behavior in a
college setting was enhanced due to the fact they were college lexgtmst Random
assignment of observation targets to observers included making sure each recorded elash
individual at least once. The inter- rater agreement for this study wasvitiga Kappa
coefficient of agreement of 1.0p € .03). These results confirmed hypothesis 3.
Hypothesis 4

The fourth hypothesis tested whether the four scales of the PTHSS sdif-repor
measure would predict students’ LAST practice test performance salfi. The results
indicated the PTHSS is a significant predictor of performance on stafeaton exams R=.50
The regression weights for the individual subscales revealed that the Insalusnéstale was
the best and only significant predictor of LAST performance. These findingsmdnfpothesis
4. These results may imply that teachers may administer only the instrusursizale if
prediction of the LAST is the sole purpose of using the scale.

High levels of instrumental help-seeking indicate that students readkyose resources
which will help them with their exam preparation, such as workshops, tutoring, or otheotype
LAST support. Teacher education programs, such as the one where the study wasaonduct
have sought to provide minority preservice teachers with extra training to psssgageway”

exams. Workshops are offered as a source of exam preparation training. Studeitsngho a



83

workshops have reported improved scores on teacher certification exams (Coulthe&-S
Zeichner, 2004). However, significant numbers of minority preservice teachwesibt sought
help from workshop or alternative training, and this decision has placed their plarewd eh
risk (Mitchell, et al., 2001).

Preservice teachers should be highly motivated to pass the LAST becawsedd hot
pass the state exam they are excluded from the teacher education programstasitbose a
different major by the end of the sophomore year in college. Unfortunatelyntstud®o are in
most need of assistance are often the least likely to seek appropriater lzeyafiety of reasons.
This is especially true of college students aspiring to be teachdlez(T®91), who often wait
until it is too late to use available resources (Karabenick, 2004) to pass Hifibaiten exams.
When confronted with the reality of high stakes testing, these students often dnesr ujpdam
of becoming teachers rather than admit their need for academic support usaahgesocirces
(Orlich & Gifford, 2006). Unfortunately, this decision has a significant impact onuheer of
minority teachers who enter the classroom.

Often, students of color who enter college with the desire to become teachers do not
remain in the program, and many do not graduate from college (Vegas, et al. 2d@aAncCoc
Smith & Zeichner, 2005). These students enter college without having mabtelesic
academic skills which are required to pass the first state certficatiam (Mitchell, et. al.,
2001). Deficiencies in these areas can be remediated with appropriateiors{iichs, 2006;
Tobolowsky, Mamrick, & Cox, 2005; Ley & Young, 1997). Early assessment of help-seeking
behaviors can help teacher educators identify those students who are not likelyhe hAsSTt
because of their help-seeking behavior. Once identified, appropriate interverdisurenean be

used to encourage the nonadaptive students to participate in exam preparatiogsactiviti
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Hypothesis 5

The fifth hypothesis tested whether the four subscales of the PTHSS selfmnepsure
would significantly predict overt help-seeking in classroom settingsm&mman and Martinez-
Pons (1988) recommended using direct observations of students during academic fgnctionin
and ratings by other observers of students (e.g., parents or peers) as addiasneat snaf
student self-regulatory strategy use.

Of the two primary methods used to assess student engagement, direct observation and
student self-report, direct observation is preferable (O’'Malley, Moran gj&eidel, Schneider,
Morgan, Kelley, & Richards, 2003). If we only used data derived from self report rasdisar
validity might be questioned because of limitations in students’ capabilitiesucately assess
their own behaviors (Assor & Connell, 1992). For this study, observational measurlgs of he
seeking behavior in real time and in authentic contexts provided additional evidencéabout t
validity of the subscales being tested. The regression analysis indicatdak tbembination of
the four subscales of the PTHSS significantly predicted the observed bkipgseehavior.

The instrumental subscale was the most important predictor of overt helpgseekin
behavior. Preservice teachers who reported their help-seeking behadaptse actually
used help-seeking strategies to complete difficult math tasks during a WA&$hop. These
results confirm hypothesis 5.

Hypothesis 6

This hypothesis tested whether the four subscales of the PTHSS would correlate
significantly with the identical subscales of the IHSS. Three of the fouralebsaf the self-
report measure (PTHSS) and the instructor measure (IHSS) corréedpiididantly. The

individual scales which measured instrumental help-seeking, executpredeNing, and
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avoidance of help seeking evidenced strong agreement between the instruttersindent
when making judgments about individual help-seeking behaviors.

However, the self-reported Benefits subscale did not show agreement withléise sca
which measured instrumental, executive and avoidance of help-seeking. In thisapne are
perceptual differences regarding the benefits of help-seeking could acmotig fesults.
Students tendency to rate themselves differently in this area than theictoist could have
been due to the possibility that instructors may not have been able to see whetheetits st
were committed to obtaining the perceived benefits of help-seeking. Funistomeof the
content of the test items which measure help-seeking benefits should be undertiestea in
the college setting.

Hypothesis 7

This hypothesis tested whether the construct validity of the four subset#hesPTHSS
could be demonstrated through the correlations of its scales with the subsdadeH&3. The
canonical correlations analysis provided clear evidence of the constrnddt\aflthe PTHSS
and the IHSS. What emerged from these results is evidence of two underlying tlaator
measure help-seeking behavior common to both scales. Based on the instrustioesredafour
subscales are predictive of student measures of help-seeking. By cbasadtpn student
measures of help-seeking, adaptive help seeking subscales (instrumental ats) hemef
stronger predictors of the common factor than nonadaptive help seeking subscalés/éeaad
avoidance). When examining the smaller latent root, the two most important sshgess
adaptive subscales (Instrumental and Benefits). These results correspotiee winsistent
significant findings throughout this research study that single out therrettal subscale as the

most valid measure of help-seeking.
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Educational Implications

The present study has introduced a valid and reliable measure to identify tisedietm
behaviors of preservice teachers, who are at risk for failure of stafeeagoin examinations,
through use of a scale adapted to the arena of teacher education. In the pagtrsefiegsures
of help-seeking behavior patterns has been problematic due to scales wath tehéability
(Pajares, Cheong, & Oberman, 2004) and no help-seeking scales were desigeedrfor
teacher education. The PTHSS proved to be a more reliable assessment otpreesaivers’
use of this important self-regulatory strategy to pass state ceitifiGexams.

The PTHSS was also found to be valid according to multiple measures. It prédilite
seeking rated by their instructors’ as well as the preservice teaahershelp-seeking in
classroom situations. This indicates student reports of help-seeking are @adidres that
predict overt studying behavior. The PTHSS was also a significant predictadeht
performance on the LAST exam.

It is suggested that the PTHSS scales can be used by teacher educatansptogr
evaluate aspiring teachers’ potential to pass the teacher cadifieaams. Students with low
PTHSS scores might be identified, and their PTHSS profiles might be used to provide
specialized training in help-seeking (Young, 2004). The study confirmed thatvrese
teachers with high help-seeking skills were more likely to learn how talpasertification
exams than preservice teachers with low help-seeking skills.

Limitations and Future Research
The first limitation of this study is the sample size. The participantsdrstinly were

from a small, private college in an urban setting. The sample was 90% mingdgntst aspiring
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to enter the teacher education program. Therefore, these results may ralizgebeyond this
population.

The second limitation of this study was that the Benefits of Help-Seetatgydid not
show the same agreement as the other subscales of the PTHSS. Revisionsle/¢odimeae
items during the pilot study; however, further revisions are required. Tles soale
constructed for use in middle and high school computer classrooms and should be adapted
further for college classrooms. What should be considered are the differencesptipes of
middle, high school and adult learner of the criteria that measure the benedg&iofyshelp.

The third limitation concerns the direct observation which was conducted dur&gTa L
workshop using math tasks. The tasks were chosen from LAST sample questionstoftems f
other sections (Science, Language Arts, Fine Arts, History and Writirigg LAST were not
used for the direct observation. The choice of task could make a differencesitithyiss
replicated. Future research should be conducted in workshops which include additional sampl
LAST tasks, such as writing and reading comprehension.

The present study did not address gender and ethnic differences. Futurd issaat
explore how gender and ethnic group differences influence academic help-setidampb
Pajares and his colleagues evaluated these distinctions in younger studémgsdirls and
African American students showed a nonsignificant tendency to seek held éRajaks, et al.,
2004). In the college setting, Treisman (1985) noted that most of the black students studied alone
while the Asian students sought peers with whom to collaborate. More than medgingt
together, the Asian students formed academic communities. In the arerehef tshucation
these differences could provide important information to the teacher educator whedpcan h

students form academic communities to prepare for the state cedifiexams.
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The scale not only assessed help-seeking behavior, it made a distinction betweren a pe
and an instructor as sources of help. These issues were not investigated in thejuge
however, future research should analyze whether the choice of helper is petguctioinand the
influence that choice has on help-seeking behavior.

Finally, the present study implies that in future research minority tesaeler acquired
advantageous help-seeking skills might be studied to see if they, as teachels aratlels,
convey help-seeking skills to their students, especially minority studésmsliag inner city

schools.
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Appendix A
Direct Observation Coding Form and Instructions
Observable Behaviors:

One participant asks a question. (Code only if question meets the criteria ofi@aqjues
Is the question relevant to the task?

Is the question adaptive or nonadaptive?

Is the response adaptive or nonadaptive?

Is there an adaptive response to the answer?

agrwbnE

Target: Seat Number
Time Beginning:
Time Ending:

Yes | No Other
2 (1) [(

1. Is the help-seeking phrased in the form of a question?
Write as stated.

PROCEED IF A QUESTION HAS BEEN ASKED AND CODED

2. Is the question relevant to the task?

PROCEED IF QUESTION IS TASK RELEVANT

3. Is the question adaptive, as in seeking instrumental help,
not an answer?

PROCEED

4. Is the answer adaptive?

PROCEED

5. Is the follow-up to the response independent problem
solving?
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Appendix B
Sample Mathematics Problems
LAST Preparation Workshop
Nyack College Manhattan Campus
School of Education

1. Nina can accessorize her outfits by wearing a hat, a scarf, and & sak.chn wear one
accessory or more at the same time, how many different ways can shbesgear t
accessories?

a. 7

b. 6
c. 5
d. 3
2. In a group of 100 people, 25 have brown eyes, 25 have blue eyes, 20 have green eyes,

and 30 have hazel eyes. If one person is chosen at random from this group, what is the
probability that the person chosen will have either brown or green eyes?

a. .75
b. .60
c. .55
d. .45

3. Given the right triangle above, which of the following must be true?
AB=AC

BC>AC

AB>AC

AB is not equal to AC

apop

4. A certain lemonade mix requires 3 cups lemon juice to make 4 quarts of lemonade. How
many cups of lemon Juice would be required to make 10 quarts of lemonade?
a. 4%
b. 6
c. 1%
d 8%
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Appendix C

Preservice Teacher Help Seeking Scales

Preservice Teacher Help-Seeking Scales (PTHSS) LAST Preparation
Likert Scale 1-8 1- Not at all like me 8- very much like me

These scales measure help-seeking behavior.

Each scale is to be completed regarding your efforts to seek help when a problem is too difficult for
you to accomplish on your own. Specifically the scales measure your efforts as a student when it
comes to seeking help regarding the subject matter measured by the LAST. The LAST (Liberal Arts
and Sciences Test) is a state certification exam which tests basic skills in Math and Science, History
and Social Sciences, Arts and Humanities, Music, Pure Reading Comprehension and Communication
Skills (Writing).

This questionnaire is a self-assessment, a score of 1 means the statement is not like you at all and a
score of 8 means the statement is very much like you.

Scale 1

1. When | ask for help with items on the LAST, | prefer to be 1 2 3 4 5 6 7 8
given hints or clues rather than the answer.

2. When | am having trouble with items on the LAST,andask {1 2 3 4 5 6 7 8
instructors for help, | like to be given examples of similar
problems we have done.

3. When | ask instructors for help with something | don’t 1 2 3 4 5 6 7 8
understand (relating to my LAST preparation), | ask to
have it explained to me rather than just give me the
answer.

4. When | ask the instructor for help in preparing for the 1 2 3 4 5 6 7 8
LAST, | only want as much help as is necessary to
complete the work myself.

5. When | ask my instructor for help understanding the 1 2 3 4 5 6 7 8
material on the LAST, | prefer that the instructor help me
understand the general ideas rather than simply tell me

the answer.

6. When | ask a peerfor help with my work (LAST 1 2 3 4 5 6 7 8
preparation), | don’t want my peerto give away the whole
answer.

7. When ask a peerfor help understanding the material on 1 2 3 4 5 6 7 8

the LAST, | prefer that my peer help me understand the
general ideas rather than simply tell me the answer.

8. When | ask a peer for help in preparing for the LAST, | 1 2 3 4 5 6 7 8
want to be helped to complete the work myself rather than
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have the work done for me.

0.

When | ask a peer for help in preparing for the LAST, |
prefer to be given hints or clues rather than the answer.

10. When | ask a peer for help with something on the LAST |

don’t understand, | ask the peer to explain it to me rather
than just give me the answer.

Scale 2

1.

When | ask the instructor for help preparing for the
LAST, | prefer that the instructor do the work for me
rather than explain to me how to do it.

When | ask my instructor for help on something | don’t
understand, | prefer that the instructor do it for me.

When | ask my instructor for help on something | don’t
understand on the LAST, | prefer the instructor just give
me the answer rather than explain it.

When | ask my instructor for help with my work, | prefer
to be given the answer rather than an explanation of
how to do the work myself.

When | ask my instructor for help, | want the instructor
to do the work for me rather than help me to be able to
complete the work myself.

When | ask a peer for help on something | don’t
understand, | prefer that student to just give me the
answer rather than to explain it.

When | ask a peer for help with my work, | prefer that
the student do the work for me rather than explain to
me how to do it.

When | ask a peer for help on something | don’t
understand, | ask that the student do it for me.

When | ask a peer for help in this class, | want the work
done for me rather than be helped to complete the work
myself.

10.

When | ask a peer for help with my work, | prefer to be
given the answer rather than an explanation of how to
do the work myself.

Scale 3

1. ldon’t ask for help in preparing for the LAST, even
when the material is too hard to complete on my own.

2. If I need help to solve a problem, | prefer to skip it
rather than ask for help.

3. ldon’t ask for help in preparing for the LAST, even




94

though | don’t understand how to respond to the test
items.

4. If I didn’t understand something in my LAST
preparation, | would guess rather than ask someone
for help

5. 1 would rather do worse on a section of the LAST |
couldn’t finish than ask for help in my test
preparation.

6. Even if the work was too hard to do on my own, |
wouldn’t ask for help in my test preparation.

7. lwould put down any answer rather than ask for help
in my test preparation.

8. I don’t ask questions regarding preparing for the
LAST, even if | don’t understand the material.

9. If the work required to pass the LAST is too hard, |
don’t do it rather than ask for help.

Scale 4

1.

I like to ask questions about my test preparation for the
LAST.

| feel smart when | ask questions about my test
preparation for the LAST.

Asking questions makes preparing for the LAST more
interesting for me.

I like to ask for help about my LAST preparation because it
helps me understand the material better.

I think asking questions about my LAST preparation helps
me learn.

| enjoy preparing for the LAST more when | ask questions.

I like to ask for help about my LAST test preparation
because it helps me understand the topic more
completely.
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Instructor Help-Seeking Scales

Instructor Help Seeking Scales

These scales measure four types of help-seeking behavior.

It is to be filled out for the following student regarding how he/she works
with you as an instructor when it come to seeking help regarding the subject
matter measured by the LAST .

The LAST (Liberal Arts and Sciences Test) is a state certification exam which
tests basic skills in Math and Science, History and Social Sciences, Arts and
Humanities, Music, Pure Reading Comprehension and Communication Skills
(Writing).

Name of Student

Instructor

Please rate the student
according to the following
criteria:

1 - Definitely not like this
student

8- Definitely like this
student

Scale 1

1. When this student asks for help, he/she prefers to be given hints or clues

rather than the answer.

2. When this student is having trouble and asks for help regarding the LAST
subject materials, he/she prefers to be given examples of similar problems

we have done.

3. When this student asks for help with LAST subject materials that he/she
doesn’t understand, he/she asks to have it explained rather than just be

given the answer.

4. When this student asks for help, he/she only wants as much help as is

necessary to complete the work independently.

5. When this student asks for help understanding the material covered on
the LAST, he/she prefers help to understand the general ideas rather than

simply be told the answer.

Scale 2




96

1. When this student requests help regarding LAST material, he/she prefers

that the instructors do the work rather than explain how to do it.

2. When this student asks the advisor for help with items similar to those on
the LAST that he/she does not understand, he/she prefers that the instructor

solve the problem.

3. When this student asks for help with items similar to those on the LAST
that he/she does not understand, he/she prefers the teacher just give the

answer rather than explain it.

4. When this student asks for help with items similar to those on the LAST,
he/she prefers to be given the answer rather than an explanation of how to

do the work independently.

5. When this student asks for help with items similar to those on the LAST,
he/she wants the instructor to do the work rather than help this student

complete the work independently.

Scale 3

1. He/she does not ask for help with LAST subject materials, even when the

work is too hard to solve independently.

2. If he/she needs help to solve a problem on the LAST, he/she prefers to

skip it rather than ask for help.

3. He/she does not ask for help even though he/she does not understand

how to do the item.

4. If he/she didn’t understand something related to the LAST, he/she would

guess rather than ask someone for help

5. He/she would rather do worse on LAST preparation items that he/she

could not finish than ask for help in (a) this class.

6. Even if practice test items for the LAST were too hard to do

independently, he/she would be reluctant to ask for help.
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7. This student would put down any answer rather than ask for help

regarding items on the LAST.

8. This student does not ask questions regarding the LAST, even if he/she

does not understand the items.

9. If an LAST test preparation assignment is too hard, he/she does not do it

rather than ask for help.

Scale 4

1. This student voluntarily asks questions in class.

2. Asking questions in class appears to Improve the student’s self-

confidence in the material.

3. The students is more engaged in the class material when he/she is asking

questions.

4. This student benefits from seeking help with the difficult material by

showing improvement in comprehension of the material.

5. When this student is struggling with course-related material, he/she

shows the benefits from help received

6. When this student asks questions it leads to a better understanding of

the course material in question. (Study groups, tutor, buddy, writing center)

7. This student uses the support services made available for LAST

preparation. (Writing Center, Workshops, Appointments)




Appendix E

Exit Questionnaire

. Do you seek assistance independently when you are having difficulty with teA&&d
tasks?

. Did you actually ask for help with the task?

. Did the help give you a better understanding of the task?

. Was asking for help a positive experience?
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Appendix F

Consent Form

THE
GRADUATL

CENTER

The Graduate School and University Center
The City University of New York

365 Fifth Avenue

New York, NY 10016-4309

TeL 212.817.8285 rax 2128171516

CONSENT FORM

My name is Marie C. White and | am an assistant professor at Nyack College and a student in
the Educational Psychology Ph.D. Program at The Graduate Center of the City University of New
York (CUNY), and Principal Investigator of this project, entitled “Adapting a Help-Seeking Scale
to Measure The Help-Seeking Behaviors of Preservice Teachers Engaged in Test Preparation for
State Certification Exams.” This is a research study of preservice teachers engaged in LAST
exam preparation. The study is expected to be conducted during the general education course
meetings offered by the School of Education at Nyack College. In addition, | would like
permission to have you fill out a questionnaire about your work and study habits.

The risks involved in this study are no more than those encountered during you regular course
work experiences in our academic setting. The benefits of your participation are that you as a
student can help me to add to knowledge regarding help-seeking in preservice teachers. There
will be approximately thirty_participants taking part in this study. If you choose notto
participate in the study it will have absolutely no impact on your grade in this course. Your
participation is totally voluntary, and you may withdraw at any time.

| may publish results of the study, but names of people, or any identifying characteristics, will
not be used in any of the publications. If you would like a copy of the study, please provide me
with your address and | will send you a copy in the future.

If you have any questions about this research, you can contact me at 646-378-6129),
Marie.White@nyack.edu, or my advisor Dr. B. ). Zimmerman at 212-817-8291 or
bzimmerman@gc.cuny.edu. If you have questions about your rights as a participant in this
study, you can contact Kay Powell, IRB Administrator, The Graduate Center/City University of
New York, (212) 817-7525, kpowell@gc.cuny.edu.

Thank you for your participation in the study. | will give you a copy of this form to take with

you.
Participant’s signature Date Investigator’s signature Date
http://www.gc.cuny.cdu Ihe Graduate School and University Center is The City University of New York's doctorate-granting institution, which nperates w consortiure with all the CUNY campuses:

Baruch Calloge = Borough of Manhattan Community Collage <= Grorx Community College - Brooklyn Callege -+ City Loflege -: The Saphie Navis Schanil of Biemedical Education - Gity Unwersity School of
I Loveat Queens College . The Graduate Schaok of Journalism - Hostes Community College - Hunter College ~John Jay Unliege ot Crimnal Justice - Kingsborough Community College . | aGuaria Commn ity
THE GRADUATE CENTER IS [ Cofleye . Leliman Callege -~ Medgar Evers Coilage . New York City College of Technology - Quoens Coilege - Quecnsborough Commmunity College - Callege of Staten lsland = York College
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