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CHAPTER |

DESIGN OF THE STUDY

A major movement for Thai educational reform began in 1997 and culminated in
1999 when thé&lational Education Act of 1999 (NEA) (Office of the National Education
Commission: ONEC, 200®as initiated. The problems of Thai education that underlined
the educational reforms were the rote memorization of knowledge in teacting
learning process (Fry, 2002; Watson, 1981). Since then, it has been obligatory for schools
and educational institutions in Thailand to reform learning and teachingstsnswith
the NEA guidelines. Learning reform is essentially a shift from fogusinsubject
matter to focusing on human beings or learners. A learner-centered appecantes
imperative, and instructors need to learn new roles as facilitators and advisor
(Khemmani, 2006).

Many scholars believe that higher education faculty teach in a way tha¢$omus
delivery of contents, a way that supports traditional forms of instruction, “theogate
stage”. In Thai educational system, the urgent problems of teachersirtbes i
classroom have been addressed by the Sub-Committee for Learning Refollonas f

1. teachers are under conviction that they are most knowledgeable while learners

are the receive end have to attune themselves to the subject matters and the

teachers’ methods, and



2. the teaching-learning process is still a routine and repetitious method of
transferring knowledge (ONEC, 2000).

The mentioned practice of the learning teaching process can be referreeaohas-
centered instruction (Cuban, 1993). Teaching practice in the traditional Thabctassr
this manner would be a barrier for learners to develop their learning skilisseditey
are usually accustomed to waiting the knowledge imparted and transfertes by t
teachers. In so doing, they always follow their teachers, are obedient, aild sit st
Consequently, the students do not have participation in their learning and they are not
encouraged to think and learn by themselves. Hence, this teaching practieéabline
necessary to be reformed in order to meet the requirement of NEA.

The role of pedagogy, or the relationship between teachers or instructors an
learners or students in education, is illuminated by van Manen. According to van Manen
(1994), “The very ternpedagog\already brings out the relational quality between
teacher and student, in a manner unlike any other educational concepts such as
curriculum, instruction, or teaching.” (p. 140), and, “It's only in certain relational
contexts that the thinking life, the developing identity, the moral persortakty,
emotional spirit, the educational learning, and sociopsychological maturihg gbung
persons occurs” (p. 141). It can be said that pedagogy is the roles of teachengifocar
their learners with commitment and understanding, and leads the way to legrotk’
toward mature adulthoo®edagogyas defined by van Manen, compares nicely with the
aim of Thai education in the NEA: “Education shall aim at the full development of the

Thai people in all aspects: physical and mental health; intellect; knowledgjtyn



integrity; and desirable way of life so as to be able to live in harmony vinén people”
(ONEC, 2002, p. 4).

The meaning of teaching and pedagogy is closely related. van Manen (1994)
asserts that teaching is a pedagogical interaction with children, anaskeoom life of
teachers is difficult especially because it is virtue like, improvisatiamal pedagogical.
The pedagogical dimension is involved in everything that teachers do or do not do in
classrooms. Teaching methods, also known as teaching strategies, descriieuke var
types of activities faculty employ when teaching (Billings & Hedst, 2005). Teaching
methods so represent one dimension of pedagogy.

For the educational reforms in higher education in Thailand, there is an additional
expectation that the reform will serve as the main mechanism for nation&graeat in
various aspects — economic, social, political, cultural and environmental. Thai
universities are also expected to provide the driving force empowerinigidé&
become a self-dependent society able to benefit from innovations and increased
competitiveness in the international arena (OEC, 2003). According to the National
Education Act 1999 (ONEC, 2002), there is the need for effective teaching anddearnin
process to enable the learners to develop themselves and improve their leagheirg at
own pace and to the best of their potentiality. Moreover, innovative pedagogy among
faculty is required by the national policy to support the higher educational goals of
producing graduates who will be endowed with the basic qualifications of global
citizenship Qffice of the Educational Council; OEC, 2Q03ccording to OEC (2003),
instructional pedagogy is supposed to enable learners to acquire drinkald skills

and abilities for problem-solving; the creation of innovations and desire fanigfel



learning; the ability to create new tasks; self-adjustment to the worldréf self-
dependence; and attainment of social benefits.

Beside the needs of effective and innovative pedagogy mentioned above, the
acceleration of global competition is a threat for universities adnessdrld including
Thais. One of critical challenges is the new territory of online pepado the
information and technology era, online education is being used to promote equity, access
student numbers, and revenue in education, and higher education institutions across the
world are under pressure to integrate new technologies, particularly thelealmag,
into teaching and learning (D'Antoni, 2006). Prince of Songkla University (Pig&), |
other universities in Thailand, is striving for a successful position in the coimpetit
world of higher education. In the current decade, PSU’s administration isthede
mandate to implement the educational reforms detailed in the National Educettioih A
1999.

PSU is a government-owned university; it serves as the main higher educational
institution in the southern part of Thailand since 1988i¢e of Quality Assurance
Prince of Songkla University; OQA, 2008he university has established five campuses
scattered geographically along the southern region of the country, asenagytnal
intent of the university’s foundation. PSU has announced four fundamental missions:
doing research, teaching, providing academic service, and maintaininguthes.dn
2006, there were more than 30,000 enrolled students, and the university employed nearly
2,000 faculty members (OQA, 2008). The university officially served 269 programs in
nine different fields of study in the same year. According to OQA (2006), theee we

estimated to be more than 4,000 courses offered for the entire university in the year 2005.



In 2003, the Thai government announced the Strategies and Roadmap for Higher
Education Reform (OEC, 2003) as a guideline for achieving higher education feform
universities. Benchmarks were established as indicators of the quality aedeacéints
of all courses, both regular and otherwise, as well as indicators of the standahgs of ot
tasks. Criteria or best practices were set. Rating and ranking of higheti@uuca
institutions were also encouraged to stimulate enhancement of quality.

In implementing the educational development strategies, the Universitieswc
Administrative Committee consisting of associate deans for acad#aiidramm each
faculty and the vice president for academic affair as the chair persoastahtished.

The committee is charged with communicating the strategic movement of ggdago
development between the university administrators and faculty staff (J. Khigpra
Assistant President for Academic Affair, personal communication, Jul 15, 2007).
Clearly, traditional lecture-based teaching pedagogy is a crgaé ifor PSU. This form

of instruction needs to change as PSU aims to be the leading university in the region (B
Siribumrungsukha: President of PSU, personal communication, December 19, 2007).

At PSU, Hat Yai Campus, most faculty are professionals in their partfeitir
such as medical sciences, engineering, natural resources and some wttinetsnb
education. Thus, the majority of these faculty teach their students as the wexetbey
taught. Typically, the university provides teaching orientation programs for novice
faculty, and there are occasionally intensive workshops introducing particuaainga
methods for interested groups of faculty (OQA PSU, 2006; 2008). Self-reported data

from faculty, as requested by the university, showing the current situation of non-



traditional teaching methods being used by the university faculty from thallawer

service more than 4,000 courses as in the data (see Table 1).

Table 1

Courses and Percentage of the Overall Categorized by Teaching Method (for the year
2005)

Teaching Method No. Courses % of Overall On-Service Courses
Promblem-based Learning 152 3.42
Computer-aided Instruction 146 3.28
Distance Learning 3 0.07

From “The annual report of quality assessment of Prirfceamgkla University”by the Office of Quality

Assurance, 2006.

Statement of the Problem

Higher education in Thailand requires new approaches to teaching and learning; a
move from the highly teacher-centered or didactic approach that has exisaddrigr
time to focusing on human beings and learners (Watson, 1981; Fry, 2002). The urgent
need of teaching and learning or pedagogy reform has been reflected in tmalNati
Education Act of 1999 (ONEC, 2002) and the Strategies and Roadmap for Higher
Education Reform (OEC, 2003). In response to these calls for action and reform,
universities have been obligated to establish a system for continuous development to
enable faculty to create the ambiance, environment, instructional media, ditidfdor
students to learn and be able to benefit from research as part of the learn@sg proc

(OEC, 2003).



Despite the increasing emphasis by administration on learner-centered or
progressive pedagogies, faculty hardly make a change from teachinggtraditional
ways that focuses on delivery of contents or lecture-based. In fact, an evabfdtie
higher education reform situation in Thailand in 2004 (OEC, 2005) provides evidence
that the majority of faculty lack knowledge and access to the criticahnattion of how
to teach in support of the new paradigm of teaching-learning processes osgik@gre
pedagogy that is intended by the National Education Act. And, the PSU quality assurance
report indicators for the year 2004 (OQA, 2006) have shown that although there are many
changes in courses’ structure, the current progressive pedagogies nestehte the
educational reform are very slow in implementation.

Network analysis proposed by Granovetter (1973, 1983), and Perpetuation Theory
by Braddock (1980), Wells and Crain (1994) helped explain this anomaly. Social network
analysis provides an important means of assessing and promoting collaboration in
strategically important groups, and allows one to conduct very powerful assessiment
information sharing within a network revealing where collaboration is eféeahd
points where improvement is necessary (Cross, Parker & Sasson, 2003). Perpetuation
Theory through its understanding of strength of ties allows one to identify dominant
groups and their likely interactions promoting change and new learning. Bottetheori
combine to elaborate that pedagogy reform might need social interventiong todaté
ties and bring faculty to the society’s mainstream of new pedagogy incadiditi
administrative measures and social networks are required to engendggyeadorm
and sustain pedagogical progressives. These theories provided a convincing wag to rela

micro-level social interactions to macro-level patterns which led toigaight into such



macro phenomena as social mobility, organization community and political structure
(Granovetter, 1973).
Purpose of the Study
Through the lenses of Granovetter’s (1973, 1983) Network Analysis and
Perpetuation Theory (Braddock, 1980; Wells & Crain, 1994), the purpose of this study
was to examine the relationships developed among faculty at PSU in impiegribat
new and required pedagogy reform strategies. Specifically, the followiingewdone:
1. Describe the opportunities provided by administrators to facilitate pggago
reforms;
2. Describe the ways in which faculty engaging in the most progressive pedagogy
learned to do so;
3. Analyze these realities through the lens of Network Analysis (GranoVE3&3,
1983) and Perpetuation Theory (Braddock, 1980; Wells & Crain, 1994);
4. Report other realities that may be revealed;
5. Assess the usefulness of these lenses for explaining the perspectives, and
6. Speculate about the impact of these ties on the future of change in PSU pedagogy
Theoretical Framework
Network Analysis (Granovetter, 1973, 1983) and Perpetuation Theory (Braddock,
1980; Wells & Crain, 1994) served as the theoretical framework for this studyoketw
Analysis allowed not only the examination of teachers’ ties, and their impatffusion
of influence and information, mobility and opportunity, but also helped in predicting
differential capacity of communities to act toward common goals. Perjpetdédteory

provided a useful conceptual framework to explain why teachers perpetuaiadesith



the traditional pedagogy, and how teachers acclimated in a community d#attimg.
theories lend themselves to the naturalistic inquiry approach and provided usefsil lens
from which to examine the implementation of organizational strategies inifigster
pedagogy reform in higher educational setting.

Perpetuation Theory

According to Braddock (1980), McPartland and Braddock (1981), and Wells and
Crain (1994), the significance of Perpetuation Theory is two fold. On one hand, the
theory helped explain the social phenomenon when social environment like in a
university engenders faculty’s encapsulation in traditional pedagogy and ée@iding.
Perpetuation Theory maintains that segregation tends to perpetuate tiset ‘e
stages of the life cycle and across institutions when individuals have not heideslist
experiences in desegregation settings earlier in life” (McPartlanch&dsck, 1981, p.

149). Faculty who teach students by using the same traditional pedagogy from the
beginning of their career and stay status quo along the way may be considedaimil
the social phenomenon in Braddock’s Perpetuation Theory since the macro status of
traditional pedagogy is still prevailing despite the intentional national edogatorm
policy.

On the other hand, Wells and Crain’s (1994) work helps incorporate Perpetuation
Theory alongside with network theory to underpin the reality of how segregation and the
isolation cycle of the minority is broken down because of the difficulty of gaimiogsa
to critical information. Whereas Perpetuation Theory elicits that sit&lention
strategy—school desegregation—has long-term effects on breaking downthe self

perpetuating cycle of racial segregation in America, and that the intervent®n doe



facilitate the movement of Blacks into mainstream in a number of waydd&ch,
1980). Wells and Crain (1994) point out that there are various junctures at which the
cycle can be broken by black students who have access to information about better
educational and occupational opportunities. They support Granovetter’'s theory of the
impact of weak ties on the diffusion of influence, information, and mobility opportunities
to different segments of society for the minority. This led to the reason wigigoon
Network Analysis to examine the phenomenon of faculty’s acclimation into the
mainstream of pedagogy reform.
Network Analysis

Network Analysis has emerged in social and behavioral sciencestas a se
concepts and methods in such a distinct perspective to examine a social phenomenon
focusing on social entities and relationships among them. The central principles
underlying the network perspectives postulated by Wasserman and Faust (€384) ar
relational concepts. According to Wasserman and Faust (1994), “the sociatknetw
perspective views characteristics of the social units as arising ousctisal or
relational processes or focuses on the properties of the relational systemsltes” (p.
8). The phrase “social network” refers to the set of actors and the ties dmaong t

Social networks are the central concept in explaining the phenomenon of Black or
minority students’ perpetuation of racial segregation and how school desegregation
breaks down the self-perpetuating cycle. In macro-level, school desegregatisncial
intervention strategy that affects intergroup attitudes and interacti@nrpattBlack
communities which leads to the change of their social network composition. lartrcé p

micro-level, individual minority attitudes, belief of racial fear and distans

10



acknowledged. Wells and Crain (1994) elicit from Braddock’s work “the micraanac
connections inherent in the flow of information and opportunities through interpersonal
networks” (p.534). The tersocial mobilitywas used as an important variable to measure
micro-foundation of individuals, and their response to the changing social environment
(Breiger, 1990; Granovetter, 1973; Tsoukalas, 2007).

The long-term effects of school desegregation are the consequenceshainie c
in social network of black students and affect Black students to accommodate the need
for change or social mobility—the aspirations of high school students, educational
attainment, and occupational attainment and adult social network (Wells & Crain, 1994).
Blacks who attend desegregated schools may develop networks and move into the
society’s mainstream in a number of ways, while others were never afforded the
opportunity to test their racial belief and remain reluctant to test them andelisbe
alterations (Braddock, 1980).

Underlying this theoretical presentation is the presumption that internslat
between implementing strategy and network structures exist, and eithereposit
negative consequences may be created. Administrators as change agentstieeed t
aware of both intended or unintended outcomes as well as ways to identify the complex
sets of outcomes that can result from the change process” (Kezar, 2001, p. 23). Cros
Parker, and Sasson (2001) offer insight for administrators by pointing odetate
their best efforts to create change, “Unfortunately, critical inébmetworks often
compete with and are fragmented by such aspects of organizations as farabatestr

work process, human resource practices, leadership style, and culture” (p. 8).

11



Wellman (1983) emphasizes that the most direct way to study a social stigctur
to analyze the patterns of ties linking its members while the pattern of agsetwork
provides significant opportunities and constrains the access of people and institutions
such resources as information, wealth, and power. Among network theories that explai
patterns of ties, Granovetter’ theory of strength of weak ties is sadethii$ study.
Granovetter (1973) posits that weak ties are indispensable to individuals’ opportunities
and to their integration into community, whereas strong ties, breeding localaghesi
lead to overall fragmentation. He suggests that demography, coalition struature, a
mobility and with the help of network analysis are special important in developing-m
macro linkage.

To determine whether relationships in social network are weak ties oy §gen
Granovetter (1973) maintains:

the strength of a tie is a (probably linear) combination of the amount of time, the

emotional intensity, the intimacy (mutual confiding), and the reciprocalcesrvi

which characterize the tie. Each of these is somewhat dependent of the other

though the set is obviously highly intracorrelated. (p. 1361)

Strong ties would include close relationships between individuals with siimilaghts
and backgrounds. Strong ties involve larger time commitment, “the more frequently
persons interact with one another, the stronger their sentiments of friendship for one
another are apt to be” (Homans, 1950, p. 133).

However, weak ties of an individual are his or her acquaintances comprising a
low-density network (Granovetter, 1983, p. 202). Weak ties provide inevitable

contributions for social networks in many aspects; “From the individual’s pointwf vie
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then, weak ties are important resource in making possible mobility opportunity”
(Granovetter, 1973, p. 1373). He points out that “no strong tie is a bridge.” (p. 1364). The
concept of a “bridge” is described as the only route along which informationwenoé

can flow from one person or a network to another. Bridging weak ties are important
channels through which ideas that are socially distant from an individual mayhieac

or her. In the macro social environment “Weak ties are more likely to link memaber
different small groups than are the strong ones, which tend to be concentrated withi
particular groups.” (p. 1376). There is a similar notion about weak ties from Tamdhll
Wellman’s (2001) work, “...sparsely-knit and loosely-bounded community networks are
social resources that ramify across changing, fragmented commumit@sriect people

to the diverse resources of multiple social arenas.” (p. 274). It is importaméonber

that Weick claims higher education institutions are loosely coupled (Weick, 1991).
Weick notes that adaptability is characteristic of loosely coupling, laaulge in loosely
coupled system is continuous and improvisational rather than planned.

There was an exceptionally useful notion of network analysis: Granovetter’s
(1973) argument of weak ties and community organization allows me to predict
differential capacity of communities to act toward common goals fromrihetstes of
ties in particular community. He suggested “...examination of the network of ties
comprising a community to see whether aspects of its structure mightta®r block
organization” (p.1373), and “Trust in leaders is integrally related to the capacity t
predict and affect their behavior” (p. 1373).

My addition assumption for this study is that faculty who were embedded in

social network comprised of bridging weak ties are more likely conferreal soability

13



into the society’s mainstream of pedagogy reform. Conversely | assunfacihity are
encapsulated by their networks that are made up of strong and nonbridging ties

In summary, using Perpetuation Theory and Network Analysis lenses to examine
faculty communities provided possibilities to understanding social structndes
processes at both the macro and micro levels in higher education instithites
interacting with the society’s mainstream of pedagogy reform. The knosviddspcial
structures and processes is well beyond the normative prescription of founalrss
and work processes which allows for useful applications in management andtgpecula
on the future of change in university pedagogy.

Operational Definitions

Key concepts of the study include pedagogy, progressive pedagogies, teacher-
centered, learner (student)-centered, networks and ties, micro-macrotams)end
social intervention. They are operationally defined as:

1. Pedagogyvan Manen (1994, 2002) captures the essence of pedagogy as it is
operationally defined in this study. Pedagogy has at its root the relationship
between teachers and students. “The very term pedagogy already btitigs ou
relational quality between teacher and student, in a manner unlike any other
educational concepts such as curriculum, instruction, or teaching” (van Manen,
1994, p. 140), and, “It's only in certain relational contexts that the thinking life,
the developing identity, the moral personality, the emotional spirit, the
educational learning, and sociopsychological maturing of the young persons

occurs” (van Manen, 1994, p. 141).
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The relationship between pedagogy and teaching is also addressed by van
Manen (1994). “Teaching, as a pedagogical interaction with children, requires not
only a complex knowledge base but also an improvisational immediacy, a
virtuelike normality, and a pedagogical thoughtfulness.” (p.139). Pedagogy is the
“how” of teaching (Cuban, 1993). Teaching methods, also known as teaching
strategies, describe the various types of activities faculty employ t#hehing
(Billings & Halstead, 2005). Teaching methods so represent one dimension of
pedagogy. The focus of this study is on “how” teachers teach and their beliefs
about the quality of relationship between teachers and learners. Understanding
pedagogy is the aim of this investigation.

2. Progressive PedagogieBrogressive pedagogy is claimed to be student-centered
pedagogy (Cuban, 1993). See Student-Centered Pedagogy below.

3. Teacher-centered instructio@uban (1993) explains that the two traditions of
teaching are anchored in different views of knowledge and the relationship of
both teacher and learner to that knowledge. He maintains:

In teacher-centered instruction, knowledge is often (but not always)
“presented” to the student, who—and the metaphors from different eras and
places vary—is a “blank slate,” a “vessel to fill,” or “a duck to stuff”. (p. 8)
Teacher-centered instruction means that a teacher controls what is taught,
when, and under what conditions within a classroom. (p. 6)

4. Student-centered instructiorCuban’s (1993) definition of student-centered

instruction is used in this study as follows:
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In student-centered instruction, knowledge is often (but not always)
“discovered” by the student, who is “rich clay in the hands of an artist” or “a
garden in need of a masterful gardener.” (p. 8)

Student-centered instruction means that students exercise a substantel degre
of responsibility for what is taught, how it is learned, and for movement

within the classroom. (p. 7).

5. Ties and Social NetworkSocial networks and ties are explained by Faust and
Wasserman (1994) as relations defined by linkages among units or actors are a
fundamental component or flow of network theories, and these relational ties
(linkages) between actors or channels for resources either material or éie@mat
The phrase “social network” refers to the set of actors and the ties aneomg th
They emphasize that the unit of analysis in network analysis is not the individual,
but an entity consisting of a collection of individuals and the linkages (ties)
among them. According to Coombs (1973), “the theory of social networks is
grounded in two elementary postulates that have been with us for some time: (1)
people are in some sense ‘linked’ or joined’ by ties of affect, trust, right,
obligation, or expectation; (2) these social ties exert an influence on thedrehavi
and cognition of the participants” (p. 96).

The definition of “ties” is illuminated by Granovatter (1973) as simply the
interaction between two individuals. He maintains that ties are measunaideea
categorized as either strong or weak ties. Many researchers support the
identification and measurement of ties using the “time,” “intensity,”rhaty,”

and “reciprocity” characteristics proposed by Granovetter (1973). Granovette
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(1983) postulates that strong ties between people—e.g. kinship, friendship, love—
tend to have an inbreeding and isolating social effect, while weak ties—e.g.
acquaintance, collegiality, neighborliness—tend to have bridging and integrati
function.

Micro-Macro ConnectiondMicro-macro connections is the concept of social
process that relates the micro and macro level of social structures. According t
Granovetter (1973), the macro level of social structure is referred to corgmunit
organization, and political structure, while the micro level is referred to

individuals and small groups in society. Granovetter’'s Strength of Weak Ties
(1973) and Braddock’s Perpetuation Theories (1980) both explain the role of
interpersonal networks in bringing the micro to macro level of social stesctur
Information, ideas, and influences most likely flow through the interpersonal
networks.

. Social InterventionSocial intervention was mentioned in the study of Braddock’s
(1980) Perpetuation Theory as a way to bring about change across micro-macro
connections. In his research, desegregation was the social intervention. He found
that racial segregation in schools engendered a form of social inertia and
avoidance learning. The social intervention of desegregation he found served to
break down the self-perpetuation of racial segregation in America (Braddock,
1980). Braddock (1980) claims that school desegregation practice has affected the
networks of minority groups, resulting in opportunities to connect to the society’s
mainstream. University’s policy, programs, or measures which are intended to

change teachers’ practice in this study are perceived as social mi@nge
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Procedures

The explanatory case study research method (Yin, 1994) was used for this study
The study design was derived from Yin's (1994, 2003) explanatory case studthsince
guestions of the study mainly involved how and why of the faculty’s pedagogy reform.
According to Yin (2003), case study research is appreciative when “a ‘howhgt *
guestion is being asked about a contemporary set of events over which the investigator
has little or no control” (p. 9). Yin (1994) also asserts that the case study éaeches
strategy comprising all encompassing method—with the logic of design incongorati
specific approach to data collection and to data analysis. An embedded, ssagle-ca
design (Yin, 1994) was engaged in this study. PSU was the case, and selected faculty
were incorporated subunits of analyses.

Merriam (1988) elaborates: “A case study can test or build theory, incorporate
random or purposive sampling, and include quantitative and qualitative data” (p. 2), and
case studies offer insights into the phenomenon under study by emphasizing description
and interpretation within a bounded context. Yin (1994) claims that the case study allow
generalizing results to theoretical propositions but not to population or universe.

Approval to conduct research protecting human subjects was secured from the
study site administrators and the Institutional Review Board of Oklahcaba St
University. Those approvals are included in Appendix A
Researcher

I, as a researcher of the study, have formally worked as a faculty mamber
Prince of Songkla University for 15 years teaching administration and nmayKeti

pharmacy students. My educational backgrounds were in the areas of pharmaceutical
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sciences and business management. Currently | serve the University dsreeftdculty
teaching for the Faculty of Pharmaceutical Sciences, and in addition | havekttow

the University administration. Both of these positions provide a good opportunity to gain
insight of the influence of administrative aspects on the effectivenessfaiehef/ of

working processes, and organizational changes.

From my experience in three relating academic disciplines—a professional
pharmacist, an educator, and an administrator, | presume that the majaaitylof f
teach as they were taught and they have been brought up by their own experience in
teaching. When | work as an educator, | agree that experiences relgtirgdnof work
are useful for my teaching. Especially | am able to depict the exteneatssineeded
for practitioners, and the connections with professionals in hospitals help me imgeachi
my students. The word “pedagogy” has been used only in the recent years and a focus on
pedagogy has only occurred since the promulgating of the National Educational Act of
1999. However, the majority of faculty in the University have worked long before the
National Education Act era. They are familiar with traditional, leehased teaching;
their pedagogy is teacher-centered.

In conducting this study, | am cautious and must continue to cast the data against
the literature and not base my interpretation upon my perspectives, prefeegete
assumptions.

Data Needs and Sources

Naturalistic inquiry focuses on meaning of the context (Merriam, 1988). This

method follows the process of observing, recording, analyzing, reflectithaguiiag,

and rethinking. Merriam (1988) maintains “naturalistic inquiry, which focuses on
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meaning in context, requires a data collection instrument sensitive to undenkamgng
when gathering and interpreting data” (p. 3). Methods suggested for cujldatia of
humans are those made of human sensibilities such as interviewing, observing, and
analyzing.Purposive sampling and inductive data analysis are the ways of ensuring for
credibility, and transferability. In terms of obtaining social network,dAtasserman and
Faust (1994) suggest that structural variables measuring ties of a spadfibétiveen
pairs of actors, and composition variables—the measurement of actor attcénutes
included in network data. Network Analysis is based upon as assumption of the
importance of relationships among interacting units. Egocentric network (Gtempve
1973) or personal network (Wellman, 2007) method is undertaken for this study.
Wellman (2007) asserts, “Personal network analysts are also well positostedy the
fundamental sociological question of the relative effects of ties and natenrk
behavior.” (p. 112).

The study included four faculty from health sciences as subunits, and
administrators who involved in university academic affair. The study’s endeaeoe to
obtain qualitative data needed to explain the relationships developed among faculty and
the facilitating measures from the university for the pedagogy reform.

Context of the Case Study and Unit of Analy&® case study is about the social
network of faculty at PSU. | presume that every faculty member works undsarties
organizational administrative environment. They are freely able to accqa®tmon of
pedagogy development from university. The case study will be conducted by pelyposi
selecting faculty to examine how and why social networks involve the progressi@n of hi

or her pedagogy. Four teachers will be selected from the differentidacf health
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sciences depending on their reputation for outstanding teaching practicetdaring
current decade.

Attempts were made to obtain data that are descriptive of the relgtidiethieen
the respondents and their social networks. On the other hand, the data needed were the
characteristics of the respondent’s current pedagogy belief, most giegnesdagogy
he or she learned and used, and the situation when the change in their pedagogy might
happen.

Data Collection

Yin (1994) suggests six important sources of evidence used for case studies,
namely documentation, archival records, interviews, direct observation, paticipa
observation, and physical artifacts. In this study, three data collecticegstsatvere
employed: documentation, interviews, and direct observations.

Data Analysis

Yin (1994) asserts two general analytical strategies, “one relying oreticabr
propositions and the other beginning with a descriptive approach to the case” (p. 103),
and using them as a part of specific analytical techniques. In this stughettiics
techniquepattern-matchindogic (Yin, 1994) was used to analyze the findings. These
strategies for analysis would compare the pattern of events found in thisstiudye
predicted ones. According to the theoretical frame of this study, it is thecgpcadl
process which affects and changes individual’'s social structure or netwhirkgprocess
breaks the cycle of social inertia in changing faculty pedagogy. Iméisier, analytical
generalization (Yin, 1994), the generalization of the findings to the theoretical

propositions, was able to occur.
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The theoretical proposition describing patterns of faculty’s social nietwiothis
study was based on Granovetter’'s Strength of Weak Ties Theory. Sociogdarasng
the weak and strong ties between the respondent, and direct and indirect conndéttions w
alter (Granovetter, 1973) were created and used to describe the social npreseks
within each faculty. The solid line indicated strong ties; the broken line iedieatak
ties. Data analysis would seek to provide information on Granovetter’'s (1973) four
characteristics regarding ties that contain in each participant:drdraf time; 2)
emotional intensity; 3) intimacy; 4) reciprocal services.

Significance of the Study

This study revealed significant results to three inevitable anehgling theory,
research, and practice.
Theory

This study explored pedagogy reform by the service of Social Network Asalys
and Perpetuation Theory. Both theories provided useful guidance to explain the
phenomena of why and how faculty responded to the society’s mainstream of pedagogy
reform and university’s strategy implementation for pedagogy. The suuiciéss
approach will clarify or augment Social Network Analysis and Perpetu@heory for
use in Thai higher educational settings. With more successful exper@neging the
theories as a theoretical frame in explaining social phenomena in wiiftergtext, the
more powerful they will be.
Research

This study investigated how faculty develop and sustain progressive pedagogy

and the evidence illuminating the interplay between the university measure ald soci
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structure that ties among the faculty. In addition, this study will open epndsng in
sociological aspect for Thai educational reforms; more researches caxgdmted in
foresight. Currently doing research is one of the suggestions for policy makehatxce
Thai education reforms (ONEC, 2005).
Practice

This study enhanced the practice of education in two levels. On one hand,
administrators in higher education will have a fresh additive of social netwartiosoio
fulfill the strategy in moving teachers into the society’s mainstream. Ouothlee hand,
the findings of this study will lead the way for faculty to search and devetop m
bridging ties to foster their success in their mission and professional goa

Summary

The purpose of this study was, through the lenses of Network Analysis and
Perpetuation Theory, to examine the ties that exist among university fandltg
understand how and why PSU faculty engaged in progressive pedagogyitétigaal
approach was undertaken to gain insights and reconstruct new knowledge about using
faculty social networking to foster pedagogy reform in a university geflinis study is
useful not only to administrators in higher educational settings, but also to individuals
who are interested in studying personal networking and the applications.

Reporting

The study followed an outline. Chapter Il reviewed the literature, and Chlpte
described research methodology used to complete the study. Chapter IV présented t
data collected. Chapter V analyzed and interpreted the data. Finally, CWilapter

presented the summary, implications, conclusions and discussion.
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CHAPTER Il

REVIEW OF LITERATURE

This literature review encompasses related studies and literagardirgy the
evolution of Thai higher educational system in the age of reform and the matters of
pedagogy, the role of interpersonal networks relative to interconnection oftiualiar
group of faculty to the social mainstream of pedagogy progressives, and aatthew
applicability of perpetuation theory and network analysis to the study of setieorks.

Thai Higher Education System and the Age of Reform

The role of higher education as an essential linkage between the whole
educational process and the entire world is undeniable in the age of educatiomal refor
Watson (1981) described that higher education institutions has become increasingly
multifarious and were expected to fulfill appreciative roles on economy developnent
people’s well being. He raised various key roles both producing manpower at the highe
level necessary for the development and producing new knowledge with the importance
of application of the existing knowledgen&e the great economic crisis hit the whole
country in 1998the roles of higher education in Thailand have been revisited and re-
examined regarding the public expectation on the education system (ONEC, 2001).

Higher education in Thailand is currently recognized as an essential $gstemman
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resource development, especially in this era of globalization, where a ceuntry’
international competitiveness depends a great deal on the capability ozda<cit
thrive in a knowledge-based economy and society (Office of the Education Council:
OEC, 2006).
Higher Education System and Administration for Thailand

The National Education Act of 1999 defined higher education as that which
continues from the basic education (ONEC, 20Blgher educatiorat the diploma,
associate, and degree levels is provided in universities, institutes, codledexther
types of institutions (OEC, 2006lhai higher education institutes are traditionally
dominated by the public sectors with growing number of private sectors (OEC, 2003).

Higher education system in Thailand was drastic affected by the National
Education Act of 1999 (ONEC, 2001). According to OEC (2004), the major structural
changes of higher education were outlined by the Act. This included the amiadgaoha
the Ministry of Higher Education into the Ministry of Education, and the higher
education system is supervised by the new Commission on Higher Education (OEC,
2006). There would be more freedom to provide educational services, but with the
requirements of quality assurance. By the new administration strutie@ptnmission
on Higher Education undertakes the roleprofposing policies, development plans, and
standards for higher educatjand supervisingnd evaluating of the provision higher
educationONEC, 1999a; OEC, 2006). Clearly there are direct influences on universities
operation from the Commission on Higher Education agency by this new educational
system, and quality according to the standard requirements will play undeniable rol

affecting higher educational institutions in the coming decades.
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According to the National Education Act of 1999 amended in 2002 (ONEC,
2002), he Ministry of Education is responsible for promoting and overseeing all levels
and types of education under the administration of the state. The decision making
authority was also reoriented according to the educational reform: public highe
education institutions are able to enjoy flexibility in administration and maregdmg
transforming to be state-supervised or autonomous universities under the supervision of
the institutional council empowered by their own Acts (OEC, 2003). It was the
suggestion of the Asian Development Bank (ADB) as a consequence of the great
economic crisis 1997 for all public universities to become autonomous and Thai
Ministers decided to do &angnapaboworn, 2003).

Influences of Globalization on Thai Higher Education

The higher education system was historical begun in Thailand in 1887
(Suwanwela, n.d.). The first Thai university was Chulalongkorn University opened in
1917 (Watson, 1981). Charas Suwanwela, Professor Emeritus of Chulalongkorn
University and the member of the Regional Scientific Committee for agiahe
Pacific, evidenced that “The main objective in creating university was thetatiparof
knowledge from western countries for the modernization of Thailand.” (p. 2). Evolution
of Thai higher education is well presumed since the establishment of modem sys
higher education during 1932 — 1977 and it was promoted by the National Scheme of
Education in 1936 (ONEC, 1998). Education has been assigned to assume a full
functional role as an instrument for development since the first National Econahic a

Social development plan in 1960 (1998). During the early time, the main objectives of
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education in Thailand were directly linked to the economic development and focused on
providing medium-and-high-level manpower needed for growing economy (1998).

The National Education Scheme has been adapted over the past decades due to
the changing external and internal environment of social, economic, and podijeata
ONEC reflected the importance of globalization movement in the new eraafadati
education, “Thailand is now confronting the most drastic social changes ftbm amd
from its interconnectedness with the complex and rapid changing world. Such changes
are too overwhelming for both individuals and society to cope with” (ONEC, 1998, p. 3).

Globalization has sustained its influence on Thai economics and society and has
resulted in increased dependence on technology in the age of new education reform due
to the economic crisis in 1997 (OEC, 2002). Globalization and internationalization were
the main challenges of Thai education reform from the mid-1990s (Fry, 2002,
September)Gerald Fry, a professor of international and intercultural education who
helped ONEC studying the education situation and prepared data ford&pBted the
basic premise of the education reform as “Thailand to be internationallyetitinre, it
needed to internationalize its educational system to prepare its young pe@ple f
increasingly intercultural global era” (2002, p. 14)the age of 2% century,
globalization was perceived as major driving force for changes in countridsaby
policy makers (ONEC, 2001t affected the needs for human resources regarding
knowledge, capability, and characteristiSecial as well as educational reform was thus
indispensable in order to strengthen all sectors of the society and would caebgcuti

contribute to social and economic development for the country.
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Dr. Rung Kaewdang, Secretary-General of the National Education Commissi
Thailand addressed the situation of education reform in the final report on the second
international forum on education reform 2002 (ONEC, 2002a), “It is widely recognized
today that an on-going process of education reform is essential in order to adjust
ourselves to an ever-changing world driven by the globalization of economies and a
technological revolution” (p. 1). ONEC who is the central body in charge of formulating
policy and plan for national education made a pledge when proposing the National
Education Act of 1999, “The urgent needed reform will undoubtedly redeem the country
from the downward spiral, so that Thailand will arise in the immediate futurea®a n
of wealth, stability and dignity, capable of competing with others in this age of
globalization” (1999a, p. 1). “With draftingational Education Act (1999), there is a
shift in philosophical underpinning a major overhaul of the education system” convinced
Fry (2002, p. 18). National competitiveness and self reliance with strong commanadity
efficient management are the aims of education reform, and higher educasiceen as
an important enabling factor for the success of the national development plan
(Suwanwela, n.d.).

Higher Education Reform of Thailand

The new era National Education Reform in Thailand was initiated and catalyze
by the economic crisis in 1997. The crisis was the witness of the poor Thai human
resource development as it had been revealed by the Office of Nationali&uucat
Commission (ONEC), “Many have highlighted the lack of Thai graduates eapfabl
independent analytical thought as one factor responsible for the country's economic

downfall” (1999b, p. 1). Fry (2002, September) also evidenced that “Thailand’s current
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educational reform initiatives stem from the shock of the Asian economic¢ ¢pisis7).

At that time, Thai government realized that it was the time to make a cfaartge
national educational system, and must be enough to cultivate the intellectuditoapabi
of its citizens in the age of globalization (ONEC, 1999b).

From the year of economic crisis 1997, ONEC made efforts to bring about
national education improvement to help the country to turnaround. A list of necessary
measures was conducted to ensure the effectiveness of the reform includhimg lea
successful experiences of other countries and inevitably preparing legalgro
(ONEC, 1999a). The National Education Act of 1999 was prepared by ONEC and the bill
was successfully approved by the House of Representatives on July 1, 1999. The Bill has
become the country’s master legislation on education which provides the frdnfewor
education reform (ONEC, 1999a). Major aspects of the reform include learfong re
and administrative structure adjustment for the country’s education sySR(
1999a). Since then, a learner-centered approach becomes imperative andissteact
to learn new roles as facilitators and advisors (Khemmani, 2006). The Act has
represented an unprecedented and long over-due break from traditional Thai educational
norms such as lecturing and rote learning and instead sets the foundation for a more
creative, questioning approach to studying. It was the hope that Thais would be
developed towards more analytical and independent thteaghihg to the knowledge-
based and learning society (ONEC, 1999b).

The reform of higher education was issued as the result of rapid economic,
political, social, cultural, and technological changes due to globalization mots&eme

(ONEC, 2001). Thai higher educational reform was formulated in line with the National
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Education Act of 1999, and was clearly practical implemented when the Stsadadie
Roadmap for Higher Education Reform in Thailand was approved by the Council of
Ministers on September 16, 2003 (OEC, 2003).
Focus of the Reform

Reform, according to Kezar (2001), “refers to an innovation that is typically
exerted from the top of a system or organization, or from the outside the organization” (p.
14). Higher education reform in Thailand is considered as a planned movement from the
top of educational system which intends to improve the overall system. The main foci of
the reform regarding the Strategies and Roadmap for Higher EducatmmROEC,
2003) can be categorized as structure and process. That is to unify the admeistra
structure and to strengthen the process producing graduates. The refornmadteatime
system and structure of education is consistent with the major concerns of g#re high
education system which has been unable to attune itself to timely respond to global
changes, and consequently undermining effectiveness of national cdpalcliyg.
There is concern about the quality of educational provision, and efficiency in
management as well (ONEC, 2001).

However, many concern about the quality of teaching and learning in higher
education. Sangnapaboworn (2003, December) elaborated that the teaching and learning
in higher educational institutions were perceived as having place of too much emphasis
on memorization and contents, which did not relate to the real situation. Students were
not sufficiently cultivated with necessary skills for self-learningiced thinking,
problem solving and creative ability. Hallinger (2005) gave a convincing illicstrat

the quality of higher education,
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These same inadequacies have been identified in Thailand’s system of higher
education where there has been a traditional emphasis on memorization and
reproduction of knowledge...It, therefore, comes as no surprise that the
predominant methods of teaching and learning in use—lecture and discussion—
are not well equipped to develop these cognitive, attitudinal and skill capacities.

(p. 2)

The concerns in quality of higher education have led to the attempts of some
major universities to change from didactic teaching to more effectinesfeuch as
inquiry, self learning, problem-based learning, or else (Suwanwela, n.d.). MreAma
Sila-on (ONEC, 2002a), Chairman of the Executive Board Office for the Education
Standards and Quality Assessment, presumed if real education reform woulahoccur i
Thailand, with important direct consequences on the quality of future Thai |eaxers
citizens, depended on whether the concept of student-centered education could in fact be
successfully implanted into Thai culture. He emphasized “for every Tildito be
stimulated so that he/she can develop to his/her full potential, the role of the teache
Thailand will have to change from that of an omniscient ‘guru’ to that of a faaijta
‘coach™ (p. 92).

Learner-oriented education had been developed after extensive research was
conducted by ONEC, and close scrutiny by scholars (ONEC, 1999a). According to the
National Education Act B.E. 2542 (ONEC, 2002), learning reform is at the heart of all
concerned. The Section 22 states, “Education shall be based on the principle that all
learners are capable of learning and self-development, and are regarded asdsei

important. The teaching-learning process shall aim at enabling therketrmevelop
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themselves at their own pace and to the best of their potential” (2002, p. 4). Professor
Emeritus Dr. Prawase Washairman of the Learning Reform Sub-commission claimed
that learning with the focus on learners or a learner-centered approacheaeanglin a
real situation, and teachers should facilitate their students to learn fromeagper
activities, and work (Sub-Committees on Learning Reform of the National tmhuca
Commission, 2000). He believed that the development of learners would be in all aspects
— physical, mental, and spiritual. He urged teachers, parents, students, agtoigjsind

all concerned to be appreciative of learning reform; particularly teagharld refrain

from simply transferring subject matter to fully appreciate thenpialdeof individual

students with love and attention, and learned on an interactive basis with their Students
real situations.

More concern about how good learner-centered approach is perceived by people
who are responsible for education. According to Sila-on (ONEC, 2002a), many people
associated with education in Thailand do not really understand what studen¢atenter
learning is. Clarification of the learner-centered concept to pawits including
educators, administrators, teachers, learners, and all concerned withoedlipabvision
has been emphasized by the Sub-Committees on Learning Reform of the INationa
Education Commission (2000). Teaching by learner-centered approach has been
unfamiliar for Thai teachers, administrators and parents who dwell in rhaitidnal
teaching circumstance for a long time (Sub-Committees on LeareifogrR of the
National Education Commission, 2000).

Intuitively, attitude of teachers can be assumed another focus of change in Thai

educational reform. According to Kezar (2001), “becoming more student-centered or
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having a more intellectual environment might be an attitude change with naistroct
process changes” (p. 19). Senge (1990) asserts that a change in strtictuwrteaxchange
in attitude does not really reflect change. Teaching methods and the role ofg¢eacher
relating to their students, and teachers themselves are thus indispelesabld oef the
guality of higher education and are vulnerable to reform. How teaching methods and the
role of teachers relate to the tepedagogywill be reviewed in the following section.
The Matters of Pedagogy in Thai Educational Reform

“Learner reform is at the heart of education reform” said Wasi (Subrtittees
on Learning Reform of the National Education Commission, 2000, p. I). However, Wasi
believed that adopting the learner-centered did not result in lesseningrgactes or
their importance, but they would play more prominent roles to enable their students to
learn leading to development in all aspects—physical, mental, social atetciorsl
Teachers as convinced by Darling-Hammond (1997) are the criticat e mf
successful learning because teachers are those who know a lot about teathing a
learning and who work in environments that allow them to know students well. By this
sense, teaching reform is therefore indispensable for Thai educationad.refor
Foundation of Pedagogy

Recognizing the importance of teaching and learning reform in fostering Tha
education reform, pedagogy is the word that may explain most of the situatiooharea
and their teaching methods, and the roles that reflect the required relationshhewith t
students to enhance them to ledadagogyby meaning is ‘the study of teaching

methods’ (Wehmeier, 2000), or “the methods and principles of teaching” (Rundell, 2002,
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p. 1028). However the meanings in this broad sense seem not enough to reflect what the
education really means for student development.

From my literature review, Max van Manen (1994, 2002) is the person who may
mostly involve the concept of pedagogy. His works with researching lived experie
methodology has articulated pedagogy in many aspects including education. van Manen
(2002) proposes, “I will adopt the word pedagogy here to avoid and possibly correct two
dangers of the temporary discourse in education: (1) to restore a forgotten or absent
relation between adults and children, and (2) to remove some of the barriers that prevent
‘educational’ thought from being truly educational” (p. 30). Pedagogy, according to van
Manen (2002), is thmmfluencebetween educators and students, not all influence but the
one withpedagogical intentHe maintains that the notion of pedagogy always assumes
that there exists a personal learning relationship between people, ustwdigriban
adult who is an experienced person and a child who is a relatively inexperienced or not-
so-yet mature person. Through this relation pedagogical influence can flow argl bring
something into being for the child in real-life situations, and the child will grow and be
developed. In van Manen'’s point of view, pedagogy is the excellence of teachingebecaus
it helps identify the essence of true teaching (2002).

Walker (2006) takes pedagogy to mean the method of teaching as well, but in the
widest sense. Melanie Walker is a professor of higher education at the Unigérsit
Nottingham. She prefers to extend the meaning beyond only the role of the lecturer
teacher. “It (pedagogy) involves not only who teaches, but also who is taught (and of
course is interwoven with what is taught—the curriculum), and the contextual conditions

under which such teaching and learning takes place” (2006, p. 12). In van Manen’s point
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of view, pedagogy does not equate instruction, or curriculum (van Manen, 2002). The
terms pedagogy and teaching are interrelating but they are not idendieatpldins how
teaching closely relates to pedagogy:

Teaching, as a pedagogical interaction with children, requires not only@esom

knowledge base but also an improvisational immediacy, a virtuelike normativity,

and a pedagogical thoughtfulness that differs from the reflective wisdom

(phronesis) of other practitioners. The classroom life of teachers is difficult

especially because it is virtuelike, improvisational, and pedagogical. (1994, p.

139)

In addition, Dewey (1916) emphasized that “nothing has brought pedagogical titeory i
greater disrepute than the belief that it is identified with the handling owdbete

recipes and models to be followed in teaching.” (p. 1@8jlagogyis therefore

prominent for the education reform, however, the term is rarely familiaetniversity.
The termpedagogye-emerged on PSU’s administrative terrain in a seminar of the
Meeting of Deans titled “Present Future Teaching and Learning of PSWEy 2008
(Siribumrungsukha2008) after a long time absence.

Clearly defining of the related terms for education helps understand boure a
what and how educational reform strategies apply on teaching and learningspoce
appreciate the principle of education reform of the National Education Act. Tamter
Tanner (2007) propose that the terms teaching and instruction are generally
interchangeable, and that teaching is used in a broader sense as a viedlytha
experience in the art of communication while instruction appears to be largely

behavioristic such as narrow sequencing of material, specifying and paeargl @&nd
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punishment. They also propose the definition of curriculum, “that reconstruction of

knowledge and experience that enables the learner to grow in exercisgeimteibntrol

of subsequent knowledge and experience” (p. 121). In particular, van Manen (2002)

precisely defines the meaning of these terms as the following:
Again, one difference is thaedagogyescribes a wider domain of adult-child
relations than teaching. The teteachingis usually applied to more formal
influence in school teaching or in church teaching of religion. The term teaching
is less commonly applied to parenting and other influences by adults on child.
Sometime teaching is referred to as the content of the relation betweemea lea
and some aspect of the environment. In contrast, the notion pedagogy always
assumes that there exists a personal learning relationship between paayle, u
between an adult and a child. (p. 29-30)

An immediate difference between the notions of curriculum and pedagogy
is that the former tends to focus on the stuff of education and on the organization,
management, planning, structuring, selecting, justifying, and progranohing
subject matters and teaching and learning process. Theuericulumtends to
orient us away from the young person toward the structures and phrasey of stud
at an educational institution. The tepedagogyby contrast tends to bring out the
human or personalistic elements of education and childrearing. (p. 29)

Instructionis more impersonal and less subjective term teaching.The
use ofinstructionsuggests a desire to stick to the more systemic, classifiable, and
measurable interactions and interventions that educators use to implement the

curriculum. Curriculum and instruction often imply a view of educating children
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that is a producing of planned teaching/learning outcomes and other educational
objectives. (p. 29)
The exceptional point which makes pedagogy different from other terms like
teaching, instruction, curriculum, or even education is pedagogical intent @@eniV
2002). Pedagogical intent is aimed at strengthening as much as possible interdions
gualities of the child, and the child’s contingent possibilities for positive being and
becoming. van Manen (2002) deliberates the becoming of a child as a change of sel
which is tied to the special character of the world of the child—knowledge, emotions
interests, feelings, skills, and understandings. Any pedagogical intentids toeespect
the child for what he or she is and what he or she can become. “We need to realize that
pedagogical intents are not simply intellectual convictions or curriculans@nd
learning objectives that we have committed to paper. Pedagogical ineentsaved in
all our active and reflective distinctions between what is good and what is notog@od f
child” asserted van Manen (p. 19).
Pedagogy and Higher Education
Focusing on higher education, Walker (2006) uses the service of pedagogy to
connect broader social trends with student learning opportunities and outcomes, and to
suggest hopeful possibilities for future. She proposes the essential of pedagodein hi
education in this way:
Higher education, as with the schooling that precedes it, involves a remaking self,
a process of identity formation, as new knowledge and understandings develop
and previous knowledge of self and of the world is reframed in a process of

learning. But we cannot guarantee that this reframing will occur, or insist tha
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occurs in the way we might wish. We can, however, provide that pedagogical

conditions—“educate in such a way”"—that educational development that supports

human flourishing is enabled. (2006, p. 19).

Teaching alone is therefore not enough to help higher education to fulfill its teltama
of educating graduates according to Walker (2006).

The importance of pedagogy for higher education is supported by Barnett and
Hallam (1999). They perceive in the way that pedagogies enable graduatesvelyposi
effect change in the world of uncertainty, challenge and turbulence, and to have the
enduring will to do so. “Responsibility is placed on the self for surviving in an uncertai
world. In turn, if this call is to be heeded, pedagogies in higher education will ptaguma
need to be those that foster such human qualities” (Barnett & Hallam, 1999, p. 138).
Pedagogy and the National Education Act

The concept gbedagogyhelps fulfill the principle of the current education
reform rather than teaching-learning itself in two accounts. First, pgitadjotent (van
Manen, 2002) and pedagogical interaction contains the aim of strengthening the
intentions and possibilities for positive being and becoming of a child as a dfeseie
which is tied to the special character of the world of the child. Comparing with the
National Education Act of 1999, the educational principle aims at the full development of
Thai people in all aspects not only knowledge, but also other aspects including morality
integrity, and desirable way of life (ONEC, 1999a). Spiecker (1982) as wcitehi
Manen (1994) asserts that human development and personal becoming are only possible
in a pedagogical relation. The consistency between the concept of pedagogy and the

principle of education is also supported by Barnett & Hallam (1999).
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The other account goes to flearner-centerecpproach. Learner-centered
approach of the National Education Reform was elicited by many scholars ianthal
learner-centered approach becomes imperative, and there is essentidilfr@ns
focusing on subject matter to focusing on human beings or learners according to the
National Educational Act of 1999 (Sub-Committees on Learning Reform of thenidhti
Education Commission, 2000; Khemmani, 2006). Khemmani (2006) asserts that “This
(learner-centered) approach necessitates a learner’s participgpierception, thinking,
action, and evaluation. Teachers and instructors need to learn new rolebtasfaand
advisors, design learning activities and experiences, provide encouragerdassiat
learners in playing their new roles” (p. 118). Wasi gives an important notion beteac
and students relationship in this new approach, he proposes that love and attention need
to be given to individual students in addition to varied learning experiences that serve
students’ need, and based on real situations (2000). My intention is to compare the
learner-centered approach with the concept of pedagogy.

When van Manen (2003) maintains that “Pedagogy orients us to the child” (p.
30), he means the orientation is by love or concern for children, not by the disatteres
attitude of object. Pedagogical relation in education contains pedagogicalnhtent
directs toward student’s growth and development. “Any pedagogical intentiontneeds
respect the child for what he or she is and what he or she can become.” statedean Ma
(2002, p. 19). The learner-centered notion in Thai National Education Reform is already
meant to reside in the concept of pedagogy. However, van Manen (1994) concerns about
the misinterpretation of the traditional child-centered (progressive) and dahgev|

centered for the interest in pedagogy. He argues that “The question whethehex {or
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school) is pedagogically sensitive is neutral toward the philosophical cieentat
underlying the teacher’s (school’s) program” (1994, p.139).

According to Cuban (1993), learner-centered instruction is used as a synonym for
progressive practices. Parker’s work in Quincy was claimed the beginninggoégsive
education movement by Tanner and Tanner (2007). Parker believed that methods of
teaching should be patterned on the child’s natural way of learning. Gallagher (2002)
argues that the meaning of progressive in education was little consensuseclosig t
movement since the late nineteenth centuries. In Cuban’s point of view, progressive
instruction differs from the traditional because it connects content to reaitliations,
emphasizes on understanding concept rather than facts, and integrates caggnt ac
disciplinary boundaries. In 1981 John Dewey supplied the theory and progressive
educational model and he urged a changeover from traditional education to child-
centered public school for all (Parker, 1993). Dewey wanted his students to become
independent, knowledgeable, and contributing citizens.

In my opinion, the excellence of teaching can be appreciated by both knowledge-
centered and learner-centered instruction. However, it is important to emphasize
faculty in the age of educational reform is honored for their attempt to adopuléudte
pedagogical intent in addition to experience the learner-centered irstaudti this
study | use the term progressive to reflect the development of facultydgqggin the
direction of the learning reform.

In summary, the very terpedagogyn educational discourse is fabulous and
essential for those who are responsible for bringing up children to grow and develop to be

mature adult, or enabling human flourishing. Pedagogy means more than teaching or
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instruction, and curriculum for the sake of educational achievement. The concept of
pedagogy covers the indispensable aspects of education achievement ineladiegd
identity and knowledge. “Education will henceforth be the process of enabling students to
acquire knowledge as well as moral values” emphasized the Sub-Coraroittee
Learning Reform of the National Education Commission (2000, p. 1). The quality of
teachers and pedagogical intent is undeniable ingredient for the achievement.
Intentionally the principle of the National Education Act for teaching-lagris nicely
consistent with the concept of pedagogy. “Pedagogy is the excellence afggachi
maintained van Manen (2002, p. 30). In a word, to achieve teaching excellence teachers
need to undertake pedagogical intent and subsequently the education reform kwill reac
the ultimate goal of Thai education.
Road to Teaching Excellence for Thai Universities

To begin with the problematic situation of teaching and learning process of Thai
education|ecturing like the sage on statgaching method andte memorization
learning style as mentioned early in the study are the root of educationahpadble
Thailand, the situation of teaching and learning quality of Thai universitrest &n
exception (Sangnapaboworn, 2003; Hallinger, 200B¢ Commission on Higher
Education CHE (2008) reveals the weakness of higher education institutions, “over 140
under supervision of the Commission on Higher Education in 2007, low education
quality, limited staff and resources, and with declining school students (p. 9)yQtear
appears to be the intention of the National Education Act of 1999 to remake teaching-
learning process to enable learners to develop themselves at their own pace and to the

best of their potentiality (ONEC, 2002).
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Looking ahead, the strategies to reform teaching and learning in highatieduc
have mainly focus on the principles that higher education serves as a mecbanism t
enhance national competitiveness in the international arena of the country (OEC, 2003)
with the awareness of the changing economic structure of the country, zatibali
technological development and information-driven world (CHE, 2008). According to
CHE (2008), in the age of globalization, the public expects universities as natiomal
movers for competitiveness. The reform of teaching and learning aims to enable the
learners to acquire critical thinking skills and creative thinking, abilibeprfoblem-
solving, desiring for lifelong learning and self-dependence with capatilattaining
social benefits (OEC, 2003). Mechanisms and guidelines for implementing the o#form
teaching and learning in higher education (OEC, 2003) was established iraaceord
with the Strategies and Roadmap for Higher Education Reform and the National
Education Act of 1999 (and amendment 2002). The current implemented strategies and
measures to support teaching development can be summarized as in the following
section.
National Provisions of Education Reform

To ensure the effectiveness of the education reform, the National Education Act
did not only give the direction and concept of the reform, but also the provisional scheme
that would lead to the adoption of the learner-centered approach. The provisions of
educational standards and quality assurance, faculty staff development, aattbedlic
technologies were stipulated in the Laws so that educational institutionsigaion in
the National Education Reform would be ensured. These will generate influences on

faculty staff, and can be illustrated as in the followings (ONEC, 1999a).
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1. The Office for National Education Standards and Quality Assessment
(ONESQA) was established to conduct external evaluation of educational
achievement and a package of criteria and methods of evaluation for
educational institutions was developed. By the Law, all educational
institutions are subjected to receive external quality evaluation ableces
every five years. There will be corrective consequences for any ftoluneet
the required standards.

2. The faculty staff development is promoted by the Law in order to enhance
their capabilities and becoming highly respected profession. The State is
obligated to allocate sufficient funds for the development and rewards.

3. Production and application of technologies for education is also promoted by
the Law. Information technology and communication, and technologies for
production and refinement of literacy media such as textbooks are supported
by the State funds.

Officially Thai universities are obligated to comply with the scham@der to

earn quality of education management credit and financial support from teeT3iiatis
the way to implement the National Education Reform for Thailand.
What of the National Education Reform Affects Faculty’s Pedagogy
Focusing on how the National Education Reform influences on faculty staff who
dwell in their settings and work routinely, there are at least three govatalragencies
that generate push and pull strategies to foster the higher educationaionsti
function, namely CHE, ONESQA, and the Public Sector Development Commission

(PDC). The newly established government agency by the National Education Act of
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1999, CHE, takes the roles of monitoring, inspection, and evaluation of the provision of
higher education (ONEC, 1999a). The role of PDC is to promote the good governance of
governmental service by implementing tangible and intangible incenthnRI3EON.d.).

All these agencies work with universities on the educational quality standardsit@ria
(OQA, 2008b).

Among the implemented strategies to encourage faculty staff to adoptiedaica
progressives, the quality assurance push significantly influences on the ityis/ers
administrators. Change in educational quality will directly affect uniyessieputation
and ranking. Universities are encouraged to work in accordance with the agregd qualit
standards (OQA, 2008b, OEC, 2004). In 2003 there was a ministerial regulation
stipulating the system, criteria, and quality assurance methodology for higlvatienal
institutions to conform (Royal Thai Government Gazette, 2003, August). Thatiegul
engages universities and faculties to develop quality assurance systempained ped-
assessment report reflecting all the components of education quality.

To anticipate the governmental approach, PSU has developed the quality
assurance scheme according to the regulation and the advice of ONESQA since 2001 and
implemented across the university (OQA, 2008b). According to the resolution of the
University Personnel Administration Committees (Division of Personnél P&03,
November 10), the university engages the faculty administrators and faatflty s
participate in the education reform activities by putting this issue on theactntalled
terms of reference (TORJhe resolution said that all the deans and heads of department
and faculty staff of the university are monitored and evaluated according tOke T

There are TORs of the deans showing on the web site of the Division of Personnel PSU:
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http://www.personnel.psu.ac.th/perl6.htifihe influence flows through the faculty

administrators to individual faculty staff by contract mechanism. Accgrdirthe
Division of Personnel (2003, November 10), the TOR consists of key performance
indicators (KPIs) which will be used for evaluation. However, these KPIs are not
independent from the university’s policy. How the university perceives whatfaotief
to reform faculty staff pedagogy is reflected in the quality assuraheensc(OQA,
2006, 2008a).

Regarding how faculty staff can learn how to teach, it is necessaryeaw i
teacher training and development in Thailand. Teacher training is undoubtedly the
required strategy for higher education as many admit that the problem of in@dequat
teaching capability is persistent in higher education system. The@itwhtieacher
training in Thailand is revealed by ADB (2002, March) that “The present approach to
teacher development in Thailand is very fragmented causing a lot of confusion and
duplication” (p. 20). ADB calls for a national framework for teacher development. For
the higher education, OEC (2003) proposed to establish a system for continuous
development of faculty staff. The Commission on Higher Education (2008) also set up a
plan for staff development as “New dimensions must be brought into staff development,
namely mentoring in teaching, learning and university management, researahycapa
strengthening, appreciation of and expertise in profession relating totres@ademic
disciplines, and socialization process” (p. 11-12). The expectation for facultyCliif's
point of view is more than teaching. Faculty need to be capable for other undeniable roles
like researching as well. However, currently faculty staff developmidéirdegpends on

individual university and waits for the time to be realistic.
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Networking of universities among the various dimensions in teaching,
researching, staff development, and community services is appreciativelldne
promoted by incentives (CHE, 2008). The networks are expected to increase efficienc
and to build mutual trust among faculty staff. From my literature reviesynd that
there was no formal linkage between teacher agencies and faculip staiffersities.
Teacher agency like the Teacher Council of Thailand is legally respormible f
supervising and licensing teachers who teach in the lower level of education not the
higher education (Royal Thai Government Gazette, 2003, June). However, ung/ersitie
have contributed in teacher education. According to ADB (2002, March), there are 229
university faculties of education that are engaged in teacher developraeny; im
education research and postgraduate training.

Summary

As universities in Thailand experienced the National Education Reform and the
unavoidable competition in the world of globalization, they were expected to cultivate
graduates of quality, capable of lifelong work and adjustment to support shktaina
development of Thailand. In so doing, teachers or faculty (as we always userthi®m
those who work in higher educational institutions) is the critical element feutttess
of the educational reform. However, teachers or faculty are familibrtiaiditional
teaching methods like lecturing. They are needed to be developed and encouraged to
change their teaching according to the National Education Reform. Pedagbgy i
excellence of teaching and it can explain most of the principle of the requireatieduc
scheme. The idea of progressive education reflects the learner-ceraetedge

methodology dimension. Pedagogy is considered the appropriate concept for teaching
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development. Universities including PSU are influenced by the national refategsts,
and contract mechanism called term of reference (TOR) formallygeagmiversity
administrators and faculty to the mainstream of National Education Reform.

The Importance of Informal Relationships and Theories

Thai universities exist in a realm of a great divide, for example, lsimiget,

maturity, quality of staff and students, and reputation. Even though each

university or discipline is excellent, without cooperation, synergy, and clear
division of labor that would lead to building up specific expertise, serving the
country of its complex and myriad needs would be difficult.—The Commission

on Higher Education, Thailand. (2008, p. 12)

Thai universities are now in the world of globalization and competitive
environment with fast moving of information technology. Higher education has
experienced the attempts of the governmental agencies and needs to makeaa move t
participate the social mainstream of National Education Reform. The Ndfdueation
Act of 1999 has represented an unprecedented and long over-due break from traditional
Thai educational norms such as lecturing and rote learning and instead sets the
foundation for a more creative, questioning approach to studying (ONEC, 1999b).
Planned change for faculty was established in higher educational instiinthsng
push and pull strategies, namely strategic planning and quality assurageleas
mentioned in the former section. However, change of how faculty teach seemsdlow a
inadequate during the past decade. Theories of informal relationships infermnatie

perspective of change and even more powerful.
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Perpetuation Theory (Braddock, 1980; Wells & Crain, 1994) provides a useful
conceptual framework to explain why faculty perpetuate teaching witinattiéional
pedagogy, and how faculty acclimate in a community setting. Network gisaly
(Granovetter, 1973, 1976, 1983) allows not only the examination of teachers’ ties and
their impact on diffusion of influence and information, mobility and opportunity, but also
can help in predicting differential capacity of communities to act towardam goals.
Network Analysis and Perpetuation Theory will serve as the theoreacaéwork for
this study. Both theories lend themselves to the naturalistic inquiry approaclosiu pr
useful lenses from which to examine the implementation of organizationaystsate
fostering pedagogy reform in higher educational setting.

Perpetuation Theory

Braddock’s Perpetuation Theory maintains that segregation tends to perpetua
itself “across the stages of the life cycle and across institutions wheiduals have not
had sustained experiences in desegregation settings earlier in life”r(MoB &

Braddock, 1981, p. 149). Perpetuation theory emerged as a result of Braddock’s (1980)
study of the effects of social intervention like school desegregation on the behaviora
outcomes. Braddock (1980) derived the theory from the former work of racial

segregation in America especially Pettigrew (1965) who suggested that bereks w

reluctant to full advantage of the educational opportunity of the school desegregation
because of the uneasiness and uncertainty about the new situations and became self-
perpetuation. Nevertheless, Braddock (1980) found that black students who were exposed
to desegregated setting were more likely to attend a predominantly whétgecof

university than their counterparts who graduated from segregated high scheols. T
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theory could be useful to explain the social phenomenon when social environment like
university engender faculty’s encapsulation in traditional pedagogy andi laaoning.
Faculty who teach students by using the same traditional pedagogy from tin@arxpgf
their career and stay status quo along the way may be considered sinhiéasadcitl
phenomenon in Braddock’s Perpetuation Theory since the macro status of traditional
pedagogy is still prevailing despite the intentional national education reforay.poli
Likewise, Hartrup (1998) supports Braddock’s (1980) Perpetuation Theory.
Hartrup (1998) makes a claim, “it is not only the environments to which a person is
exposed that affect the individual’s perception of those environments, but his or her
subjective experience of them, that ultimately shapes that person’s oburse
development” (p.85). Hartrup (1998) states that individuals purposely choose to function
in specific environments which have particular norms and standards “by chawsing t
affiliate with certain peers” (p. 86). The choices accord individuals aczesstain other
peers. By this way the individuals also establish an indirect relationshipheifieer’
peers who likely operate in similar environments with similar norms and stan@atgs
perpetuation of norms and standards occur through the interaction choices made.
Wells and Crain’s (1994) work helps incorporate Perpetuation Theory alongside
with network theory to underpin the reality of how segregation and the isolationofycle
the minority is broken down because of the difficulty of gaining access itatrit
information. Whereas Perpetuation Theory elicits that social interventaiagpi—
school desegregation—has long-term effects on breaking down the self-pangetuat
cycle of racial segregation in America, and that the intervention doesafiacthe

movement of Blacks into mainstream in a number of ways (Braddock, 1980). Wells and
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Crain (1994) point out that there are various junctures at which the cycle can be broken
by black students who have access to information about better educational and
occupational opportunities. Braddock (1980) suggests that Blacks who attend
desegregated schools may develop networks with people in the mainstreamn@ells a
Crain (1994) emphasizes, “Still, in our study of network analysis we are insgited b

old adage that who you know is as important (or even more important) in social mobility
as what you know” (p. 533).

Granovetter’s (1973, 1983) network theory articulates the importance wetie
tiesor informal interpersonal networks, which might consist of acquaintances and friends
of friends through whom information, influence, and other opportunities can be
dispersed. These weak ties are the conductors of the beneficial ideas that would®the
be outside the individual’'s experience and without weak ties the information, influence,
and opportunity might not reach him or her (Wells & Crain, 1994). This leads to the
reason why the study focuses on Network Analysis to examine the phenomenon of
faculty’s acclimation into the mainstream of pedagogy reform. Faatio/have
connections of weak ties which may be by chance or intentionally would have
opportunities to break the cycle of teaching by traditional methods and confer
pedagogical progressives of the social mainstream.

Network Analysis

Network Analysis has emerged in social and behavioral sciencestas a se
concepts and methods in such a distinct perspective to examine a social phenomenon
focusing on social entities and relationships among them. Cross, Parker, sonl Sas

(2003) elaborate: “It (network analysis) makes the invisible web of relaipmbetween
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people visible and thus helps managers make informed decisions for improving both their
own and their group’s performance” (p. 9). The central principles underlyingtitherke
perspectives postulated by Wasserman and Faust (1994) are the relatiogisconc
According to Wasserman and Faust (1994), “the social network perspective views
characteristics of the social units as arising out of structural ororehprocesses or

focuses on the properties of the relational systems themselves” (p. 8). &ke fducial
network” refers to the set of actors and the ties among them.

Social networks are the central concept in explaining the phenomenon of Black or
minority students’ perpetuation of racial segregation and how school desegregation
breaks down the self-perpetuating cycle. In macro-level, school desegregatisncial
intervention strategy that affects intergroup attitudes and interacti@nrpattBlack
communities which leads to the change of their social network composition. larthad p
micro-level, individual minority attitudes, belief of racial fear and distans
acknowledged. Wells and Crain (1994) elicit from Braddock’s work, “the micraemac
connections inherent in the flow of information and opportunities through interpersonal
networks” (p.534). The long-term effects of school desegregation are the conseaience
the change in social network of black students and affect Black students to accoenmodat
the need for change social mobility—the aspirations of high school students,
educational attainment, and occupational attainment and adult social network &WVell
Crain, 1994). Blacks who attend desegregated schools may develop networks and move
into the society’s mainstream in a number of ways, while others were neweledfthe
opportunity to test their racial belief and remain reluctant to test them andelisbe

alterations (Braddock, 1980). The tesocial mobilityis used as an important variable to
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measure micro-foundation of individuals, and their response to the changing social
environment (Tsoukalas, 2007).

Tsoukalas (2007) claims that Granovetter’'s (1973, 1888nhgth of Weak Ties
Theory (SWThelps build a bridge to important question of how individuals and social
groups accommodate the need for change in their life situatiosparad mobilityis one
of the general strategies for adapting to a changing socio-economic eramtonm
Tsoukalas (2007) describes the temaial mobilityas a belief structure which implies
that individuals perceive the boundaries of social groups as permeable. Indivithoal
want to further their personal and social standing may choose to move for #&éetvat
group to a more attractive one. He maintains, “Social mobility strateggies the status
guo unchanged by lessening the perception of interest conflict in society anchwwgake
the cohesiveness and group action potential of subordinate groups” (p. 64).

Underlying this theoretical presentation is the presumption that internslat
between implementing strategy and network structures exist, and eithereposit
negative consequences may be created. Administrators as change agentstieeed t
aware of both intended or unintended outcomes as well as ways to identify the complex
sets of outcomes that can result from the change process” (Kezar, 2001, p. Z3). Cros
Parker, and Sasson (2001) offer insight for administrators by pointing odeyzte
their best efforts to create change, “Unfortunately, critical inébmetworks often
compete with and are fragmented by such aspects of organizations as farobatestr
work process, human resource practices, leadership style, and culture” (p. 8)aivell
(1983) emphasizes that the most direct way to study a social structure /e dme

patterns of ties linking its members while the pattern of ties in a network psovide
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significant opportunities and constrains the access of people and institutions to such
resources as information, wealth, and power.
Granovetter (1983) elaborates the importance of why to concern the strength of
ties in social networks:
Ego (an arbitrarily selected individual) will have a collection of close-kieihdis,
most of who are in touch with one another—a densely knit clump of social
structure. Moreover, Ego will have a collection of acquaintances, few of who
know one another. Each of these acquaintances, however, is likely to have close
friends in his own right and therefore to be enmeshed in a closely knit clump of
social structure, but one difference from Ego’s. The weak tie between Egosand hi
acquaintance, therefore, becomes not only a trivia acquaintance tie buarather
crucialbridge between the two densely knit clumps of close friends...these
clumps would not, in fact, be connected to one another at all were it not for the
existence of weak ties. (p. 202)
Granovetter (1973, 1983) posits tkabng tiessuch as relatives, friends, or neighbors
tend to have an inbreeding and isolating social effect, in comtest tiedike
acquaintances, collegiality tend to haveriaging and integrating function. He suggests
that demography, coalition structure, and mobility and with the help of network ianalys
are special important in developing micro-macro linkage. The concept of
macrointegration (Friedkin 1980, as cited in Granovetter, 1983) can explain the crucial
function of weak ties in social integration of differentiated populations.
The concept of aridgeis significant for social system. Granovetter (1973) elicits

that abridgeis indispensable since it provides the only route along which information or
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influence can flow from any contact of an individual to any contact of anotherdodivi
of social networks, and, so do the indirectly connected to the individuals consequently.
Granovetter (1973) maintains “no strong tie is a bridge” (p. 1364). However, not all weak
ties are bridging ties. Granovetter (1973) divides individual's network into thatnpae
up of strong and nonbridging weak ties, and that of bridging weak ties. He emphasized on
theindirect contactghat “such tiegindirect contactsare then of importance not only in
ego’s manipulation of networks, but also in that they are the channels through which
ideas, influences, or information socially distant from ego may reach him” (p. 1370-
1371).

How particular ties can bridge among individuals or networks is consisitént w
the studies of Coser (1975 as cited in Granovetter, 1983) and Tsoukalas (2007). Both
worked on cognitive concept of individual’'s behavior. Coser (1975) appreciates the
elaborated codes of communication rather than restricted ones during the indsvidual
connecting with others in social system since “the elaborated speedh fiesulthe
ability to put oneself in imagination in the position of each role partner in relatidin to a
others, including oneself” (Granovetter, 1983, p. 204). Coser (1975) relates the
development of intellectual flexibility to individual’s network, and assertssinang ties
may prevent individuals from articulating their roles in relation to the codqtigle of the
outside world. Granovetter (1983) maintains that there is the need for cognitive
flexibility, and that, “The absence of flexibility may have inhibited aigation against
urban renewal, since the ability to function in complex voluntary organizations may
depend on a habit of mind that permits one to assess the needs, motives, and actions of a

great variety of different people simultaneously” (p. 205). Granovetter (1983) sizgtha
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that upper-class individuals may suffer a lack of cognitive flexibility duée cloistered
features.

The cognitive view of bridging weak ties is supported by Tsoukalas’s (2007)
work. Tsoukalas (2007) claims, “Our measures (attempts to influence a souagabkgr
performance must, so to speak, be formulated in a ‘language’ that the groubis chpa
understanding.” (p. 71). Tsoukalas (2007) combines Granovetter’s (1981) Network
Theory with Whitehouse’s (1995) Cognitive Theory of Religiosity to make a c¢haaim
different ways of encoding a group’s ideology can have differential sociateféading
to corresponding differences in group consciousness and group behavior, and how a
group’s ideology relates to the strength of ties. Likewise Tsoukalas (R880ses that
for the groups with the existencelwidging weak tiesvill acquire the opportunity for
social mobility on the contrary, for the groups which are lack of bridging ties would
seem to be harder to approach and penetrate from an outside individual, so it results
social inbreeding and would needacial changestrategy. Drawing on the cognitive
view of social ties, faculty may experience both of the group’s ideologytherefore
appropriate to examine how the university implements the reform strategles, a
speculate the consequences.

Breiger (1990) connotes the meaningao€ial mobilityas “process and individual
or social change” and “sociologists of mobility regard the structure (speieésin
which mobility occurs as a reality independent of the extent and direction ofityid(pil
11). Tsoukalas (2007) helps elaborate the concesa@él mobilityas the situation that
“individuals wanting to further their personal and social standing may choose to move

from a less attractive group to a more attractive one. Such a move, if sugaesgers a
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more positive social identity.” (p. 64). Breiger (1990) percesaesal mobilityas it could
be change in people move and the meaning they attribute to social units. In addition,
Breiger (1990) elicits the meaning sdcial changen social networks approach as
“numerous individual-level changes in connections nonetheless leave both the
macropattern of relationships and the aggregated units intact” (p. 7).

To determine whether relationships in social network are weak ties oy sgen
Granovetter (1973) maintains:

the strength of a tie is a (probably linear) combination of the amount of time, the

emotional intensity, the intimacy (mutual confiding), and the reciprocalcesrvi

which characterize the tie. Each of these is somewhat dependent of the other

though the set is obviously highly intracorrelated. (p. 1361)

Strong ties involve larger time commitment, “the more frequently peratgract
with one another, the stronger their sentiments of friendship for one another are apt to be
(Homans, 1950, p. 133). However, Major (1999) found that frequency of contacts might
not be a good indicator of the strength of a tie since it could be the result of cdntextua
factors such as place of work setting. Time, therefore might be a supportivatandic
the other characteristics of ties.

The emotional intensity deals with the commitment that individuals engage
themselves to their groups. Major (1999) claims, “Strong ties have a history and & mutua
commitment to the continuation (time) of the relationship. Weak ties, on the other hand,
lack these feature and at the extreme are one-shot transactions with loenamoti
intensity, no history, and no future commitment” (p.26). Tsoukalas (2007) elicits

emotional intensity from group’s ideology that tends to remain isolated doehse
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cohesion and emotional revelatory potential leading to the lack of channels forethe spr
of new ideas. Likewise, individuals who spend their time working together rigidaa
long continuation and experience of success or failure together, the relatienship i
considered to be strong tie.

The intimacy (mutual confiding) of ties deals with the similarity ofvidiials in
a group (Granovetter, 1983). Strong ties would include close relationships between
individuals with similar thoughts and backgrounds. Granovetter (1973) describes the
situation of strong ties when an individual want his own feeling to be congruent with
those of his good friend will result a psychological strain, while weak ties woudd ha
less. Major (1999) supports the claim that strong ties would indicate shared knowledge
where weak ties would indicate diverse knowledge. The intimacy of tiesfaiteerean
be gauged from the closeness of relationship like good friends or faculty with the sam
educational preparation; these relationships are considered strong ties.

The reciprocal services of ties are consistent with the idea of individuals’
economic expectation onto groups. Employment insecurity and economic pressure make
individuals believe themselves without alternatives (Granovetter, 1983). Major (1999)
argues that reciprocity can be defined as the mutual rewards, tangibletangidie
which individuals receive through interactions. The reciprocity, therefaneheadefined
as individuals’ expectation on job promotion, or economic related rewarding from their
relationship, and the relationships by this definition are strong ties.

The relationships of individuals can be depicted bg@ogram(Moreno, 1934 as
cited in Major, 1999) in which people are presented as points, or nodes, and interactions

are depicted by lines linking those nodes. The use of sociogram is useful in ngedmIrin
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interpersonal relations in small groups. Burt (1984) uses sociogram in his study of
network data from the General Social Survey to reflect the useful dataftienesearch
guestions including the strength and content of relationships. In his network figure, he
used a thick line to indicate an especially close relationship, a pale line taténalic
relationship of less intensity, and no connecting line to indicate strangerssdis sisat
the network data offer insights into the ways in which a respondent’s interpersonal
environment affects the respondent’s abilities, attitudes, and behaviors. Wellman (2007)
suggests, “In personal network analysis, scholars are standing in the cergersufras
world and analyzing who he or she is connected to and with what consequences” (p.
111). He argues that personal network analysis is used in the study of social support,
social capital, and access to knowledge.

Applications of Granovetter's (1973, 1983) Network Theory to this study is two
folds. On the one hand, the Network Analysis helps reflect why of the effectivaarskss
efficiency of University’'s strategies in facilitating faculty tortaround their teaching
methods and participate the pedagogical progressives in accordance withidhalNa
Education Reform. On the other hand, Granovetter’s (1973, 1983) condejuigifg
weak tiesassists the explanation of how faculty access to the critical information and
influences of pedagogical progressives and undergo social mobility if asipipbs
Granovetter (1973) provides a useful tool—strength of ties as the combination of the
amount of time together, the emotional intensity, the intimacy, and the retyprtai
analyze the strength of ties which the study can apply when exploringatierrghips of
faculty and subsequently articulate the flows of information and influences thiioeig

ties.
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Summary

Thai higher education is currently in the age of reform after Thailand wi&s ba
hit by the great financial crisis in 1998. Education at higher level has beertezkpg
public to help cultivate graduates who are capable to work effectively in theilmppang
world of globalization and to bring Thailand out of the crisis with the hope that Thiis w
be knowledge-based and learning society. Attempts to reform higher educaion be
shortly after the promulgation of the National Education Act of 1999; they were
undertaken by the involving governmental bodies, nhamely the Nation Education
Commission and the Commission on Higher Education. The principle of reform was
clearly established to appreciate learner-centered approach as itieasci® enable
individuals to think critically, to learn effectively by themselves, and to devel
themselves at their pace to their best potential which is required by the Nationthié
literature review, the concept of pedagogy could explain most of the principie of t
educational reform. The pedagogical intent is the particular form dfdeaad student
relationship and necessary for the student’s growth which is consistent withrttiple
of the National Education Act. Pedagogical progressive means pedagoggasiibri
centered teaching methodology. However, it is rarely used and seems unfamiliar to
educational personnel in the university. Nonetheless, the happening does not affect thi
study.

The reform is mandated by the Act; policy and strategies to faeifdaatilty were
implemented, especially the provision of quality teaching. However, teamhi@culty
staff seem to perpetuate in their traditional teaching methods. Some explsitnatien

may be caused by the lack of understanding or unfamiliar with this new teaching
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approach. The recent report of the Commission of Higher Education still concerns the
low quality of education. Perpetuation Theory (Braddock, 1980; Wells & Crain, 1994)
provides a useful foundation for explaining the phenomenon, the importance of social
intervention used to break the cycle of long over-due traditional teaching methods.
Applications of Granovetter’s (1973, 1983) Network Theory to this study helpstreflec
why of the effectiveness and efficiency of University’s strategidacilitating faculty to
participate the pedagogical progressives. Granovetter’s (1973, 1983) conueg)ioigy
weak tiesassists the explanation of how faculty access to the critical information and

influences ofpedagogical progressivesd undergsocial mobilityif any possibility.
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CHAPTER IlI

METHODOLOGY

The explanatory case study research method (Yin, 1994, 2003) was used for this
study to reveal why and how the University administrators facilitatdtfato pedagogy
reforms and to illuminate—through the lens of Perpetuation Theory (Braddock, 1980)
and Granovetter's (1973, 1983) Network Theory—why and how faculty learned and
successfully conducted pedagogical progressives under the social tacoensf
educational reform. The study design was derived from Yin's (1994, 2003) explanatory
case study since the questions of the study mainly involved how and why of the $aculty’
pedagogy reform. “How” and “why” questions are more explanatory and likelydddea
the use of case studies as the preferred research strategies (Yin, 200&)ingdo Yin
(2003), case study research is appreciative when “a ‘how’ or ‘why’ questi@nig
asked about a contemporary set of events over which the investigator has fitle
control” (p. 9). The study’s attempt was not only to use the case of PSU for intiegtiga
the contemporary why and how faculty learned and improve their pedagogy focusing on
the interconnection of macro and micro social structures, but also to describe vathy soci

networks were needed to foster pedagogy reform in the real-life context.
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Case studies can be based on any mix of quantitative and qualitative evidence
according to Yin (2003) and Merriam (1988). However the proposition of this study
rather conferred qualitative methods regarding the research questions ssxktiimle
data used. The importance of qualitative methods to the study was recognized and
engaged for what the purposes of this study could be attained. Likewise Patton (2002)
elaborates, “the person in search of the fruit of qualitative methods will knottavha
look for—and know when the real thing has been attained” (p. 28). Three primary
processes suggested by Patton (2002) including “Being-In”, “Being-For”, axddB
With” supported my insights of the study. Merriam (1998) argues, “Case studies,
especially qualitative case studies, are prevalent throughout the field atiedu¢p.

26). Merriam (1998) describegyaalitative case studgs an intensive, holistic

description and analysis of a bounded phenomenon such as an institution, a person, or a
social unit; assuming that meaning is embedded in people’s experiences ahnig that t
meaning is mediated through the investigator’'s own perception.

Naturalistic inquiry (Merriam, 1998; Patton, 2002) was therefore undertaken for
the study. The case study allows generalizing results to theoretical piEobut not to
population or universe (Yin, 1994), even though it has a limited generalizability. In so
doing,pattern matchindgYin, 2003)was the endeavor to link the data to propositions in
the way “whereby several pieces of information from the same case mdstbd te
some theoretical propositions” (p. 26). The case study was to deliberate why$ac
social network was needed to foster the implementation of the Universigtaegits

leading to the success of pedagogy reform. Critically the study wasdolaethe
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usefulness of the theoretical proposition of the Perpetuation Theory (Braddock, 1980) and
Granovetter’s (1973, 1983) Network Theory in the implementation.
Setting of the Study

A single-case design with embedded subunits (Yin, 1994, 2003) was engaged in
this study. PSU was the case, and four selected faculty staff fronedtffaculties of
health sciences were incorporated subunits of analyses.

To define what the case is must be consistent with the unit of analysis and be
related to the initial research questions otherwise it will lead to confusianZ¥03).
Yin (2003) suggests a strategy to reduce the confusion is to “discuss the poasetial ¢
with a colleague...what questions you are trying to answer and why you have chosen
specific case or cases as a way of answering those questions” (p. 243siDgeuth my
advisor, Dr. Adrienne E. Hyle, did help me to get through and made it possible in
conducting the study avoiding trouble of too vague or too numerous. PSU was selected
site of study because it could well represent the rest of public universitiesilanthar
the implementation of the National Education Reform scheme. PSU is public university
well established in educational service for Thai population of the southern parth&€he ot
reason why PSU was appropriate to be a bounded case for the study was the nationa
administrative tradition for the public universities. The government is the spansor
for any public university’s operating budget. Likewise the implementation ddatienal
Education Reform, the policy and plans was contained in the eighth National Educational
Plan 1997-2001 (Division of Planning, 1997) and was derived by top management
persons of a university to implement on the university as a whole (Division of Planning,

2003).
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According to the administrative structure of PSU, there were 25 facultibe i
university scattering in five campuses. These faculties were groupeadinetgroups
according to the academic area to ease the curricula and taught prdgremstaation,
such as group of health sciences faculties and so on (OQA, 2008). Health sciences
faculties—the combination of the Faculty of Dentistry, Medical Sciencesjridirand
Pharmaceutical Sciences—were the prominent academic area of Hasipus. At
Hat-Yai Campus, there were diversity of academic groups including maaleggeences
and liberal arts, however the Faculty of Education was located at Pattapu€about
one hour drive from Hat-Yai Campus. The case study was about the social network of
faculty at PSU. | presumed that every faculty worked under the same organaizat
administrative environment. They were freely able to access the provision gbggda
development from the University.

Researcher

Patton (2002) emphasizes the direct and close contact of the researcher to the
phenomenon under study as “the researcher’s personal experiences and insights are
important part of the inquiry and critical to understanding the phenomenon” (p. 40).
Regarding my position in the higher level of university management, | have a good
opportunity to access the policy making arena and useful information about eduicationa
reform strategies. My experience as a health professional, an adnonjstrat an
educator help me to interrelate data contributing to the phenomenon of pedagogy refo
My dual roles as professional and administrator help me gain insight into the infafence

administrative aspects on the effectiveness and efficiency of workinggsex; and
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organizational changes. Particularly, my position and my roles provided me & tthhanc
be an astute and dedicated insider.

During studying at Oklahoma State University, | was trained to do résegrc
gualitative strategy, including interpretive research paradigm, naticahquiry, and
field work training to collect qualitative data by various methods—interviewing
observing, and collecting physical artifacts. | have earned experienoesdase my
subjectivity and how to deal with biases through my coursework—writing nag-atna
self-reflection. Merriam (1988) posits, “In a qualitative study the invastigs the
primary instrument for gathering and analyzing data” (p. 20), however, theigatesis
limited by being human—that is personal biases interfere. | was caatidusust
continue to cast the data against the literature and not base my intenprgatiomy
perspectives, preferences, and assumptions. My administrative role did notcefioe
participants’ contributions to this study, instead helped me to access the time of
participants, and the chance to join the University’s administrative meeting.
Participants

To obtain data concerning the attempts of the University to reform faculty’s
pedagogy in accordance with the National Education Reform scheme, the Wyissersi
administrators highly involving in academic affair were interviewetlohing the Vice
President and Assistant President. In addition, the case study was conducted by
purposively selecting faculty to examine how and why social networks involve the
progression of their pedagogy. Four teachers were selected from the ditietdines of
health sciences depending on their reputation for outstanding teaching prachgetour

current decade, and they should teach by learner-centered methodology.
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The selection process began by reviewing the list of exemplary tedobm@ the
university annual reports (PSU, 1997, 2008). Three faculty selected, except one facult
from the Faculty of D, were exemplary teachers recognized by PSU iiogtioe work.

The participant from the Faculty of D was recruited after visiting tren&d | was
introduced to an administrator who was interested in learner-centered pedagbggsa
informed teaching by pedagogical progressive called competency-lmgmedeh. | then
decided to invite the Associate Dean to be the participant. Visiting all theijpaintis

was needed to explain about the study and to ask for participation and consent. None of
the faculty denied the participation or disconnected.

Attempts were made to obtain data that, on one hand, were descriptive of the
relationship between the respondents and their social networks. On the other hand, the
data needed were the characteristics of the respondent’s current peblelgefgynost
progressive pedagogy they learned and used, and the situation when the change in their
pedagogy might happen.

Data Collection Strategies

All types of qualitative research are based on the philosophical assumption tha
reality is constructed by individuals interacting with their social wdititisrriam, 1998).
Merriam (1988) maintains “naturalistic inquiry, which focuses on meaning in ¢pntex
requires a data collection instrument sensitive to underlying meaning wihemniigg and
interpreting data” (p. 3). Naturalistic inquiry, according to Patton (20023tuslying
real-world situations as they unfold naturally; nonmanipulative and noncontrolling;
openness to whatever emerges (lack of predetermined constraints on finding)” (p. 40)

This method follows the process of observing, recording, analyzing, reflecting,
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dialoguing, and rethinking, and methods suggested for collecting data of humans are
those made of human sensibilities such as interviewing, observing, and analyzing
(Merriam, 1988, 1998).

In terms of obtaining social network data, Network Analysis is based upon as
assumption of the importance of relationships among interacting units (Waass&rm
Faust, 1994)Egocentric networkGranovetter, 1973) or personal network (Wellman,
2007) method was undertaken for this study. Wellman (2007) elaborates, “In personal
network analysis, scholars are standing in the center of a person’s world arzihgnal
who he or she connected to and with what consequences” (p. 111), and that why the
people at the centers of these networks are often eglegiwith their relationships
calledalters Participants in this study were asked about their teaching relationand fr
whom they got the message of pedagogical progressives without any boundary. |
presumed that faculty normally could have accessed teaching informatopersbns
from elsewhere not only in the University. There were asked to geneeatarmes of
persons who gave information that supported their teaching including adminsstrator
Then | followed my questions about the characteristics #fteirs and their relationships.
Selectivealterswere asked in order to trace back the information of pedagogical
progressives but with the limit of time and possibilities. Wellman (2007) explains why
we use egocentric network, “Personal network analysts tradeoff the denpnee of
whole network analysis for a relative lack of boundedness in the networks they can
study” (p. 111).

To protect anonymity and confidentiality, pseudonyms were assigned to each

participant and alter. Using sets of alphabets instead of their names: D1 ,apé,D
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D3,...for the participant and alters from the Faculty of D, M, and M1, M2, M3,..., N, and
N1, N2, N3,..., and P, and P1, P2, P3,... for the Faculty of M, N, and P consecutively;
and Al, A2 stood for the University’'s administrators.
According to Yin (1994), a case study protocol is needed to increase theitgliabil
of the study and a set of substantive questions reflecting the actual inquirheathef
the protocol. Yin adds that the questions are posed to the investigator, not to a
respondent, and “the main purpose of these questions is to keep the investigator on track
as data collection proceeds.” (p. 69).
The Protocol Questions and Sources of Da@itae protocol questions were created
to cover the major purpose of the study, and were arranged into three groups of questions:
1. How do PSU’s administrators organize to facilitate pedagogy reform?
accompanied with the questions
e what is the policy for pedagogy development?
e how do administrators perceive progressive pedagogy? and
e what are the programs or measures set up for implementation at all levels?
Sources of data: administrative documents such as meeting minutes, program
evaluation report, quality assurance and self-assessment report, newspaper
clippings; interviews with administrators and head of departments
2. How do faculty learn progressive pedagogy? accompanied by the questions
e what are the progressive pedagogies they engage?
e what are their beliefs underlying their pedagogy?

e why do they change?
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Sources of data: faculty’s documents—course syllabi, performance
assessment records, curriculum vitae, certificates and awards; weervie
class observations,

3. What are faculty’s social networks and attributes? accompanied by the

guestions

e what is faculty’s demography? and

e what is the formal communication structure of the university?

Sources of data: documents—organizational charts; interviews with facultie
and their networks.

In this study, three of six data collection strategies (Yin, 1994) wereogatpl
documentation, interviews, and direct observations.

Documentation

Searching and collecting the University’'s documentation concerning the
strategies for pedagogy reforms or development, and faculty’s pedagsgynevaf the
data collection strategies. Administrative documents, agendas and nohortestings,
written reports and others were considered and evidenced. Yin (1994) assertap$the
important use of documents is to corroborate and augment evidence from other sources
reflects” (p.81).

Several pieces of evidence from documentation were helpful not only to address
the initiation of learner-centered pedagogy in the University—how and who theseve
had been committed—which gave a useful clue to investigate more, but also to
corroborate evidence from interviews. Document of related regulations,| aeapods of

the faculties and the university were available and in a good order fevegtiPersonal
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documents—students’ reflections or reports concerning faculty’'s teaching—feverd
as a useful evidence for what faculty had done in their daily teaching aligftP98)
supports the use of personal documents as they reveal inner meaning of daily events
without the interference of research.
Direct Observation
Direct observations of participants’ teaching in classrooms were useith to ga
insights into their pedagogical progressives learned to do so. Yin (1994) said that
observations add new dimensions for understanding either the context or the phenomenon
being studied, and photographs taking are suggested. A list of activities anaoctass
environment for pedagogical process was used to observe during the clasdingegar
how to categorize instructional patterns of individual teachers, Cuban (1993) suggests
useful indicators for classroom observation including:
1. Arrangement of classroom furniture;
2. The ratio of teacher talk to student talk;
3. Whether most instruction occurs individually, in small groups, or with the
entire class;
4. The presence or absence of learning or interest centers that are used by
students as part of their instruction;
5. The degree of physical movement students are allowed without asking the
teacher; and
6. The degree of reliance upon texts and use of varied instructional materials. (p.

9)
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The data collection rubric used to document classroom observations is attached as

Appendix B. Cuban (1997) also suggests observable measures of learner-centered

including:

1.

Interview

Student talk about learning tasks is at least equal to, if not greater thant teache
talk;

Most instruction occurs individually, in small groups (2 to 6 students), or in
moderate-sized groups (7-10) rather being directed at the entire class;
Students help choose and organize the contents to be learned;

Teachers permit students to determine, partially or wholly rules of behavior,
classroom rewards and penalties, and how they are to be enforced,;

Varied instructional materials (e.g., activities centers, learnatmpss,

interest centers) are available in the classroom so that students can use them
independently or in small groups;

Use of these materials is scheduled, either by the teacher or in consultation
with students, for at least half of the academic time available, and

The classroom is usually arranged in a manner that permits students to work
together or separately, in small groups or in individual work spaces; no
dominant pattern in arranging classroom furniture exits, and desks, tables, and

chairs are realigned frequently.

Interviews of these participants were undertaken according to the question

protocol. Interviews of the administrators were undertaken to acquire comgirehdata

of administrative roles and relationships with faculty in performing the pggagéorm.
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From the interview transcripts, | assessed and evaluated data collediextited,

probed, and reviewed the line as recommended by Lincoln and Guba (1985). Questions
for interviews of the participants and administrators are in the Appendix C, anddope

D.

According to Lincoln and Guba (1985), interviews allow interviewers to
understand and put into a larger context the interpersonal, social, and cultural @spects
the environment. Open-ended questions, in which key respondents are asked for the facts
of a matter, opinions about events, and in some situations to propose his or her insights
into certain occurrences, is suggested for interviewing (Yin, 1994). Thestattic
corroborating certain facts in a conspiratorial way, probing, and deliberateging the
sequence of events with persons known to hold different perspectives (Yin, 1994) were
used. Regarding the differences of each participant in their nature of expedisaculty
circumstance, the informal conversational method (Patton, 2002) of interviewing
provided were used for flexibility to probe for the depth of information. However,
interview questions as Appendix C were designed as a guide to gain insigfu tiogva
proposed data needed according to the protocol questions.

To obtain network data standardized questions was preferable to ensure
information for network analysis according to Granovetter's (1973, 1983) Network
Analysis. The first question was to ask participants to elicit the names ohpeavgh
whom the participant discussed teaching matters. The second question wastteeelici
names of alters especially close to the participants. The third questito asiscontact

frequency and the length of acquaintance. The forth was find out the educational
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preparation of alters. The last question participants were asked whethedatiomships
were caused of expected rewarding.

Through the processes of data collection, follow-up interviews with participants
were needed to gain more insight about their social relationships, the waysathey le
the pedagogy, from which channels, and their beliefs. Follow-up interview was
conducted to clarify any comments | did not understand once | reviewed theiptanscr
Interviews with selective alters, individuals identified by participa® important
connections in their pedagogy reform process, were also needed to illuminate soc
networks, and provide greater insights and clarification of ties.

Data Analysis

Yin (1994) asserts two general analytical strategies, “one relying oreticabr
propositions and the other beginning with a descriptive approach to the case” (p. 103),
and using them as a part of specific analytical techniques. In this stughettiics
technique: pattern-matching logic (Yin, 1994) was used to analyze the findings
Comparing the pattern of events found in this study with the predicted ones was
conducted. According to the theoretical frame of this study, it is the socalqyocess
which affects and changes individual’s social structure or networks. This ploeagks
the cycle of social inertia of faculty’s lives leading to pedagogy refarrthi$ manner,
analytical generalization (Yin, 1994), the generalization of the findings th¢loeetical
propositions, could occur.

Manipulations of data were undertaken as suggested by Yin (2003): creating
flowcharts of how the administrators communicated with faculty in faiiggpedagogy

reform, sequencing the development of teaching in the faculties in chronologdiegl or
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and categorizing the evidence. These conducts would ease the creation o variabl
patterns for data analysis.

The theoretical proposition describing patterns of faculty’s social nietwothis
study was based on Granovetter’'s Strength of Weak Ties Theory. Sociogdarasing
the weak and strong ties between the respondent, and direct and indirect conndéttions w
alter (Granovetter, 1973) were used to describe the social networks prebeneach
faculty. The solid line indicates strong ties; the broken line indicates ve=alData
analysis sought to provide information on Granovetter’s (1973) four characterist
regarding ties that contain in each participant: 1) amount of time; 2) emohteadity;

3) intimacy; 4) reciprocal services.
Research Criteria

Concepts that have been offered for qualitative research to be considered
trustworthy include credibility, confirmability, transferability, ancdbdadability
(Erlandson, Harris, Skipper, & Allen, 1993). Likewise Lincoln and Guba (1985)
emphasized that trustworthiness criteria must be appropriate accordingdsdaesh
paradigm, and they suggested the mentioned four operationalized criteria to kéaéwit
naturalistic paradigm.

Credibility

Credibility refers to the relationship between the constructed reajeiesrated
by the respondents and the interpretation and transmittance of those reatities b
researcher (Lincoln & Guba, 1985). To obtain credibility of the research data, hesed t
strategies proposed by Lincoln and Guba (1985): triangulation, peer debriefing, and

member checks.
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Triangulation is the strategy which provides opportunity to the researcher to
check data across different points of view. Erlandson et al. (1993) point out that
triangulation is the best way to elicit the various and divergent constructiosasliof
that exist within the context of a study. In this study | collected ddhatlriee methods,
namely documentation, interview, and direct observations.

Peer debriefing (Erlandson et al., 1993) allows an outside professional to analyze
the study and provide feedback about the findings and conclusions. In this manner
challenge, refine, and redirect the process of study were undertakemssangcin my
study, my advisor, served as this professional.

Member checks (Erlandson et al., 1993) provide opportunity for respondents to test the
data report, interpretations, and conclusions of the inquiry. Data obtained and data
interpretations in this study were verified by those people serving adates data

which could not be verified through member checks were excluded.

Transferability

Transferability refers to the degree to which a study’s findings capjesd in
the other situations or with other respondents (Lincoln & Guba, 1985). Thick description
and purposive sampling (Erlandson, et al., 1993) are the strategies to facilitate
transferability. Data were presented with enough detail to allow retdgasn sufficient
information about context, participants, and methodology, and to know how to apply to
other situations or similar groups. The purposive sampling was undertaken to meet the
purpose of this study. The pattern-matching (Yin, 1994) tactic was used for @alalyti

generalization of the findings to expand and generalize the theory. Through-patte
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matching, findings were expanded and generalized to the theoretical propo3tiens
findings may or may not support the proposition theories.
Dependability

Dependability refers to the reliability and trackability of the rese@rocess
(Lincoln & Guba, 1985). Yin (1984) suggests a case study protocol to help fatigate
reliability of the research. The protocol questions which are the heart ddbsttdy
protocol were established by the researcher, then reviewed and approveddwsory a
Each question is accompanied by a list of probable sources of evidence. Trackability
required is embraced by explainable changes (Erlandson et al., 1993). An audit trail
case study documents, interview notes, and investigator’s daily journal, and others
relating to critical incidents—was kept for external check.
Confirmability

Confirmability is the degree to which the results are the product of thedbcus
inquiry and not the biases of the researcher. “The naturalistic resedogsenot attempt
to ensure the observations are free from contamination by the researatathduto
trust in the ‘confirmability’ of the data themselves” (Erlandson et al., 1993,. Ag4)n,
the audit trail provided documentation of interview transcripts, tapes, notes, snatyki
other documents to enable external reviewers to determine if the conclusions,
interpretations, and recommendations can be traced to their sources andré they a
supported by the inquiry.

Summary
The explanatory case study research method (Yin, 1994) was undertaken in a

university setting, and naturalistic inquiry was engaged as the study apprbaatesign
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of the study was a single case with embedded subunits. The University waselsnd

four faculty staft—selected from different faculties in health sciencepresented the
embedded subunits. The criteria for recruiting the participants includeatisianding
teaching practice in learner-centered approach. Data collectiorggtiatuded
documentation, direct observation, and personal interview. The case study protocol had
been created before implementing data collection as suggested by Yin (1994). The
pattern matching strategy (Yin, 1994, 2003) was used in data analysis, and theoretical
patterns engaged were derived from Network Analysis (Granovetter, 1973, 1983) and
Perpetuation Theory (Braddock, 1980; Wells & Crain, 1994). The study was conducted

in the manner to comply with the research criteria according to attaiusitedrthy.
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CHAPTER IV

DATA PRESENTATION

Through the lenses of Granovetter’s (1973, 1983) Network Analysis and
Perpetuation Theory (Braddock, 1980; Wells & Crain, 1994), the purpose of this study is
to examine the relationships developed among faculty at PSU in implementing the new
and required pedagogy reform strategies. The presentation of data iscinathgee
consecutive parts from the macrosocial of education reform to the miabsbfzculties
and their networks, and the macro-micro connections.

How PSU Adapts to the National Education Reform

Many believed that education could enhance individual development and
contributed to social and economic development which would enable Thailand to move
through the crisis (ONEC, 1998 he National Educational Development Plan from
1960 — 2001 was formulated to facilitate the country’s development process in the
changing global economics, and enhance global competitiveness. Evidence fgdinka
between the national education reform mainstream and PSU were extractedd
university’s educational plans from the year 1987 till 2006, the annual reports ¢f quali
assurance from 2001 to 2005, and the annual reports of PSU. Interviews with the
university’s administrators were also undertaken to understand more insigiattiol a

corroborate the context of the evidences.
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Early Stage of Education Reform

In the early stage of planning during 1987 - 1991, PSU did not mention any
developing pedagogy but only the attempt to increase the number of graduates produced
to meet the national demand for manpower. It was interesting to find that learning
sciences were first adopted in the seventh national educational plan of 1992 — 1996:
critical thinking had been first mentioned five years before the promulgatibe of t
National Education Act. At that time, training teaching skills was detednmthe
university's plan and supposed to develop faculty to learn how to teach.

The learner-centered approach for Thai education was stipulated intitie eig
National Educational Development Plan 1997 — 2001 (Division of Planning PSU, 1997)
as the main theme for national educational development direction. As for PSUydisere
no learner-centered approach in the initial educational development plan for the same
time frame. The university had to revise the plan and adjusted the educational
administration to comply with the National Educational Act in 1999 (Division of
Planning PSU, 2002). That was the beginning of PSU’s adaptation to the new educational
regulations. According to the Act, there was an obligatory time framees {f@ars for
universities to get ready of their administration and management, and thddcebe the
first external evaluation from ONESQA by the year 2005. There is a package of ke
performance indicators derived from the quality requirements of the ©ffidational
Education Standards and Quality Assessment (Public Organization) which B8U ha
comply in order to maintain a quality university status. Changes urgently needr&for
appeared to intensify of university quality assurance program and to establisbis

management (2002). The key message quoted from the National Education Reform was
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student-centered, life-long learning, and learning how to learn. “Befoseiinesl my

role in this position, there were workshops to signal teachers that they had to make som
changes in their teaching approach and only lecturing was not enough” recalled Dr
Aranya Chaowalit (personal communication, June 11, 2008), the Vice President for
Academic Affairs.

Most of the activities undertaken by PSU to anticipate the new environment of the
education reform aligned in the aspect of learning and incorporating the geided
regulations. Preparing for the external evaluation by ONESQA was thré@ypmission
since the overall activities confined in the quality criteria used for tHaagian.

PSU’s Policy and Strategies for Pedagogy Reform

In 2000, PSU adopted strategic planning process to formulate the University’s
direction and strategies. Pertaining to the analysis of the Universitgshal and
internal environment including the situational demography and the influences of global
economics and the National Education Act of 1999, the university decided to reposition
the focus of development from a teaching-oriented to a research-orientedityiver
(OQA, 2004). The strategy for becoming a research-oriented universig ait
strengthening both research capability and postgraduate programs. The yroemesia
strong signal of their research-oriented vision and goals to all facultystiidtegic
principle was subjected to be an excellent and competitive university throutfenigtls
in potential areas. The research capability was convinced as the kegd¢edudile
educational development for undergraduates was perceived as a defensgg stra

(Division of Planning, 2003). The meaning of defensive strategy was that the silyiver
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would keep the direction to comply with the national objectives and principles for
education and the State administrative guidelines and criteria (2003).

To ease the presentation, | will present PSU’s current strategids avtis to
change faculty’s pedagogy as follows:

1. curriculum redesign,

2. training and retraining faculty how to teach on a continuing basis,

3. facilitating faculty with physical facilities and educationalteclogies, and

4. ensuring collaboration among faculty.

Curriculum redesignkaculty were encouraged to redesign curriculum objectives
into learner-centered oriented, and to engage various models of teaching. A number of
self-studying hours were needed in every course, and student’s out-ob@hagsojects
were appreciative. The University would monitor the improvement of the overalb&utl
through the Self Assessment Report (SAR) of the faculties and teachingievalua
reports. There were a list of teaching methods which were presumed by thesitynase
learner-centered approach (OQA, 2006, 2008a; PSU, 2002) namely CAl, PBL, online
teaching, laboratory teaching, self study assignment and apprenticeship. @ducbes
were reported using any of these teaching methods would be counted. Teaching
evaluation was done by students in corresponding classes.

Training and retraining faculty how to teach on a continuing baBeculty staff
development programs were created to increase the capabilities of fadelching by
learner-centered pedagogy. There were a number of short courses includsigopsr
for teaching in higher education, basics of teaching, and selected actniagdgaaching

models especially problem-based-learning. These activities weeeedifffrom the
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structural adaptations in the educational system, and might not be easy to tackle. The
attempt to make a change for faculty was somehow undermined by disappointed
attention of faculty and a lack of experts. “Faculties are not confident thateaehers

will surely attend the project, they sends no teachers at all to attend itteatithe Vice
President. “It may be because difficulty in getting speakers to comertetziang a
semester only a few teachers can patrticipate and so we cannot arfange it

Facilitating faculty with physical facilities and educational technologi&s.
number of self-study units were established both at the University and HageltyThe
Incubation Unit was designed for facilitating real situation learning. déarning
Resource Center was expected to support university-wide literaturbiegaiere
were self-study units or learning resource centers in nearly evertyfattihe
university.

Educational technologies utilization by faculty member was promoted, and
funding support for producing electronic educational media and distance learsing wa
disseminated. Virtual classrooms and computer assisted instruction wed.cféstre
were more facilities acquired to support the mission, namely wirelesssilgle areas to
facilitate self studying.

Ensuring collaboration among facultypSU was able to implement
comprehensive quality assurance for education in 2002 after the attempt te phepa
system since 2000 (OQA, 2002, 2004). There was a first formal quality audit from the
external official auditor in 2003. Dr. Wullop Santipracha, the former Vice d&etior
Academic Affair (personal communication, December 13, 2008), stated that at the

beginning of the National Education Reform PSU had mainly used the quality circle
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Plan-Do-Check-Act-Participatiof DCA-Par) to educate faculty about learner-centered
principle and how to comply with the requirement. It was the University’'s interdtion t
promote faculty participation in driving the overall educational quality, and conseguentl
the education reform. The standard criteria relating to learning-tepetfiorm are
learner-centered cognizant process, learning provision, and faculty’s pedagogy
development. PSU integrated the quality assurance process into the university
administration to strengthen the directional development and faculty’s patitei.

Load units (LU)andkey performance indicators (KPdye assigned to every
department and faculty staff (OQA, 2008). In this case faculty’s departerentdefined
as an academic production unit (OQA, 2004, 2008). Budget and promotion will be
rewarded to the individual who can conform to the commitment (Division of Planning,
2003). According to the Division of Planning (2003), management by objective would
be used to anticipate the operation under the circumstances with contingency and
complexity.

Recently, there has been an innovative strategy of networking from the
administrators directly to faculty. According to the Vice President, siisal attempt to
build a critical mass of interested faculty in particular aspects to lnelpriiversity to
drive the education reform. She proposed, “It is impossible for the university to drive the
whole system with every detail. Each Faculty is needed to be part of the mai
mechanism to drive the education units forward.” She planned to share with faculty
community. “When we have enough customers, we will invite speakers to train them.
Then we should get more people joining and after that we can hold a Best Practice

Contest” said the Vice President. However, the focus of the university waleamigg.

83



The university aimed to urge faculty to create more and more on-line coufségl the
committed key performance indicator (KPI).
In the overall picture, the University succeeded in urging faculty depatsnto
add an amount of self-learning activities into their course syllabi, and counsgs usi
electronic media (OQA, 2002, 2003, 2006, 2008a). There were learner-centered courses
such as PBL, self-study assignment, or computer-assisted instruction irpeagram.
However, all the numbers reported were simply counted which might not be able to
explain the whole picture of the University’'s performance for this aspect. itke V
President revealed,
There is a KPl—key performance indicators—that specifies the number of times
their students access the lessons which reflects how much students do self-study
Virtual classroom and CAl are also required KPIs. We do not specify the number
of topics but it is up to the Faculties to decide the number of courses that they
want to commit to. However, that number should not be too low. One weak point
is that the commitment goes by the number of courses not percentage. So we
cannot see them in proportion but we will change it to percentage.
The only indicator to reflect how well faculty taught was the evidence from thensdude
satisfaction survey at the end of course. More information may be needed tbedescri
how well faculty can teach by learner-centered methodology, and how many $eacher
who are skillful in this aspect.
Future of Pedagogy
There were three important messages concerning the University’s ggdago

released from the top administrators in 2008 and 2009:
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1. “Being a research university must not make faculty neglect thehitepand
their students; but must be in the way that the stronger the research maneuver
is, the more enjoyable and academic the learning of students shall be.”
suggested the Evaluation Committees on the President (Siribumrungsukha
2008a, n.p.), and
2. the policy for provision of students’ active learning will be stipulated and
promulgated, and there will be action plans including an official unit
formation to support the pedagogy development. (Siribumrungsukha, 2008b).
3. the declaration of teaching and learning development as University’s priority
(Siribumrungsukha, 2009). The President gave the declaration to the public as
he wanted to signal the urgent need of the University in teaching and learning
development.
The messages reflected the intention of top administrators to improve pedagogy
for the University. The future of better teaching and learning for studestbnghtened
up, and the direction was clearly learner-centered pedagogy.
To change how faculty teach from the traditional content transferring teetear
centered pedagogy is undeniable for the education reform. Theéeagogyfirst
emerged on PSU’s administrative terrain in a seminar of the Meeting of Dé=ths
“Present Future Teaching and Learning of P8¥May 2008 (Siribumrungsukha, 2008).
In the seminar, pedagogy was addressed as a teaching approach. Tlzecengansus
mission in the seminar to put effort to change the university’s teaching methods, and t

draw a policy statement for developing the learner-centered pedagogytH&ncthe
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term pedagogy has been used in PSU top executive administrators dialogue when
discussing teaching methods.

Subsequently, the President cheered up the outcome of the seminar, “To
undertake a crucial task, to bear a shared inspiration or what westalesd visionn
the Learning Organization Language is most important. The outcome ofrthisasevill
certainly flourish learning and teaching of PSU.” (Siribumrungsukha, 2008b, n.p.). The
President emphasized that he would put a big effort to reform teaching and learning
processes in the near future. He proposed to make it possible for the learemrecent
pedagogy to be implemented across the university.

University’'s Communication Structure for Pedagogy Reform

From the beginning when the National Education Act first promulgated, PSU has
gradually implemented necessary strategies and measures to fostgioedeform. The
message of educational reform started from the top executives of the Uniwérsn the
learner-centered ideology was legislative in 1999. Some years later,iedlaicat
standards and quality assurance were used to monitor and to ensure that usiversitie
would undertake the learner-centered approach properly. Management by objective, short
course training, physical facilitation, networking, and knowledge sharéng equipped
to promote faculty to incorporate in the said mission. Quality assurance and mantage
by objective can be perceived as formal communication between the Univatsity a
faculty, while networking is the informal link added to increase the efficiehcy

information delivery.
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The communication of the pedagogy reform from the administrators toyfacult
was traced through organizational and operating structure, university docunegents a
information from administrator interviews.
Channels of Communication

Policies and regulations concerning the National Education Reform were
stipulated by top-level administrators and executive committees {@iva$ Planning,
1997, 2003). The Vice President for Academic Affair, and the Deans became
intermediaries of communication channels between the policy makers artyg &sctiiey
are members of the Meeting of Deans and are assigned by the Presidemisentdps
authority in administration and the educational reform policy implementation to thei
settings (PSU, 2006, September; Siribumrungsukha, 2008b). The Office of Quality
Assurance of PSU was established in 2001 by the Resolution of the University Council

on February 4, 2006 (OQA, 2006, see also http://www.ga.psu.ac.th/histoyydntml

function in coordinating roles between the national units and the internal settings in
implementing quality assurance system into the University operation.

According to the Vice President for Academic Affairs (personal commiimnmca
June 11, 2008) PSU used multiple channels of communication to deliver learner-centered
pedagogical concept to faculty. The Vice President for Academic éffas responsible
for regulating curriculum design and promoting the learning process and ggdago
development. She explained how the University facilitated faculty to change the
teaching toward learner-centered approach as the following:

There are two administrative committees namely Academic Conepitte Sub-

Committee on Teaching and Learning Development working in concert to keep
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faculty members alert to go on improving their pedagogy. The Academic
Committees were directly responsible for managing study rules anatiegs|
curriculum management in which they consider whether each curriculum
proposed is in accordance with the National Education Act. Each course is to be
taught according to the policy which emphasizes learner participation &nd sel
study. There are academic advisors who are appointed from faculties to work with
teachers and help them to improve their courses. Moreover, the Division of
Academic Service performs academic monitoring function, and gives fdetiba
faculties from time to time about their curriculum revision to comply with the
Commission of Higher Education. It assists faculty to get information for
continuing education funding and educational policy as Wak Sub-Committee

on Teaching and Learning Development focuses on activities related to tre basic
of teaching, research, psychology for teaching, orientations for new teactters, a
translating ideas into activities. Practically, the Division of Personnehtgse

training programs for pedagogical development. Novice teachers are abtigate
take basics of teaching course. There were other courses for learnerecentere
pedagogy which are available for every teacher who needs to update teaching

methods.

Figure 1 summarizes this strategy.

Besides the formal communication, the University renders informal netvgpidi

reach other faculty and increase supports. “We will look for key persons from each

Faculty because we think that these key persons will have fun with changing their

teaching approach and invite people to join them,” said the Assistant President for

88



Learning Resources. This is the situation when the University attemptst a&rea

community for sharing knowledge and experience of teaching.

University Council
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The President Meeting of
Deans
Executive Board of
University Personne
Development Education Development Direction
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Working \ 4 Off'v f \ 4
group for Vice President for IC?-tO Deans
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Ethicrl Issues
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Figure 1.PSU’s communication structure for pedagogical development provision
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From this informal communication, there is an opportunity to create a team of
interested area and e-learning team is a good example of success.rrtmthe Vice
President, the university will go to Faculties, but not every Faculty, to askawtidnow
they want the university to support them. They can choose teachers who are thiereste
VCR to become the mainstay of their Faculty’'s VCR group and they meet with the
learning center team of the university. The Office of Quality Asseraras responsible
for developing quality guidelines and coordinating with the State quality autbtaise
University’'s quality system. Quality assurance policy became thedaegof control for
the whole university. There were key performance indicators to ensure thearwemf
each faculty in learner-centered pedagogy. Each Faculty had to commit eifigl thiee
number of courses to be taught this way and it needed to be on the syllabus to be assessed
by outside organizations such as the Commission on Higher Education, the Office of
National Education Standards and Quality Assessment (Public Organization). For
individual teacher, the load unit system was ready to ensure his/her teaching
performance. The Committee on Quality Assurance System implements titye qual
policy and regulation onto faculty’s administrators, and subsequently everyrtgatie
faculty. The PDCA-Par quality cycle had been used to educate facultiesaahdrtehow
to improve teaching quality and how to comply with the quality indicators. Fimaly t
Deans, who were the top executives of the Faculties, played very important role of
leaders as they represented the authority of the President to implementhisityrs
policy and strategies (PSU, 2006, September). They were responsible for die over
operation in the Faculties, gearing the direction of development, and coordinalting wit

the University and faculty staff. They represented faculty staff tocgtracts for
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administration including education reform (Division of Personnel Prince of Songkla
University, 2003, November 10).
Barriers

Data from the interviews and documentation revealed some barriers that prevent
faculties from fulfilling the University’s educational reform policy.

The limitation of budget to support learner-centered approaofesting in
physical renovations by the University such as classroom, audiovisual instsuorent
laboratory equipment which were necessary for learner-centered pgdegbheen
delayed for years due to limited budgets (OQA, 2004, 2005, 2006, 2007). There were not
enough teachers in comparison with the growing number of students in some Faculties
which would undermine the learner-centered activities. Teachers wenel@gtied with
teaching hours or limited in overseeing their students due to a big amount of stadents i
one class (OQA, 2007).

Faculty’s growth in their careeiThe policy of a research-oriented university kept
teachers working on their research to get faster promotion in their caader.|Dr.
Waullop (personal communication, December 13, 2008), the Vice President for Academic
Affair at that time, agreed that the policy had affected faculty’s elatbmsto put effort
on teaching especially at the beginning of the plan. For example, M1 said “I think m
Faculty has lost a good administrator for academic affair because shebehat there
is a better future in doing research.” Faculty M and Faculty D also acchptdatd
policy affected faculty in deciding to join in teaching development as most ofyfacult
could see more benefits to do research than putting effort on improving their ¢eachin

Faculty M said, “Medical education is not yet seen as important by admiarstrit
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cannot be used in applying for an academic title; we do research (in thibuaréa)
cannot be usedso people do it (joining “ " Education) because they love to do it.”
Faculty D insisted that teaching was much less attractive in termsaefitctmompared
with doing research.

University’s strategies in doubEaculty D said, “The University policy in
facilitating teaching development is like a square—a rigid curriculumerr the whole
university, while mine is dynamic like a circle. | need flexibility urreculum
arrangement. | think that the measures are an obstacle rather than a’seapoity D
did not agree with the University principle of quality assurance in using KPivi tthe
educational reform, “The University does not understand learner-centered coisaept;
CAl, PBL, learning by virtual classroom, or others as the KPIs of learnerrednte
practice has led faculty to a wrong way.” Faculty N said, “I don’t think soRis Kke
CAl, laboratory hours, learning by virtual classroom would reflect leareetered
approach of faculty who teach that courses.”

No connection.Faculty P said, “I don’t have any connection to the idea of
learner-centered approach from the University’s administrators includingiatiators
at the faculty level. The last time that | had dialogued with the University’s
administrators about teaching policy was about eight years ago whenhenassbciate
Dean for Academic Affair.” Faculty N revealed her situation in connection hath t
administrators, “I would like to say that we don’t have any conversation about pblicy
learner-centered in university. | have friends who are university admiarstrabut |—
in my memory—have never received any suggestion for teaching by leamerece

approach.” Faculty M had a different experience as he was in the Universkygrtap
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for developing e-learning. He had a good relationship with A2 in creatingredgar
courses for the University. As for Faculty D, she admitted that thereava®ssage of
supporting the teaching development from the University.
Faculty’s Pedagogy Reform

To describe how faculty teach, | managed to undertake direct observations in the
classes while faculty were teaching. The purpose of the direct observasdo imcrease
my insight of what was happening concerning how the faculty taught in thetresdion,
and to discover what might “routinely escape awareness among the people itirthe set
(Patton, 2002, p. 262). During each observation | took notes of remarkable conversation
content and subtle factors happening in the class and took pictures as permitted. Using
the classroom observation checklist in the Appendix B as a guide helped me tdeover t
obligatory aspects of the learner-centered ideology. In addition, | probes&ting
information by interviewing with the faculty after the classes. My egpee in health
science profession and teaching higher education for many years hasegam@sider
or emicperspective (Patton, 2002) while | observed the classes. However, Patton (2002)
suggests enables one “to become capable of understanding the setting asramhitside
describing it to and for outsider” (p. 268).

The classes for observation were selected by taking short conversatighewit
faculty after the faculty agreed to be the study’s participants. All dathéty
understood the concept of learner-centered teaching and offered thes tdsse
observed. The appointments for class observation were set up one or two weeks in
advance. The class observations were conducted during the school time and | was

permitted to observe more than one class for each participant as needed to enrieh the da
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Physical Setting and Participants of the Classes

The physical environment including setting and facilitating components was
intended to observe and record. The number of students was counted, and the classroom
size was estimated. The arrangement of tables and chairs was impavaspdrmitted
to take pictures, and I tried to take as few as possible.

Classroom and participant€lass size as defined by Cuban (1993) varied from
small size of six students of Faculty N to large size of 60 students of FB@hd
moderate-sized of Faculty M’s and Faculty P’s class. However, Facslild3s divided
into small groups of six sitting together and a teaching assistant helggdtéthe
group discussion. All the classes were arranged in a seminar-style andsstuslent
sitting around tables and prompt to work together. The classroom size varied from one
class to another, and was not proportionate to the number of students in class. Some
classrooms were adapted from traditional lecture rooms like in the subuuts/FRaand
Faculty D. Most faculties had to find their own budget for renovation as it cost more
money than the University could support according to OQA (2004).

There were additional participants for Faculty N's and Faculty D’s.clesculty
N had professional nurses, and Faculty D had a teaching assistant to helpeftudita
students to learn.

Classroom facility and instructional materiaKipcharts and books were the
commonality of facility arrangement to support students to work more efficiarglass.
Flipcharts were used to record what of group discussions and posted on the classroom
walls to view together and retrieve afterward. Selected books such as texdénootkome

other related materials were put on a shelf or a cart (for Faculty D)y @ass. Most
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students had laptops and brought them to work in class either for searching data or
presenting their works to class. In Faculty N's class, the students had be gseninar

room nearby for searching and discussion. Only Faculty D used loud speaker when she
talked with the entire class before allowing students to work together. Special
instructional materials were used in some classes like Faculty Dsigichart, and

Faculty M’'s teaching models. Faculty M used various instructional miatesiancrease a
better understanding of lesson. The instructional three-dimensional models were
innovated from his experience in teaching. Faculty M also produced CAIl fdeagifng

after class. Students’ laptops were allowed to use in classes, and mostmisaigdd

them.

The learning centerg.was invited to visit learning centers in each faculty. All
faculties had their own learning center but located apart from the classomom
different buildings. The purpose of having learning center units was to facdttadents
self-studying. They were the place to accumulate instructional mediduatythg
toolkits.

Class Activities

The class activity intended to observe was the movement of faculty and students
in class, and the sequence of activities and learning content arranged fasshd loe
time for each activities were roughly recorded. Notes were taken sore@ptatulty’s
and students’ dialogue during class interaction as guided by the observatiomstheckl

The ratio of student talkhis indicator could be roughly monitored while
observing the class. Faculty M’s and Faculty P’s were almostytstaltient talk during

the class. Students dominated the class from the beginning till the end. They knew the
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process within classroom and doing step by step. Faculty D was different; she gave
lecture for 30 minutes at the beginning of the class. The class sessionegasotlms;
students used the time left for discussion. Faculty N also oriented her studeritaradd s
their information at the beginning of the class. She suggested that students must know
enough for the patient and asked her students, “How could we help the patient to cope
with his pain?” After that students would practice as planned and Facultytétvai
supervise the whole session.

The learning contenhe organization of learning content was observed as the
indicator of how faculty prepared their lesson to be learned in class and thgatot
of students. Faculty N did talk with her students about the lesson to be learned that day,
planned together, then guided her students to mine knowledge necessary for their
problems. Faculty M and Faculty P practiced the process of PBL. Students ket out t
objectives to learn and planned to search data to solve the problems defined in the class.
They analyzed data written in the scenario, wrote down the ideas introduced by
participants, and asked to check with theoretical claims from books. The discussion we
on one topic by another and no students kept quiet. They spoke freely during the class.
Faculty merely asked some questions to motivate the class discussion. FaeilkgdD
about concepts and principles of lessons to be learned, and illuminated some key points
learned from students’ self-reflection reports. She generated somensédstistudents
during her presentation. Groups of students were assigned questions for disclession aft
the introduction. In the final hour, groups shared their knowledge learnt from the case

study by making a round visit to other groups and gave feedback to each other.
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The degree of physical movement allowldtere were no regulations or

prohibition observed. Students were free to move around including in and out of the

classroom.

Table 2

Faculty’s Teaching Orientation

Faculty
Indicators D M N P
1. Arrangement of classroom furniture LC LC LC LC
2. The ratio of teacher talk to student talk LC LC LC LC
3. Whether most instruction occurs LC LC LC LC
individually, in small groups, or with
the entire class
4. The presence or absence of learning or LC LC LC LC
interest centers that are used by students
as part of their instruction
5. The degree of physical movement LC LC LC LC
students are allowed without asking the
teacher
6. The degree of reliance upon texts and LC LC LC LC
use of varied instructional materials
7. The organization of learning content TC LC LC Partial LC

Note.LC = Learner-centered oriented; TC = Teacher-cedteriented
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Summary

Faculty’'s patterns of teaching could be reflected by how learner-edrigented
they could be according to the indicators and Cuban’s (1997) observable measures of
learner-centered instruction. Data is shown in Table 2. According to the d&acallly
observed oriented their teaching toward learner-centered.

Using the observation checklist could not reveal the emotional classroom climate
or the relationship between the faculty and students properly (Cuban, 1997). However |
found that it unfolded some clues of pedagogical progressives and teaching epertoir
that faculty undertook faculty’s roles in classroom, and the relationship for later
interviewing with the faculty.

Faculty’s Perception of Pedagogy

Evidence informing how the faculty perceived pedagogy were interpretad f
interviews and written curricular they had designed for the classes. Theddta c
categorized into two topics: beliefs of teaching approach, and the relationghip w
students.

Beliefs of Pedagogy

Every Faculty believed in learner-centered approach. The Participant$ expe
their students are able to achieve by their pedagogy in the following damens

First, they believed in pedagogy which produced capability to apply knowledge in
real situation. Faculty M stated, “We think that good teaching must equip studénts w
what they can apply with the real situation. Learning does not only mean the level of how
much students can remember the lecture, but also enable them to use their knowledge.

The teaching method must help them to do it.” “For me, | teach...and | want them to be
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able to apply it to their patients. They should be able to think of how to apply it to what
they do” added Faculty N. “My aim in teaching is, of course, to give knowledge to
learners but what | want most is for them to be able to apply the knowledge which may
not be only the knowledge that they get directly from the teacher but also whgethey
from the learning process. They should be able to think of how to apply it.”

Moreover, Faculty D elaborated, “We don’t want them to graduate with
knowledge in one particular discipline because when they go out to work, the patients do
not come to see them with only one single problem. PSU graduates as my goal and with
the hope that when they graduate they will be competent (persons) who can integrate
various disciplines.”

Second, the achievement of ability to learn of students was mentioned by Faculty
P. She described, “The purpose of doing PBL is mainly to train students how to learn.”
Faculty D illustrated how to learn in the real life, “We not only want our studestset
their patients with their integrated-competencies but we also want thenaldebi®
identify patients’ problems and to find answers to them.” As for Faculty N, she
experienced students with problematic learning. However, she believed thastexenyt
was able to learn depending on how to approach them. She explained, “I think it is about
the learner's need and learner diversity; they are different from each othee awegavto
think of different activities and learning experience for them so that thegaalh the
same goal.”

And finally, Faculty M emphasized the remarkable goal of educationahrefo

“The teaching and learning process...is with the objective of guiding students to be
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lifelong learners.” “We help them at the beginning and after they graduategpe they
will be able to do the process by themselves”, added Faculty M.
Teaching Strategies

To achieve the mentioned pedagogical purposes, the participants elaborated their
beliefs in teaching methods and strategies.

Conducting effective lectur&aculty P stated, “I do not design my teaching to be
lecturing alone, | do add some other activities, mainly case studies, to tlbtents to
participate in my class. The reason is my lecture alone bores students aget they
sleepy”. Faculty M admitted that he lectured basic knowledge to preparatsttate
PBL. He agreed that lecture alone was boring, so he created a museum of gimulate
human body to teach anatomy. He explained the reason, “we find that some students are
not with ability for dimensional perception and cannot see three-dimensional iveages
well. But when they look at a three-dimensional simulated human body, they can
understand clearly.”

Faculty N preferred telling example cases from experience to dtadtie
knowledge content she taught. She suggested, “I think if your knowledge is not
crystallized, you cannot simplify it and cannot give examples about it;gmottbink of
it.”

Facilitating student’s active learning.wo participants, Faculty M and Faculty P
conducted Problem-Based-Learning method to enhance students to learn actodty. F
P explained, “Students learned how to earn their knowledge by themselves and they are
able to think critically by PBL". She appreciated teaching by PBL, and esgediothers

to participate. Faculty M enjoyed the success of PBL teaching and theyHemlilbeen
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recognized as the model of learner-centered approach of PSU. Therdiffaeat
experience for Faculty D when she admitted, “PBL is not suitable for ourty?acul
curriculum structure but if it is a tool, then it might be all right. You cannot uset®BL
do it because it has to be integrated with many things.” Faculty D preteamoteaching
in the way that “team teaching helps integrate across disciplines andvwill detter
feedback to students about their competency development.” Faculty N recalled her
experience, “PBL is costly and needs numerous facilitators to operate, wity faed to
implement years ago and we could not afford.” She was confident with student’s
reflection and Faculty’'s feedback that enhanced students to learn actively.

Implementing systemic pedagogy strategy to confer educational ultimate
outcomesFaculty M experienced PBL as learning process implemented across the
faculty. Faculty M explained, “In early year students are trained paatiog group
process, and problem-solving by basic PBL courses. When they are experienced, they
will be able to conduct more complex PBL.” Faculty D preferred CompetenadBas
curriculum design to enhance students to develop themselves directionally antbread
work effectively when graduated. She stated, “As for students’ achievetmenret are
objectives under each statement stating what competencies they wiWeaatien they
complete according to the objectives and their competencies are integrated-
competencies.” and “If students were taught based on discipline by disciplynaiatlel
be lack of holistic perception of problems.”
The Relationship of Faculty and Students

According to van Manen (1994), pedagogy means more than teaching method. He

maintained,” The very term pedagogy already brings out the relational duetitgen
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teacher and student, in a manner unlike any other educational concepts such as
curriculum, instruction, or teaching” (1994, p. 140). When | asked faculty to explain how
their relationship with students looked like. There were two themes of relationship
emerged from the class observations, the interviews with the participantseand t
documentation.

Mother-child relation The first theme isnother-child relation Faculty N
illustrated, “It's probably a mother-child relationship. This means that whenack tee
think that we are teaching our children and we want them to be good persons. We try to
give them good things. Our students love us as they love their mothers and they call us
‘Mother’.” and she added, “We also give them other things other than knowledge in their
field.” The meaning of “mother and child” in the relationship was supported byt{racul
P, “I think it is mother and her children sense of relation between me and my students
My age could be their mother.” Faculty N explained that studying nursing wad a har
work. Students’ reflection for what they learned always contained livelyraait what
they felt during they studied, so | would rather take a good care readingeftestions
and | learned how to teach and help them learn more. | was permitted to read some of her
students’ reflection, and | found that there were other things more than the lesson. |
contained how students thought and responded to what happened in the real situation, for
example: “I think that doing the same as people have done routinely is not algayd a
policy. Your taught dare me to think critically.”, “Thank you teacher, yop hed change
my thought. Now | am not afraid to work with patients any more, but | am eagerko w
to take care of inability-patients. It makes me proud.” | can see theeiatesn between

what Faculty N conducted her pedagogy and Manen’s postulate: “It's onlyamcert
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relational contexts that the thinking life, the developing identity, the morsdpality,
the emotional spirit, the educational learning, and sociopsychological ngatdirihe
young persons occurs.” (p. 141).

Mechanical academic relatioffhe other view of the relationships was more that
of amechanical academi¢aculty M and Faculty P explained about the relationship
between teachers and students in the way that teachers took the roleihgcsitatents
to learn. Facilitators were expected to perform like a tool in learning prodes® were
strict rules for facilitators to follow when worked in class. The facilitedée varied from
faculty to faculty as | could observe from the classes.

The facilitator for Faculty M rarely contained personal relationshipdetw
facilitators and students. It was random matching between facilitatdrslasses. They
used a seating map to recognize their students’ name and for use in evaluation. When |
told Faculty M that | could feel that there was a distance between thet@achstudents
in the class, he accepted and said that it would be better when students were in the third
year at clinic level. Students would work with their teachers closely ircaliniasses. In
my opinion, a huge workload for facilitators to do for their classes may keepyfhosl
in teaching and evaluation. Faculty P’s role as a facilitator containedpai@e@nal
matter. | could observe Faculty P was flexible and careful. She knew her staignts
could call their names. She tried to break tension in class by asking some guestions
make them move.

Faculty D decided to use information technology to help her to follow up

students’ development of competency. She explained that faculty could evaluate
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student’s performance through computers, and every faculty could see the whoke pi
of their students’ performance including students’ behavior and ethics.
How Faculty Learn Progressive Pedagogy

Here, | now describe how faculty learned to engage in progressive pedagogy. Tw
main questions were used to interview the participants. One was “Pleasa bapla/ou
learn your teaching approaches, and the other was “From whom you learned the
knowledge?” However, it was interesting that when | asked the faculty the “how”
guestion they explained “why” in addition to the answers as well.

| decided to interview more involving persons and mine data from more
documents namely the annual reports of faculties. During data collecobsugport
from a former vice president of PSU. His suggestion led me to trace back tothere
information of progressive pedagogy came from.
Faculty D

“As we know, when a patient comes to a dentist, he/she does not come with a
problem of each particular discipline but with complicated or complex dise&sesilty
D started with a problematic scenario of the traditional teaching approagdénfiostry
students. “Students who have been taught in each discipline see human being in parts
...(they) would not be as profound in their perspectives.” added Faculty D. She
emphasized that the school needed integration of necessary disciplines of knowledge
including social and behavioral sciences to solve the holistic health problems.

Faculty D said that “by chance | had an opportunity to attend a course of self-
directed learning abroad (Dundee Scotland) under the sponsorship of British Council.”

There she met with D1. This program was introduced by D3, the former Deah at tha
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time. The program inspired her to think of education as a way to roll out a new approach
in teaching and know what the Faculty should do to be active learning. She decided to
continue her study with D2 at School of Education in Australia in 1996. She learned how
to teach by competency-based approach from the university, and proposed to reform the
whole curriculum at the time she returned to work in 2001.
Faculty D was inspired by & from the Faculty of Medicine when she @azk
his article which reflected the future of Thai doctors and how disappointed it was. She
admired & as her role model:
& is my inspiration. He was my advisor at the time | began to do (to reform the
curriculum). Once he told me that once | had decided to make a change, | would
prepare for a hard time to come over ten years...He encouraged me a lot.
The Faculty of D had attempted to reform its curriculum long before thessicc
of competency-based approach established in 2007. The University particularly
applauded the endeavor to change teaching method throughout the faculty as it had been
a long march from 2001 until now—congratulations (Siribumrungsukha, 2008c). It was
the year when Faculty D graduated and started to reform the curricultmeriothe
faculty attempted to implement multidisciplinary cooperative learning mbdethere
was an uncertainty about the teaching approach and faculty staff wextamek to
change (Faculty of D, 1998); the report said, “most faculty see the impodéanc
individuals and change is the thing that depends on individual faculty, there might be
other alternatives of teaching models” (p. 18). Faculty D revealed that ithevdsive of
the National Education Reform that made the competency-based approach passible f

the Faculty.
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However, Faculty D admitted that the new approach of competency-based could
hardly be realistic if the faculty did not have outside experts to standardiabjdotives
of the courses. She elaborated “We need to consolidate our faculty staff’s thakivlg
due to they are from different disciplines with succinct boundary while we naaddhe
teach as a team.” She invited D4 and experts frbai Health Promotion Foundation
(THPF) to help prepare faculty staff. It had taken two years long for this prbeés®
she was sure that the new teaching approach was in place.
Faculty M
“I think that having opportunities to go places helps a lot” replied Faculty M
when | asked how he got the ideas of progressive teaching. E-learning vid&saauity
M got an idea from M2, the dean of the Faculty of Education. M2 graduated with a Ph.D.
in educational technology from the University of Missouri. He explained how M2
brought the idea to him:
Once | visited M2 at the Faculty of Education in Pattani, he told me to think about
why not we make a clip of what we do lecture and present it our students
whenever they want to review.
M2 was the one who inspired me to teaching through e-learning in which | had no
knowledge at all at the beginning. Lectures on core knowledge are needed for
students and we do it repeatedly every year. | wonder why we have to do that
same thing over and over again. Students can just read about them, do self-study
and take a look at the clips in e-learning materials. Instead of teachingnwe ¢
use the time to teach students how to put their knowledge to work. That makes

the meeting time with students more worthwhile.
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M2 introduced Faculty M to M9 and another faculty staff who were keen in educational
technology. Faculty M said that he later developed the computer-assidtedtios
(CAl) lessons successfully.
Learning how to teach by simulation was another phenomenon of Faculty M.
Faculty M reflected the experience in teaching anatomy, “pure anatomyng bod we
find that some students are not with ability for dimensional perception and cannot see
three-dimensional images very well”. “Using a model can help”, recBfedIty M:
Once Ajarn Kasem (a faculty staff) brought a piece of (human) bone to me and
asked whether it could be used as a model. | proposed to add value to it by adding
blood vessels and nerves using tennis racket strings. We could see where the
blood vessels and nerves run.
Faculty M had more to tell about the simulation—how rubber technology has
become a part of educational media. Faculty M elaborated the situation wheghte tau
his students to treat traumatic patients in real situation:
The problem in seeing the patient is different situations that we cannot always
find the right patient as required by the objective. For example, the case may be
too severe and not suitable for them to encounter. Conversely, the patient may not
have a badly injured and therefore is not suitable for them (to practice traumati
condition) as well. We can either use a model or a real human body, a patient.
How Faculty M learned the rubber technology was simple, but the follow-up
action of Faculty M was glorious—it meant step-up innovation of teaching the *___”
sciences. The outstanding application was simultaneous human skin which has been used

for practicing injection and surgery. Once he spent a visit the rubber technology
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exhibition presented by Faculty of Sciences in the PSU Open Week Fair which
performed anniversary at Hat Yai Campus, he met M3 (a scientist) who aadtg f
staff of the Faculty of Sciences. He revealed,

the idea came from the talk with the scientists that day. Then we went sn trial

and errors, but it seemed time consuming because the development was quite

slow. Eventually | had met another material expert who was in the team, and we
developed together until we came up with the finished product that can be used
for teaching our students—artificial human skin

When | asked Faculty M to talk about how he learnt to teach by PBL
methodology. He said that @ was the person who introduced the PBL approach to our
faculty. He reflected how he learned PBL, “At first | did not understand PBL et W
looked at how we taught; we had already done that and it was rather problem—solving
than problem-based... So when | am a teacher, there is a policy to adopt the PBL
approach. I go to study because | like education”. Faculty M added that herstzedee
to join the administration team as the Assistant Dean for“ " by @. Thahevasst
time he knew @ and had a good chance to learn the learning sciences of PBL.

For me, | felt like “pains and gains play” for what had happened to the
organization when Faculty M depicted how it changed the teaching and learning
approach and for confidentiality purposes, terms of professional areaeptxeed by
“  "toaid in preserving the context of the statement without revealing iderdftthe
participant:

it was a policy, lecturers in the Faculty of M had to know what PBL was like; at

least they should know the concept of PBL. The change was rather radical. Some
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courses were terminated or changed to PBL. There was resistance from people
who did not agree to the change but“ " organization of Prince of Songkla
University was quite strong and made the change in spite of the disagreement.
When PBL was implemented, all departments had to do it to achieve the KPI.
There was resistance because teachers did not want to change their teaching
method.
To illuminate how the organization successfully made a shift from the traaliti
teaching approach to a new learner-centered teaching method, | decided batiato
see how it changed. Documentary evidences and personal communications relaéng to t
events were recorded and reported as the following.
The change of “ " education was triggered in 1987 (Faculty of M, 1989) when
leaders at that time were convinced that conventional teaching methods cowdanot ¢
the ultimate outcomes of education. Professor Vicharn Panich (personal conmionnica
November 4, 2008), an outstanding scholar of Thai education and the former Dean of the
University during 1985 -1989, described the situation of " education in this way:
Knowledge content of “ " sciences grew everyday with acceleratdvate
and more new theories were discovered and teachers tried to transfer all the
knowledge they knew to their students. It was tremendous and students could not
absorb all the theories which teachers intended to give them. Students were
joyless in studying and felt burden with tons of knowledge.
Dr. Mayuree Vasinanukorn (personal communication, July 10, 2008) the former gssocia
dean illustrated how faculty taught the time before 1987, “When | started esr car

1980, we taught with only a few “___ " textbooks. It was not relevant to what was | had
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seen abroad where a plenty of new researches and articles about diseasesnagialt t

were published. We called ‘knowledge explosion’.” Dr Mayuree also retleaiother
problem of “ " education, “Our students studied one by one subject. They could not
recall their knowledge when they started to study in higher levels—mie-ahd clinic
courses or they cannot integrate their knowledge.” Teaching and trainiieggonal

doctors in early time had a history of the attempt to develop a sound teaching approach
for medical students. Professor Tongchan Hongladarom (Varawit, 2005), who has been
recognized as the Father of Thai “___ " Education, at that time had organizethopsks

for training “__ " how to teach by using the service of experts from schools of eahcat
but the outcomes were limited successful. The reasons were that the exyldrtsot
understand what doctors really were and could not clearly see how to applydearni
sciencesto“ " education.

The unclear direction of “___ " education in the early years of Faculty of M
caused the faculty to strive for teaching good. According to Professor Vigeasoal
communication, November 4, 2008), there were distinct approaches of “ " educational
reform in the global mainstream, one was community-based and the other was problem
based education. He was confident that students would be joyful to learn if theg learne
by problem-based approach. Moral and other humanity issues would have its room for
application as well. He raised an indispensable point of how the faculty ddbstar
reform, “The global mainstream of * " education reform flew into Thailand, ang eve
university could perceive equally. However, most of universities might eldadine to

perform or be lack of mechanism to adopt the reform concept. But | believed it was
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convincing and | took it seriously. | proposed that the faculty needed * ___ ’ education unit
to support and bring it to reality.”

The plan to reform “___ " education became clearer under the administration of
Dean Vicharn Panich. However, the concept for the reform had to be crafted. Workshops
and seminars were organized and experts were invited to address theocescapds of
learning for “___ " education. Dr. Jacobus M Greep from the Netherlands and Professor
Henk Schmidt from the United States were among the experts. In additiomcinlky f
were sent to study at McMaster University in Canada, and Maastricht in tinerldads.
Finally the faculty had stipulated its future aim to redirect the prafe'ss " education
to be more problem-based, student-centered, and self-directed with more alltavance
integrated multidisciplinary learning (Faculty of M, 1989). In 1990 the faculjpibe
implementing PBL in the preclinic curriculum. It said in the annual report of 1989-1990,
“So far we are progressing slowly with this method of instructions...the hesitatieap
ahead is in the lack of preparedness of our students, and the lack of understanding of the
role of the facilitators and their time” (Faculty of M 1991, p. 21).

The journey of the medical education reform at the Faculty of X was not easy.
The faculty had struggled along the way during the time of Dean Tada Yipamigoi
Dean Pantipya Sangaunchua. Yipintsoi (personal communication, November 12, 2008)
portrayed the situation in the faculty at the beginning of reform procedd¥ ithand @
were the persons who put most effort in the midst of various perception of the change;
there were faculty who were active, non-active and inertia. He gaveaupoecto the
active group not to presume that every faculty had to agree before the gttrge-pn.

The change came to reality in 2000 when Dean Kitti Limapichat claimed, “The problem
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based-learning curriculum (PBL) has now been fully implemented inta?yaad year 3

of the pre-clinical program.” (Faculty of M, 2002, p. 1). It was system-@ueRBL.

Faculty P
“Think of how to make your teaching attractive, you need to imagine if you were

a student and think of what will attract you to learn” said Faculty P and addedd ‘flouse

try many ways to keep my students alert along the way when | teachltyHadegan to

teach by PBL methodology in 1995. She described the situation when she adopted the

teaching method:
| could remember that there was a student-centered concept in academiaymains
at that time and there was a dialogue among academia whether the concelpt shoul
be applied to our teaching or not. That time | was the Associate Dean for
Academic Affair. We did not really know what the student-centered concept was
We (the Faculty) undertook a lot of workshop for the whole faculty to make
faculty staff known about the concept. And it was by chance | had met @--a
faculty staff of the Faculty of M. He told me that the Faculty of M had
implemented PBL at full scale for the whole faculty. Since then, @ begsame
resourceful guest speaker to train our faculty staff. However, it was nlo¢ all t
faculty who adopt the concept; there was only one department that successful
implemented it—that was the department of *___’ which | was a member. | have
been teaching by this method up to now. | believe it is a better teaching and more
beneficial approach for our students than the traditional one. | can remember that
& helped teach us as much as @. We had a guest speaker from Khonkaen

University also.
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Faculty N
“Always take notes of how resourceful speakers perform their presentdtiere
are always good techniques we can learn.” Faculty N said, “It's my fatotitavel and
attend meeting or conference; | always take note while | listen sptakers.” When |
asked her how she learnt the progressive pedagogy, hardly could she remind herself
where the pedagogy came; but finally she spoke out “Dr. Parker!” Dr.Reakea
nursing professor from Atlantic University at Florida USA. She came tdarttband
visited the Faculty of N for student-exchange program. Faculty N wagaddio be a
translator and was asked to take care of Dr Parker. Then one day she recalled:
We went to the mountain and to pray worship to the Buddha Statue on the
mountain. On the way Dr. Parker talked to me the importance of doing reflection
in the daily life. | nearly forgot how I learnt the reflection method. When |
practiced, it was really impressive. Now every student has to reflect vsivba
applies her knowledge learnt to care her patient. | could see my studentsafleare
how they learnt and felt when they were with their patients. | could see other
important dimension of learning—ethics. Reflection is now my priority in
learning process when | teach my students. Every student must reflect what she
has learnt either oral or written. Students’ reflection tells me whethetgamt
and what happen to them when they apply my taught to their patients.
Faculty N did not mention any connection of teaching ideas with the National
Education Reform when | asked about the learner-centered approach. She plainly
explained how she learned to teach and that she personally believed it and incorporated

learner-centered teaching in only some courses due to the limitation of theizasSeur
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clinical classes are taught by learner-centered approach due to thelassadize; we
have a chance to know students’ learning style and try to match our teaching in
accordance with their ability.”

Personal Relationships of the Participants for Pedagogical Knowledge

The purpose of the study was to determine the relationship that existed and
describe them. To accomplish this, the participants were asked to respond a set of
guestions including with whom they had discussed about how to teach students during
the past six month, their alters’ background, what knowledge about teaching andylearnin
they learned. The respondents were then asked to determine how close treshgbati
length of acquaintance, contact frequency, and beneficial purpose of trenrbktveen
the ego and alters. Finally, the respondents were asked to identify their deimogra
information namely the highest degree they earned, the number of yearsgeachin
experience, and roles in academic administration. However, some meaningful
relationships of the participants were older than six months and they were somehow no
connections during the past six months. | decided to assign more flexibilitg time
boundary of relationships in regard to the usefulness of data for this study.

To ease the presentation, | put all the contacts of each participant and their
characteristics in a table. The participants’ background was derivedHenm t
professional expertise or areas of work such as nurses might have diffeesndfa
expertise like surgical, medical, educational nursing. The background is themedese
similar or diverse accordingly.

The beneficial purpose of the relation (BP) accounts for the personal benefit

which can be expected from the relations such as promotion. The types of reRions (
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are what were defined by participants. The number of years known (Y) reprisent
intervals the participants know alters: 10 represents ten or more than tenlyealast
characteristic is the contact frequency (F): the answers of flummdlynore than once a
week were high frequency of contacts.

Most of the relationships were reported by the participants as none or low
expectation of rewards or economic returns. Only some of the relationshipepeted
as high, like the relationship between Faculty M and alter M10 as a dirpldyem
employee relationship. The relationship could be interpreted as high expectation of
economic returns.

Data for Faculty D are summarized in Table 3. As you can see most dktise al
have the diverse backgrounds in compare with Faculty D. They either graduated from
different field of study or working in the different departments. Faculty D aad@b,

D6, and D8 had benefit in working as they adhered to the same purpose of the task of
administration. Other characteristics showed a mix of information as dekbgjlike
participant. Faculty D is a member in the university administrative ctigerfor

academic affair.
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Table 3

Faculty D: Characteristics of Relationship

Alter Background BP R Y F
D1 diverse low acquaintance 10 low
D2 diverse low acquaintance 10 NA
D3 diverse low colleague 10 low
D4 diverse low acquaintance 5 low
D5 diverse high close friend 10 high
D6 similar high close friend 10 high
D7 diverse low colleague 5 low
D8 similar high close friend 10 high
D9 similar low close friend 10 high
D10 diverse low colleague 5 low
D11 similar low close friend 5 high
Al diverse low acquaintance 5 low
& diverse low acquaintance 10 NA

Note BP = beneficial purpose of the relation; R = tgbeelation; Y = years known; F = contact frequgnc

The data from Faculty M are summarized in Table 4. They tell a story of how the
relationship between Faculty M and his alters differs from one alter to anlbstrof
the alters have diverse background due to their different areas of education, and some
works far away like alter M2, M8, and M9. Faculty M has less close friehdsi

relationships in pedagogy. M10 has become Faculty M subordinate after leel theat

116



project of artificial skin for teaching media purpose. M6 is Faculty M'st@sg in

administrative work. Most of the alters have low expectation of benefit famm @her.

Table 4

Faculty M: Characteristics of Relationship

Alter Background BP R Y F
M1 diverse low colleague 10 low
M2 diverse low acquaintance 5 low
M3 diverse low acquaintance 5 low
M4 similar low close friend 10 high
M5 diverse low close friend 3 high
M6 diverse high subordinate 5 high
M7 diverse low close friend 5 high
M8 diverse low acquaintance 10 low
M9 diverse low acquaintance 5 low
M10 diverse high subordinate 5 high
M11 similar low colleague 5 low
M12 diverse low colleague 5 low
M13 diverse low colleague 5 low
@ diverse low colleague 10 low
Al diverse low acquaintance 5 low
A2 diverse low acquaintance 5 low

Note BP = beneficial purpose of the relation; R = tgbeelation; Y = years known; F = contact frequgnc
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Faculty M is a member in the university administrative committee fateswir affair
and for e-learning development.

The data from Faculty N are summarized in Table 5. The alters have more the
same backgrounds with Faculty N and are more close friends. The alter A1, and A2
became university administrators three years ago but Faculty N saikdehavere close
friends and dialogue frequently. The alter N3 moved to work in the capital wianh is
away more than ten years ago and rarely comes back. N3 has created a RiBY teac
approach successfully at her university. She became an administrator in othesitynive
Alter N1 and N2 live abroad but they met when they came to Thailand once a few year

ago.
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Table 5

Faculty N: Characteristics of Relationship

Alter Background BP R Y F
Al diverse low close friend 10 low
A2 diverse low close friend 10 high
N1 diverse low acquaintance 3 low
N2 diverse low acquaintance 5 low
N3 diverse low close friend 10 low
N4 diverse low close friend 10 low
N6 similar high close friend 10 high
N7 similar low close friend 10 low
N9 diverse low colleague 10 low
N10 similar high close friend 10 high
N11 similar low close friend 10 high
N12 similar high close friend 10 high
N13 similar low colleague 5 low
N14 similar high colleague 5 low

Note BP = beneficial purpose of the relation; R = tgbeelation; Y = years known; F = contact frequgnc

The data from Faculty P are summarized in Table 6. The alters of Faarky

persons whom she has known for more than ten years. Some work in different

departments and rarely meet. Some alters are her close friends but someRGandt

P8 works in different universities far away but she said that the alterhercose
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friends and they communicated often. P2 is a faculty administrator whom she talks wi

sometime. P2 is a member of the university committee for e-learnings&nva

administrator but he died four years ago. Alter @ works in a different fathuty knew

each other in a meeting more than ten years ago.

Table 6

Faculty P: Characteristics of Relationship

Alter Background BP R Y F
@ diverse low acquaintance 10 low
P1 diverse low acquaintance 10 low
P2 diverse low colleague 10 low
P3 similar low close friend 10 high
P4 diverse high acquaintance 10 high
P5 diverse low colleague 10 low
P6 similar low close friend 10 low
P7 diverse low colleague 10 low
P8 similar low close friend 10 high
P9 diverse low close friend 10 high
P10 similar high close friend 10 high
P11 diverse low relative 10 high
& diverse low acquaintance 10 NA

Note BP = beneficial purpose of the relation; R = tgbeelation; Y = years known; F = contact frequgnc
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Chronicle of Pedagogy Reform

To summarize the events that happened to the faculty’s pedagogy, a table of

chronicle was created and data concerning of time had been put together frony the ver

beginning of faculty’s pedagogy reform through the ongoing of macrdsbeita was

summarized in Table 7.

Table 7

Chronicle of Pedagogy Reform

Year Facilitating Factor

Pedagogical Change

1979-85 Tongchan as the President
1987 Vicharn as the Dean of M
1990

1995

1997

1999 National Education Act

2000 PSU’s research-oriented,
PDCA-Par quality strategy

2001

2002 Comprehensive QA in PSU;
TOR and KPI

2003 1 ONESQA evaluating PSU

Adoption of pedagogy change—Faculty of M
PBL start in Faculty of M
PBL start in Clinical Pharmacy Department
Great Financial Crisis initiated in Thailand;

Initiation of pedagogy change—Faculty of D

Faculty of M’s success of PBL

Initiation of competency-based—Faculty of D
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Table 7 (continued).

Year Facilitating Factor Pedagogical Change
2004 Initiation of reflection teaching of Faculty N
2007 Selective networking strategy ~ Start of competency-based throughout
in educational technology Faculty of D
2008 The re-emerging of pedagogy
in top administrators
2009 Teaching as University’s Agenda

Note.Data derived from the study’s documentation aneriiews

Summary

This chapter presented the data collected from all sources which weretednduc

in the study. The data was arranged in three consecutive parts from macafsbeal

University and social mainstream to microsocial of faculty and thietioaships. Data

was summarized and manipulated into categories, tables, and flowcharts amtier wf

triangulation among the three sources of data with respect to the théetpzsitions

in this study. This serves as reference for the data analysis in CYapter
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CHAPTER V

ANALYSIS OF THE DATA

The University is a government-owned university; it comprises of 25 faculties
serving in five campuses. In term of administration, all the facultiestdigated to
comply with the University’s organizational policy and strategies whicloaneulated
by the top management and the President represents the highest authority in
implementation according to the University Act. The University is now in the prolong
decades of the National Education Reform, the National Education Act of 1999 is the
hallmark of substantial changes in educational realm for the whole country. Thiadimel
for changes was stipulated by the Act and the University was first monitored in 2005 by
the Office for National Education Standard and Quality Assurance (ONESQA), the
private agency that serves the government to assure the compliance oétigiatronal
institutions with the National Education Reform. One of the prominent critaha is
student-centered approach in teaching process.

The purpose of the study was to examine the relationships developed among
faculty at the University in implementing the new and required pedagogy reform
strategies. It was the intention of the study to describe the relationshipshtiineugns
of Network Analysis (Granovetter, 1973, 1983) and Perpetuation Theory (Braddock,

1980; Wells & Crain, 1994). The following analysis of data answers the study question of
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“how” and “why” faculty’s pedagogy changed.
Analysis of The University’s Policy and Strategies

Data from this study showed how the University planned to anticipate the
changing environment of the National Education Reform, The policy was reforthulate
and strategies were then stipulated according to the policy by usirgategis planning
process in 2003 (Division of Planning, 2003). The external environments, including the
National Educational Reform, were analyzed as a part of strategic planocegfrThe
current strategies facilitating faculty’s pedagogy reform entengenely curriculum
redesign, training and retraining faculty how to teach on a continuing baditatiagi
faculty with physical facilities and educational technologies, and enswiladparation
among faculty. The following are the themes of analysis.
Direction of Policy

In general terms of administration, the University’s policy would affect the
educational development movement of the organization. From the beginning until the
policy to anticipate the National Educational Act 1999 was stipulated, the datadshow
the University had to revise the long-term plan intermittent of the time feati@eeded
time to readjust to the new environment. The University had to decide the best way to
survive in the great financial crisis circumstance that had just hit thergdwotyears
before the National Educational Act. According to Division of Planning (2003), the
budget for the University from the government was depreciated since the dirarss
while there was a threatening demand for a higher skilled labor market ipatniciof
global competition. There was another threat, faculty overlooking conductingatesea

which could disturb the long-term capacity of the University’s competitigeiidsthese
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threats pave the way for the University to look for a more promising strateggezrch-
oriented direction.

The defensive option for the pedagogy development strategy and research-
oriented direction policy affected the budget allocating to facilitaténiegecesources in
faculties and the interest of faculty staff in teaching. This might daesack of
capability including human resources for the move. The policy therefore dffactdty
staff in micro-social environments as well. Consequently a lack of funding mighe be t
cause of the faculty’s perpetuation in traditional teaching approaches theipgst
decade of educational reform. The evidence of the limitation of budget to suppont-learne
centered approach and faculty’s concern about their career path growth supgperted t
claim.

Short-Term and Long-Term Outcomes

The importance of short-term and long-term outcomes is the prominent argument
of Wells and Crain (1994) when they studied the long-term effects of school
desegregation. The meaning of short-term outcomes of school desegregation, according
to Wells and Crain, are academic achievement, self-esteem of black staddritger-
groups relations, while the long-term are social mobility and econoneictefiWells and
Crain (1994) elaborate, “Meanwhile, policymakers and researchers losbiighhy of
the theoretical underpinnings embedded in the long-term goals of school desagregat
policy” (p. 532). They argue that policymakers need to look beyond the short-tects effe
and focus more on long-term social and economic outcomes, “because educational

achievement alone does not solve the problem of economic inequality; school
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desegregation must...also break the cycle of racial segregation that dasles and
white whites apart” (p. 533).

The University’s strategies, which intended to facilitate faculty trnetheir
pedagogy from the traditional emphasis on memorization and reproduction of knowledge
to confer the learner-centered approach, tended to emphasize on short-term aims

The curriculum redesign strategy accompanied by TOR and KPI was mesdy
to meet ONESQA'’s and CHE's quality standard requirements, and to earn high
evaluation scores. In the present days of educational competition, benchmarking of the
university becomes prominent in the higher educational mainstream. The uyiversit
reputation was tied to the university’s ranking. Most universities strivelfettar
ranking in the world society. So gaining better scores of evaluation ismgéarfor any
university including PSU. However, the total score may easily cause policysnake
lose sight of some indispensable aspects of education as a whole. The evidenbewhen t
Evaluation Committees on the President (Siribumrungsukha, 2008a, n.p.) gave a
comment for the University’s policymakers represented the cautious conceing &Be
research university must not make faculty neglect their teaching andttigents; but
must be in the way that the stronger the research maneuver is, the more ergogabl
academic the learning of students shall be.”

Wells and Crain (1994) emphasizes on long-term outcomes of sociological
changes—social mobility, economic effects and breaking the cycle of regraigsition,
and gives a cautious concern when policymakers require instant feedback oframort-te
effects—i.e., achievement test scores, self-esteem of black studentsiVeesity’'s

measures that aim the foresight outcome of the ONESQA'’s evaluation ssbeasl of
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social mobility and pedagogy reform of faculty can be claimed as shorbtexnted
policy. There might be an argument that the University did have the measura tmttai
retrain faculty to teach more effectively, but this was like a rainmakiategty which
could not pass shelters sometime. There was also an evidence for this caseewhen t
Vice President for Academic Affair revealed that “Faculties areowotident that their
teachers will surely attend the project, they sends no teachers at ahtbitittand, “It
may be because of difficulty in getting speakers to come here and during eesemigst
a few teachers can participate and so we cannot arrange it.”

In addition, Banta et al. (1996) reveals that they do not rely on benchmarking and
assessment processes as the indicators have mostly unsuccessful, inathigintpan
improving performance. Their claim is consistence with the Universitygergence. In
this case, there was supporting evidence from the participants of this study

Faculty D: The University does not understand learner-centered concept; using

CAl, PBL, learning by virtual classroom, or others as the KPIs of learnerrednte

practice has led faculty staff to a wrong way.

Faculty N: | don’t think some KPIs like CAl, laboratory hours, learning by&irt

classroom would reflect learner-centered approach of faculty who teach that

courses.
Kezar (2001) claims that the attempts of policymakers to develop macro-level or
transformational changes are cautious about the concern that “loosely couptedhat
higher education may hinder these effort” (p.71). The nature of faculty is arssther

which could undermine the University’s effort for change. This might raise aauest
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about the effectiveness of centralized policy without a support of decentralized
measures.

However, one thing that must not be overlooked is the new initiative strategy of
networking from the Vice President for Academic Affair and the Assist&nesident
for Learning Resources. | perceive it like a morning sign of new geneddtiba
University’'s policy as it differentiate itself from the traditionalwpoint of
administration. The strategy is to increase the penetration of the suppectdakey
faculty and create network for faculty’s development. Nonetheless the stfateggd
on selective aspect and e-learning was the choice but not the facultygoggda

According to the mentioned above evidences, the University might have to
reconsider the policy and strategies for changes to appreciate ‘&peltagogy
evolution. Long-term approach instead of too emphasizing on short-term sgaggie
suggested by Well's and Crain (1994) and incorporated with sociological anditedoret
oriented aim may be urgently needed. In addition, strategies enhancingttime-bptor
decentralized approach is claimed to be a better option.

Analysis of Faculty’s Relationship

Granovetter’s (1973, 1983) Network Analysis was used to analyze faculty’s
relationships and their effects on the University’s changes in pedagogynpbrtance
of the analysis to this study is to give a theoretical support of how facudtstsonships
can help faculty to access to the information of progressive pedagogy and the enfitienc
the educational reform from the social mainstream.

Wells and Crain (1994) believe “the social network advantage of desegregated

schools for African-American students is real” (p.533). Likewise Wellrh883)
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emphasizes that the most direct way to study a social structure is to @halpatterns

of ties linking its members while the pattern of ties in a network providesisagrtif
opportunities and constrains the access of people and institutions to such resources as
information, wealth, and power. Both of the studies from Wells and Crain (1994) and
Tsoukalas (2007) appreciate Granovetter’s (1973, 1888nhgth of Weak Ties Theory
(SWT)that helps build a bridge to important question of how individuals and social
groups accommodate the need for change in their life situation. Granovetter (1973)
describes the way to analyze whether relationships in social network & emstsng

ties:

the strength of a tie is a combination of the amount of time, the emotional

intensity, the intimacy (mutual confiding), and the reciprocal serviceh &a

these is somewhat dependent of the other though the set is obviously highly

intracorrelated (p. 1361).

Therefore the analysis of faculty’s interpersonal relationshipssrsthdy was
conducted in two dimensions in a consecutive manner. First, the analysis of the
relationship patterns in regard to Granovetter’s (1973) postulation of thetlstodiigs
was conducted. Sociograms (Moreno, 1935 as cited in Major, 1999) were subsequently
created to illustrate the interpersonal social networks: strong and weakhies second,
the effects of the strength of ties on short-term and long-term of pedagfogy was
determined.

Determining the Strength of Faculty’s Ties
The data in Table 3, 4, 5, and 6 as presented in Chapter IV was used as the

precursor for analysis of faculty’s strength of ties.
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Emotional intensityThe emotional intensity deals with the commitment that
individuals engage themselves to their groups. Granovetter (1973) assert®tisatying
a concept which deals with the emotions involved in the relationship. Major (1999)
claims, “Strong ties have a history and a mutual commitment to the continuatiendt
the relationship. Likewise, individuals who spend their time working together rggula
for a long continuation and experience of success or failure together, tienstlg is
considered to be strong tie. Tsoukalas (2007) elicits emotional intensity foom g
ideology that tends to remain isolated due to intense cohesion.

To determine the emotional intensity of the relationship, the data of type of
relation (R) and the length of time they know each other (Y) were used to ohetdine
strength of ties: close friend and subordinate might be interpreted as strotignain
intensity while colleague and acquaintance tended to be interpretedka®wéar the
length of years known, | found a difficulty to address the number of years to ihtegre
strength of emotional intensity; however, more than ten years of acquairtaoé se
considered strong.

Intimacy.The area of intimacy deals with the similarity of individuals’ thoughts
and backgrounds in a group (Granovetter, 1983). Major (1999) supports the claim that
strong ties would indicate shared knowledge where weak ties would indicateedivers
knowledge. The intimacy of ties, therefore, can be gauged from the closeness of
relationship like good friends or faculty with the same educational prepardigese; t
relationships are considered strong ties. The participants’ background ofitinetien
was collected and compared to categorize whether they were similar rzedive

The data of compared backgrounds in the tables were used to determine the
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intimacy of relationship: in this sense, similar backgrounds between thapzarts and
their alters were determined to be high level of intimacy, converselyvaesdi
backgrounds would yield low level.

As the departmentalization of the University’s organization was cledatgd to
the functional expertise of faculty staff, most of members in a departnethdraame
educational area. The data from my observation of the organization and demography of
faculty in the same department at the University like the Departmentlosgadics,
Department of Clinical Pharmacy, or others in any faculty, would consist ofyfataff
who were specialists in the same area, or faculty who graduated in the saladr re
areas. While in the administration process of the University, departmentsiity faere
assigned as academic production units (OQA, 2004, 2008}like KPIls andLU was
assigned to the department level. In the University’s administration grbegmrtments
were perceived as the ultimate administrative units to which the Univexsitigl
allocate the authority and responsibility. Themacytherefore could be created among
faculty in the department.

Reciprocity The concept of reciprocity deals with the benefit individuals receive
from the relationship (Granovetter, 1973). The reciprocal services of ties aigeaans
with the idea of individuals’ economic expectation onto groups. Employment insecurity
and economic pressure make individuals believe themselves without alternatives
(Granovetter, 1983). Major (1999) argues that reciprocity can be defined as the mutua
rewards, tangible or non-tangible which individuals receive through interactioas. T

reciprocity, therefore, can be defined as individuals’ expectation on job promotion or
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economic related rewards from their relationship and the relationshipsstaetmition
are strong ties.

The data of beneficial purpose of the relation (BP) was the perception of the
participants of their relationships with alters. In this case, BP was usettimaeng the
reciprocal services of ties: the high expectation of BP reported by theesanrts could
be interpreted as high reciprocity of ties between them.

Time More time of contact between individuals would probably lead to stronger
sentimental of friendship (Granovetter, 1973). However, Major (1999) found that
frequency of contacts might not be a good indicator of the strength of a tietsioakdli
be the result of contextual factors such as place of work setting. Timeptkeraight be
a supportive indicator to the other characteristics of ties. Time in this\waglgssumed
from the frequency of contacts between the participants and their alters.

The higher frequency of contact between the participants and their altecs woul
support the strength of ties. There were some contacts in the study which couldnsot defi
frequency in the current situation because of some alters were no longer alive

Most of the participants’ relationships could be directly defined when treese w
convergence to the concepts of ties see Tables 8, 9, 10 and 11. However, theveneere s
relationships which | interpreted as strong ties despite some chatacdefbranovetter
(1973) asserts that each of the components of ties is independent of the other. Simmel
(1950 as cited by Granovetter, 1973) gives a useful clue that ties with only one content
with diffuse content may be strong as well. Ties between Faculty D and DtyRd6,

M6, M7, M10, and Faculty N and N4 were these cases. There was a case of the

relationship of Faculty N and N3 which I interpreted as a weak tie despitayHscul
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response that N3 was her close friend. My argument was N3 by the time had moved to
work in another university in Bangkok (far away from PSU) for more than &ns,yand
they hardly met or communicated. Both would have different circle of community or
Gemeninschaft (Granovetter, 1983). Baker (1994) asserts that “those (petple) wi
diverse backgrounds, travel in disparate circles, or hold different positions in the

organization—know different things” (p.137).

Table 8

Faculty D: Interpreting the Strength of Tie

Dyad Intimacy Reciprocity Emotional Time Strength of Tie
Intensity

D-D1 low low low low weak
D-D2 low low low low weak
D-D3 low low low low weak
D-D4 low low low low weak
D-D5 low high high high strong
D-D6 high high high high strong
D-D7 low low low low weak
D-D8 high high high high strong
D-D9 high low high high strong
D-D10 low low low low weak
D-D11 high low high high strong
D-Al low low low low weak
D-& low low low low weak
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Table 9

Faculty M: Interpreting the Strength of Tie

Dyad Intimacy Reciprocity Emotional Time Strength of Tie
Intensity

M-M1 low low low low weak
M-M2 low low low low weak
M-M3 low low low low weak
M-M4 high low high high strong
M-M5 low low high high strong
M-M6 low high high high strong
M-M7 low low high high strong
M-M8 low low low low weak
M-M9 low low low low weak
M-M10 low high high high strong
M-M11 high low low low strong
M-M12 low low low low weak
M-M13 low low low low weak
M-@ low low low low weak
M-Al low low low low weak
M-A2 low low low low weak
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Table 10

Faculty N: Interpreting the Strength of Tie

Dyad Intimacy Reciprocity Emotional Time Strength of Tie
Intensity

N-Al low low high high strong
N-A2 low low high high strong
N-N1 low low low low weak
N-N2 low low low low weak
N-N3 low low high low weak
N-N4 low low high high strong
N-N6 high high high high strong
N-N7 high low high low strong
N-N9 low low low low weak
N-N10 high high high high strong
N-N11 high low high high strong
N-N12 high high high high strong
N-N13 high low low low weak
N-N14 high low low low weak
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Table 11

Faculty P: Interpreting the Strength of Tie

Dyad Intimacy Reciprocity Emotional Time Strength of Tie
Intensity
P-@ low low low low weak
P-P1 low low low low weak
P-P2 low low low low weak
P-P3 high low high high strong
P-P4 low high low high strong
P-P5 low low low low weak
P-P6 high low high low strong
P-P7 low low low low weak
P-P8 high low high high strong
P-P9 low low high high strong
P-P10 high high high high strong
P-P11 high low high high strong
P-& low low low low weak

The interpretations of Faculty’s relationships with their alters watiegorized
into strong ties dyads and weak ties dyads and used to create the sociogourei.F
The strong ties dyads includes: D-D5, D-D6, D-D8, D-D9, D-D11, M-M4, M-M5, M-
M6, M-M7, M-M10, M-M11, N-N4, N-Al, N-N6, N-N7, N-A2, N-N10, N-N11, N-N12,

P-P3, P-P4, P-P6, P-P8, P-P9, P-P10, and P-P11. The weak ties dyads includes: D-D1,
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D-D2, D-D3, D-D4, D-D7, D-D10, D-A1, D-&, M-M1, M-M2, M-M3, M-M8, M-M9,
M-M11, M-M12, M-M13, M-@, M-Al, M-A2, N-N1, N-N2, N-N3, N-N9, N-N13, N-
N14, P-@, P-P1, P-P2, P-P5, P-P7, and P-&.

There was an interesting observation of the phenomenon while | analyzed the
strength of ties—time. When | interviewed the participants about their networkg dur
the past six months of time, they generated a list of persons whom they discussed the
teaching and whatever they had learned. | found that three participants did nohmenti
the persons from whom they learned the progressive pedagogy. Data from the
documentation showed that the National Education Reform had been initiated in 1998
(ONEC, 1999a) which was ten years ago. It was appropriate to assign mordtftegibi
time boundary of network analysis to mine more useful data of personal relationships
during the National Educational Reform.

The Figure 2 and Figure 3 represent the sociograms depicting how tbgpats
tie with others for pedagogy. A box represents a person, black lines connecting each box
are the strong ties, and broken lines are weak ties. From the data in Table &)®110
the personal relationships can be put together and created sociogramsar Fand
Figure 3.

In Figure 2, D, M, N, P stand for the participants—Faculty D, Faculty M, Faculty
N, Faculty P. M has many weak ties while N has more strong ties. AlaactkA
university administrators and have direct relationships with M, N and D, and A2 has
indirect connected to Faculty P through P2. The sociogram shows that @, &, A1 and A2
have interrelations among four participants: @, & have all weak ties theipants,

while Al, A2 have strong ties with N. From data in Table 8, 9, 10, 11 and 12 & and @
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have bridging roles in pedagogy which has created social mobility in P ancdbpt
pedagogical progressives (see Table 12), and & had inspired D to teach wih acti
learning approaches and finally D adopted a new teaching approashaathpetency-

based teaching which is a pedagogical progressive.
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Figure 2. Sociogram depicting Faculty’s egocentric networks

In Figure 2, N has no connection with @ and & but she has close ties with Al,
and A2. However, she has no influences from these connections. Faculty N was
influenced by N1 and N2, and learned reflection teaching by adapting form the
information from N2 (see Table 12). The sociogram in Figure 2 also shows the
connections of some alters to other circles of society which were not included in this

study, namely @, &, D3, M1, M2, N1, N2, N3 and P7. Therefore the lines connected to
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these alters possess open-ended lines. For example, @ as told by M possessronnect
to many groups of persons who teach with PBL. M2 has connections with persons in

educational technology areas.
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Figure 3. Sociogram depicting current Faculty's egocentric networks for pedagogy

Chronological Analysis of Faculty’s Networks

The effect of time boundary on faculty’s networks was evidenced by the change
of faculty’s ties. There were at least two events that affected¢bkyfa network. First,
there were demographic changes in some faculty during the past terM/earsd N3
had resigned from their administrative positions and moved to work in other universities;
as for &, he was not alive in the current time. Second, the chronicle of facultygoggda

reform informed the time when faculty learned the progressive pedagogy and from
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whom. The evidence was indispensable for describing how faculty’s networks fostered
their pedagogy reform.

From the effects of chronological change of ties, | created anothegsai in
Figure 3 representing only faculty’s current networks. The sociogrdngure 3 shows
personal networks of faculty that looks weaker when there are less bridginghe
chronicle of pedagogy changes is presented in Table 7 in Chapter IV.

The Effect of Personal Networks
Ties and Faculty’s Pedagogical Progressives

When matching the pedagogical progressives that faculty learned witbshe
they had, the data informed that weak ties were the indispensable channglsafazsds
to the information and influences of the pedagogical changes. The data wasegrasent
Table 12.

Data from Table 12 represents the information which the participants egcess
from their ties and how the participants responded to the information. The data showed
that most of the crucial information of pedagogical progressive that the pamticould
access came from weak ties.

The strong ties between Faculty N and administrators Al, A2 showed non-
influential access of pedagogical information as Faculty N informeshargl discussion
of teaching and they felt good to be together. The other strong tie N-N4 waes\ilnen
Faculty N learned how to teach from her exemplary teacher N4 when she was a novice
teacher years ago. This is another good example of time boundary effect orknetwor
analysis. It should have beemvaak tiewhen she first met N4 before she developed a

closer relationship and strong tie with N4 later on.
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Table 12

Faculty's Ties and Influences on Pedagogical Progressives

Dyad Strength of Access Effect
Tie
D-D1 weak Competency-based Adoption of pedagogical progressive
D-D2 weak Active learning Inspiration of learner-centered
D-D3 weak Indirect tie with D2 Access to the source of pedagogical
progressive; Inspiration for change
D-& weak Social support Inspiration for change in pedagogy
M-M2 weak Educational technology; Inspiration of e-learning teaching
Indirect tie with M9 Access to educational technology
M-M3 weak Educational technology; Innovation of teaching media
M-@ weak PBL teaching approach Adoption of pedagogical progressive
M-A2 weak E-learning network Contribution of expertise to PSU
N-N1 weak Teaching strategies Adoption of pedagogical progressive
N-N2 weak Reflection teaching Inspiration for change in pedagogy
N-N4 strong How to teach Exemplary teacher
N-Al strong Emotional support Friendship; general discussion
N-A2 strong Emotional support Friendship
P-@ weak PBL teaching approach Inspiration for change in pedagogy
P-P7 weak CAl Adoption of e-learning
P-& weak PBL teaching approach Adoption of pedagogical progressive
P-P2 weak Distance learning news Informed educational News

Note Data derived from the study’s documentation amerviews
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| could claim that the data from this study is consistent with Granovett&78)
concept obridging weak tiesThe concept of Bridge according to Granovetter (1973,
1983) is a weak tie that provides the only route along which information or influemce ca
flow from any contact of an individual to any contact of another individual of social
networks. In addition, Granovetter (1973) maintains “no strong tie is a bridge” (p. 1364).
The data document that the participants’ weak ties had influenced them as thedrepor
the effects of weak ties on their pedagogy (see the effects in Table 11 or d@jition,
the data showed not only direct weak ties but also the access to indirect contelects whi
provide ideas, influences, or information socially distant from the particip@hée
dyads—D-D3, M-M2, and M-M3 represented a good match to Granovetter’s (1973) idea
of indirect contacts, when the connection gave indirect contacts to signifleastand
influences of D2, M9, and M10 consecutively.

However, not all weak ties are bridging ties. Granovetter (1973) divides
individual’'s network into that part made up of strong and nonbridging weak ties, and that
of bridging weak ties. The tie P-P2 might be an example of a bridging weakedre
Faculty P said that she was informed the news of distance learning in PSW2from P
however she perceived this as general news. There was another good esamtiie f
data in this study when the scholar Prof. Vicharn Panich raised an indispensabté poi
how the faculty got start to reform at that time (estimated 1987), “Thel giabastream
of medical education reform flew into Thailand, and every university could perceive
equally. However, most of universities either declined to perform (did not desict
any to anticipate the mainstream) or (they) lack of mechanism to adopfcaime re

concept.” (personal communication, November 4, 2008). The phenomenon was possibly

142



explained by theuality of bridging tieslt might be the difference in quality of bridging
ties that was the matter of different effects of weak ties on the individinagot the
contacts. Moreover the quality of bridging weak ties might depend on the chatiaste
of either ego or alter, or both.

Granovetter (1983) maintains that there is the neecbfgmitive flexibility and
that, “The absence of flexibility may have inhibited organization againsh ueoswal,
since the ability to function in complex voluntary organizations may depend on a habit of
mind that permits one to assess the needs, motives, and actions of a great variety of
different people simultaneously” (p. 205). The cognitive view of bridging weslkstie
supported by Tsoukalas’s (2007) work. Tsoukalas (2007) claims that, “Our measures
(attempts to influence a social group’s performance) must, so to speak, be fornmutated i
‘language’ that the group is capable of understanding.” (p. 71). The mentioned @tgume
of Granovetter (1983) and Tsoukalas (2007) were the concern of the quality of egos (or
the participants in this study). Moreover Coser (1975 as cited in Granovetter, 1983) hel
explain why strong ties do not bridge when he relates the development of iné&llec
flexibility to individual’'s network, and asserts that strong ties may prexmdntiduals
from articulating their roles in relation to the complexities of the outsatédw

The data from this study (see Table 11 or 12) revealed how important the effects
that the dyadic weak ties of the participants generated on their pedhgoggrassives.
The effects ranged from access to the pedagogical progressive informaktien to t
inspiration and adoption for change in their pedagogy. The phenomenon would be

explained by Granovetter’'s (1973, 1983) concept of bridging ties. | would clainhéhat t
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bridging capability had resided in the participants of this study but with differenslevel
quality. In other words they possessednitive flexibility

As for the characteristics of alter constitutbrgdging tie Granovetter (1983)
suggests that “For those of lower status, weak ties to those of similar law/\state not
especially useful, whereas those to high-status contacts were.” (p. 20®)v&ter
elicits a clue concerning the quality of alter which helps explain why sarak ties did
not bridge like the dyad P-P2 in the study, while the other dyad P-P7 yield &aignif
effect on Faculty P in the same area of interest. It could be interpretedténdt7
possessed the required information and the characteristic of bridgingite alter P2
did not. The other supporting evidence in this study came from the sociograms grigure
and Figure 3).

Comparing the sociogram in Figure 3 with the one in Figure 2, the
communication network of current situation obviously undermined the University
pedagogy reform and this helped explain why three faculties of health scied@opa
the learner-centered pedagogy before the National Education Act of 1999 wtse=ffe
(see Table 11). These examples could be explained by the effects of quaditydorid
weak ties which were generated to connect all the participants who, byythehaae
claimed in the former paragraph that they possessguitive flexibility In addition |
could observe the required qualiigidging role of & and @ as the University
administrators at the time before the National Education Act of 1999 (see Bignd
Table 7).

In summary, the effects of social networks on the faculty’s pedagogical

progressives are apparent. From pieces of evidences found in the data analydis | ¢
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claim that the experience of faculty of how they learned and were influencexathaoye
their pedagogical progressives was consistent with Granovetter's (1973, 198§)tafnc
bridging weak ties. The analysis also revealed the importance of the qdatigy
constituents of bridging weak ties that made weak ties bridged.

Ties and Organization

I would like to further my analyze the effects of bridging weak ties on the
organization which would be another inevitable issue to the study of faculty’s social
networks. Granovetter’s (1973, 1983) concepts of social mobility and social cohesion are
the prevailing themes of my analysis.

Wells and Crain (1994) emphasize the necessity of long-term instead of short-
term outcomes of social intervention. “We believe that, in order to assess théafmnpac
school desegregation policy on the status attainment of African-Americds,adul
researchers and policymakers need to look beyond the short-term effects” (p. 533). Their
long-term expectation is to “break the cycle of racial segregation thagddlacks and
whites worlds apart” (p.533). Social mobility is one of the expected efféuthwan be
used to gauge the effectiveness of the implemented organizational policy arylestrate
Granovetter (1973) perceives social mobility and social cohesion as macro phenomenon,
and “the analysis is essentially qualitative” (p. 1361). Granovetter's (Eu@y
elaborates how to relate the strength of personal ties to the mentioned macro
phenomenon.

| would articulate the concept sbcial mobilityandsocial changen this regard
to bolster Granovetter’s (1973) concept of relation between personal ties aid soci

mobility. Breiger (1990) connotes the meaningaotial mobilityas “process and
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individual or social change” and “sociologists of mobility regard the strei¢aarcial
space) in which mobility occurs as a reality independent of the extent andbdict
mobility” (p. 11). Tsoukalas (2007) helps elaborate the concegual mobilityas the
situation that “individuals wanting to further their personal and social stantayg
choose to move from a less attractive group to a more attractive one. Such a move, if
successful, confers a more positive social identity.” (p. 64). Breiger (11@96@ives
social mobilityas it could be change in people as they move and the meaning they
attribute to social units. In addition, Breiger (1990) elicits the meaniagadl change

in social networks approach as “numerous individual-level changes in connections
nonetheless leave both the macropattern of relationships and the aggregatethatiits i
(p. 7).

In a word,social mobilityin my perception could be an individual—like a
faulty—changing in his/her social identity (here | presume pedadqgimgressive) by
joining or creating weak ties with a new group leave both the relationships tculty fa
(including the department) and university intact.

In the first stage of analysis, | examined the data to find the pattern that
participants had established in their new pedagogy and their relationships to thei
community. | would claim that the pattern of Faculty N and Faculty M expedsenes
the social mobility patterns in the University.

Faculty N's endeavor represented an ordinary faculty staff in search of
pedagogical progressives in the midst of the National Educational Reforntnesaims
She explained how she learned new teaching strategies, “It's my favorageband

attend meeting or conference; | always take note while | listen &pthakers.” Faculty N
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learned her most progressive pedagogy by chance when she met Dr. Parkel (whom
could claim aridging weak tidor Faculty N) who led her to teach by pedagogical
progressive since then. The way she taught, as | had observed her class, showed that she
had established the pedagogical progressive. | had collected documents of how she
reflected her students’ working with patients and what her students refldotadcaring
for patients convinced me about her pedagogy thoughtfulness. Faculty N exgkerience
social mobility herself without any difficulty from her department and thevéssity.

Faculty M’s cognitive flexibility was apparent in his pedagogicaypessive
endeavor. His movement was likely to manipulate his networks to achieve spealc
as described by Granovetter (1973). Granovetter (1973) asserts, “From the individual
point of view, then, weak ties are an important resource in making possible mobility
opportunity.” (p. 1373). Faculty M tended to seek the opportunity to access critical
information to serve his goals when he created teaching by simulation tectteque
revealed how he probed for the knowledge of rubber technology from the visit to a rubber
technology exhibition until he met scientists and worked out the way to innovate a
simulation model for teaching from rubber. Likewise Faculty M intended tocali
class to learn educational technology which was his interest. Faculty M heunld t
created network with M2’s friends and later on he could fulfill his goal in produciig CA
teaching media. Faculty M was currently in the team of the Universitynegtrators for
e-learning development.

Both endeavors created consequences of success and conferred a more positive
social identity: Faculty N and Faculty M were currently teaching by thepeelagogy

and were recognized by the University as exemplary teachers, whilkyRdocould
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contribute his expertise to the University by joining with the University acitnators.
As for Faculty N, her strategy in getting new ideas of teaching hydatig meetings and
conferences maybe more useful to add the strategy of “maintenance of waah\tie
well be the most important consequence of such (professional and technical spgcialti
meetings” (Granovetter, 1973, p. 1373). Faculty N and Faculty M both were active in
search of pedagogical progressives and were likely to keep on their sociilymobi
strategy. Their success representedtivlging capabilityin making possible mobility
opportunity according to Garnovetter’s (1918)dging tieconcept.

| would claim that the University has benefitted from more social mobility of
faculty in the long run. Bridging weak ties and cognitive flexibility (@naatter, 1973,
1983) did help the faculty to access the ideas and influences of pedagogicagvegre
successfully and attained mobility.

| would further my analysis to a larger unit of analysis—department, faamity
university. The theoretical lenses of Network Analysis (Granovetter, 1973, 1983) and
Perpetuation Theory (Braddock, 1980), and the long-terms effects of social intervent
(Wells and Crain, 1994) were used for the analysis.

Department level changeSaculty P described the situation of her faculty at the
time she decided to adopt pedagogical progressive (PBL) “We (the Fandftook a
lot of workshop for the whole faculty to make faculty staff known about the concept...
However, it was not all the faculty who adopt the concept; there was only one departme
that successful implemented it—that was the department of Clinical Phyawhet |
was a member. | have been teaching by this method up to now.” Faculty P conferred a

more positive social identity for herself and her group in teaching by the magqugy
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and left others unchanged. She added “I have been teaching by this method up to now. |
believe it is a better teaching and more beneficial approach for our studentsethan t
traditional one.” Faculty P has succeeded in social mobility of pedagobaraje for
herself, and she pursued the pedagogical progressive for the whole department. The
development of the pedagogy in the department was positive and faculty in the
department conferred the new pedagogy. The department organized for the common ai
rather easily. My data was limited to explain the happening of the faneltybers of the
department regarding their ties; however, Faculty P depicted the situatiog ther
time:
| could remember that there was a student-centered concept in academiaymains
at that time and there was a dialogue among academia whether the concelpt shoul
be applied to our teaching or not. That time | was the Associate Dean for
Academic Affair. We did not really know what the student-centered concept was.
We (the Faculty) undertook a lot of workshop for the whole faculty to make
faculty staff known about the concept...We had a guest speaker from Khonkaen
University (a university in the north-eastern Thailand) also.
In addition, the top administrator showed his concern with faculty’s teaching when
Faculty P said that “Prof. Tongchan (the President at that time) helped tessmush
as Dr Anuphap.”
It was possibly due to the numerous personal communications of the pedagogical
progressive during that time that helped the faculty members get actessituence

of teaching by student-centered concept. Granovetter (1973) postulates thaaréhe m
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local bridges (per person) in a community and the greater degree, the more dbleesive
community and the more capable acting in concert” (p. 1376).

The success of the change in pedagogy at the departmental level seenwto inf
the reality that the option for change of a group or a department in a university was
possible and my analysis the connections of Faculty P to the pedagogicasgikagre
werebridging weak tiegGranovetter, 1973, 1983). | would speculate the connections of
other members of the department with macrosocial were weak tiedl asvwer thought
there were other departments that declined to adopt the pedagogical progiessive i
nonetheless in the same circumstance. My argument about the quality of weakyties ma
explain the phenomenon. The consequence of the situation was sustainable behavioral
change and would be claimed a long-term effect according to Wells and Crain (1.994).
is then to claim that the University should keep communicating with faculty in order to
help create social cohesion like what happen to the department of Faculty P.

Faculty level change®Now | will move to another part of analysis. The
experience of Faculty D and Faculty M informed the change in Facudly le

Faculty D had a different experience in her pedagogical reform venture nden s
prepared for the Faculty to turnaround the whole faculty to confer new competeery-b
approach in integrative multidisciplinary teaching model in 2001. She decided to propose
the competency-based approach as a Faculty agenda when she started the@ aampaig
2001. Her belief was influenced by D1 when she revealed that her advisor had suggested
the convincing strategy for change as all-or-none. She meant that the &iiccess
curriculum could not be a half done—all faculty staff had to incorporate. Fortutiagely

Dean adopted the proposed approach and made it the Faculty policy. The experience of
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Faculty D gets along with theocial changeoncept proposed by Breiger (1990) and
supported by Tsoukalas’ (2007) study. Breiger (1990) elicits the meansogiaf

changein social networks approach as “numerous individual-level changes in

connections nonetheless leave both the macropattern of relationships and the aggregated
units intact” (p. 7). Tsoukalas (2007) proposes $oatal changes a strategic option

when the belief structure of the community members perceives the boundageslbof s
groups within as impermeable.

However, my analysis focused on the relation between the change of community
and the strength of personal ties.

Granovetter’s (1983) maintains “intimate relations social group that tend to be
confined to small and closed social circles, and fragmented. The integratr@sef t
groups in the society depends on people’s weak ties, not their strong ones, beaiuse we
social ties extend beyond intimate circles (Granovetter, 1973)” (p.220) abtisksthe
intergroup connections on which macrosocial integration rests (Blau, 1974 as cited in
Granovetter, 1983). Tsoukalas (2007) expands on Granovetter’s (1973) Network Theory
that the groups which are lack of bridging ties would seem to be harder to apgndach
penetrate from an outside individual, so it results social inbreeding and would need a
social changestrategy.

Likewise | had claimed in the former section that a department in the Sitbyer
possessed the nature of strong ties social group. Blau (1980, as cited in Granovetter,
1983) notes that, “the problem of integrating large number of diverse specraésts i
formal setting is not simple” (p. 222). She points out that the standard solution to this

problem like strong mechanisms of control built into a formal hierarchy exhooitssfof
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strong ties. She suggests the way to confer organizational integration extieaisive
weak networks can remain viable only when close ties are prohibited (P. 222).

To create an organization integration across the departments seemed to be a
challenge according to Granovetter (1983). The faculty used to have an esperfie
difficulty to implement multidisciplinary cooperative learning model, butdlveas an
uncertainty about the teaching approach and faculty staff were reluctamaage c
(Faculty of D, 1998); the Faculty report said, “most faculty see the impertdnc
individuals and change is the thing that depends on individual faculty, there might be
other alternatives of teaching models” (p. 18).

Faculty D proposed new intergroup relations for teaching in her proposal for the
campaign. She explained that:

teaching in the competency-based approach would not go on from one discipline

to another discipline like the flow in the traditional teaching approach. There

would be an integration of all needed disciplines for one competency statement
and faculty from all the disciplines (equivalent to departments) would try tt fulfi
the objective of the competency statement. Faculty staff had to work across the
department boundary.

Her proposal had become part of the Faculty’s policy which was implemented
across the organization. The Faculty’s strategy was consistent with $@eiglecconcept
(Breiger, 1990, Tsoukalas, 2007)

Faculty D admitted that the new approach of competency-based could hardly be
realistic if the Faculty did not have outside experts to standardize the objedtilies

courses, “We need to consolidate our faculty staff’'s way of thinking due to thégrare
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different disciplines with succinct boundary while we need them to teacteama tit

had taken two years long for this process before she was sure that the new teaching
approach was in place. The endeavor tended to create numerous weak ties to the
community as suggested by Granovetter’s (1973) principle and helped to bind faculty
across the department boundary later on. Granovetter (1973) postulates that &he mor
local bridges (per person) in a community and the greater degree, the more dbleesive
community and the more capable acting in concert” (p. 1376).

There was another success factor according Faculty D, “it was the dthee of
National Education Reform that made the competency-based approach possible for the
Faculty.” | would presume that at the time (2001) when the Faculty launched the policy
for change to competency-based approach the faculty staff might havesantiache
National Education Reform mainstream in somehow at some levels, and so seaftilty
had increasing opportunity to access to the information and influences. In other words
the macro circumstance enhanced Faculty’s pedagogy reform.

Thesocial chang€Breiger, 1990, Tsoukalas, 2007) strategy of Faculty D seemed
to work well when the University particularly applauded the endeavor to change
(traditional) teaching method throughout the faculty as it had been a long march from
2001 until now (2008)—congratulations (Siribumrungsukha, 2008c). There was no social
structure change in Faculty D’s unit analysis because the organizatrocalre of the
Faculty was intact, but it did change the social relationship of faculty stediuse there
was a new order of working across the department in an integrated way. The evidence

from Faculty D’s experience of social change informed a good connectionebetivee
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personal bridging tie (Granovetter, 1973, 1983) to the organization integration—it is
possible.

There was another examplsecial changexperience of Faculty M. However, |
admit that the analysis was mainly derived from the documentary data of thiy Facd|
the personal communication with the former Faculty’s administrators—butiissee
worthwhile and was triangulated.

Behind the success of Faculty of M in pedagogy reform was a long ha$tory
faculty’s endeavor. Faculty of M at the time it initiated the pedagdgymein 1987,
there were 12 departments with 199 teaching staff according to the FaBuiligsn
(Faculty of M, 1987, December). The pedagogy reform has come to be sucecessful i
2000.

The initiation of pedagogy reform in Faculty of M came from the admirastsat
recognition of the faculty’s problem in teaching with the conventional methods. “We
called ‘knowledge explosion’.” M1, the associate Dean at that time definedotblernr
of “ " education at that time, “Our students studied one by one subject. They could not
recall their knowledge when they started to study in higher level—pre-elnd clinic
courses, or they cannot integrate their knowledge.” As | mentioned in the feeotem
Prof. Vicharn gave a critical clue bfidging tiesthat brought faculty staff to be aware of
the educational change in the social mainstream. The interesting poimbwalsey
created the strategy for pedagogy change of such a big faculty. | @@uklup with
three themes when | went through the data from the study.

First, there was an interesting question--“Is there a perpetuatitenafyc

conventional teaching in the faculty?” Prof. Tada'’s reflection of the tuathen the
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faculty began the reform process might explain: the situation in the fatutig

beginning of reform process that M1 and @ were the persons who put most effort in the
midst of various perception of the change; there were faculty who were activacthan-

and inertia. He gave a precaution to the active group not to presume that eveyy facult
had to agree before the start—just go on (personal communication, November 12, 2008).
Prof. Vicharn admitted the faculty staff has grown up in the old system; doingPB
something like that was hard for them (personal communication, November 4, 2008).
Faculty M also depicted “When PBL was implemented... There was resistuatesé
teachers did not want to change their teaching method.”

| would compare the pattern of faculty’s perpetuation with Braddock’s (1980)
Perpetuation Theory. Braddock (1980) referred to Pettigrew’s (1965) suggeshithat “
reluctance stems not from disapproval, but from an uneasiness and uncertaintywbout ne
situations” (p. 179). My claim is the situation of faculty’s reluctance to join the
pedagogical progressive is consistent with Braddock’s (1980).

Second, the reform might not be successful if there was no knowledgeable and
required-characteristic person to handle the change. | refer this argonrentessor
Tongchan’s statement: training doctors how to teach by using the servigeeakdrom
schools of education, the outcomes were limited successful—the reasons wée that t
experts could not understand what doctors really were and could not clearly s@e how t
apply learning sciences to “___ " education (Varawit, 2005). Granovetter (1973)
emphasized the importance of leader to help the community integration, he argtes tha
person trusts a given leader depends heavily on whether there exist intgrrpedianal

contacts who can...assure him that the leader is trustworthy” (p. 1374). He tiatrtieet
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person would have direct or indirect contacts with his potential followers andscreate
trustworthy.

The Deans of the Faculty were outstanding scholar of the University and they
keep contributing to the Faculty even though they had resigned. They would be claimed
trustworthy leaders for the community and helped the community not fail into
fragmentation while implementing the pedagogy reform.

Third, the communication between the Faculty leaders and their members was
intensified by numerous meetings at the beginning of the reform (Tada, persona
communication, November 12, 2008). The annual report of 1989 (Faculty of M, 1989)
informs:

workshops and seminars were organized and experts were invited to address

theories and concepts of learning for medical education. Dr. Jacobus M Greep

from the Netherlands and Professor Henk Schmidt from the United States were
among the experts. In addition, two faculty staff were sent to study atsteM

University in Canada, and Maastricht in the Netherlands. Finally the fdadty

stipulated its future aims to redirect the process of medical education wrée m

problem-based, student-centered, and self-directed with more allowance for

integrated multidisciplinary learning.

The strategy not only helped build leader trustworthiness according to
Granovetter (1973), but also created social mobility opportunities for fatatty Ehe
data reveled that the maneuver had later developed new generation scholaranike @
some others who pertained to the indispensable rdigdiging tiesfor pedagogical

progressive in the University. My observation would support Granovetter's (1973)
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suggestion of effective socialization that, “for a community to have manwheh
bridge, there must be several distinct ways or contexts in which people mawhénth
(p- 1375). The workshops, seminars, and staff development were meant to gaweeffecti
socialization across the department boundary. My observation is that expertsdnrolve
the socialization process are necessary and useful.

Finally, the leaders prepared for a long-term venture of the pedadogynré&he
future aims of the faculty were set up for the new pedagogy to become redlislbed
for public involvement by seminars. This included not only teaching strategy but also the
necessary for the setting to bring up their students to a new and required idgntity e
restructuring of curriculum, improving the quality and efficiency of facsilaff,
optimizing staff’'s workload, and enhancing medical ethics (Faculty of989)L The
pedagogy reform was also enhanced by the “* " Education Unit. Professor Vicharn
emphasized that “when we decided to reform “___” education, we think that we need
education unit.” He believed in “__” Education Unit, “learning reform at the Facaity
sustain because of the “___ " Education Unit and ours seemed to be stronger than other
universities at the current time”. Professor Tada also supported this point] kieasai
“the most importance—whatever to be maintained—would not come from the top
management. Top management persons are tended to change when the term is over. The
Medical Education Unit can sustain across the regular term of the University’s
administration” (Tada, personal communication, November 12, 2008).

The movement was consistent with Wells and Crain’s (1994) emphasis on the
long-term effects as a promising strategy to break the cycle of pecgdtuation. “The

outcome of educational reform we foresee was not our benefit but culture—corporate
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culture—that matters” said Professor Vicharn (personal communication, November 4,
2008). The experience of the Faculty gave a good strategy to assure the long-term
outcomes and how to anticipate the bureaucratic structural process of adnonistiagi
success of the reform was claimed as breaking the cycle of faadtywentional

teaching perpetuation which is the long-term effects of personal ties.

However, the data showed a cautious sign of the systemic approach of the faculty
of Faculty M in the endeavor to sustain the pedagogical progressive. Dat&dérom t
observation informed mechanical academic relation between the facultyeand t
students which could affect the indispensable essence of pedagogy—pedagtagitsal
My speculation in this reading is that the evolution of pedagogy might get lost in the
realm of teleological model of administration which has reined the facaottg the age
of National Education Reform. The key weakness of teleological model asssttigs
Kezar (2001) is that “overly rational and linear, inability to explain the secondafrde
change (real change) and plasticity of people” (p. 58).

In a word, the faculties of Faculty D and Faculty M experienced the
organizational endeavors to break the cycle of faculty’s conventional teaching
perpetuation as compared with the social phenomenon of Braddock’ (1980) Perpetuation
theory. The macrosocial structure derived from the data before the chandagoge
nurtured social fragmentation into departments which were highly intensified in one
professional discipline and characterized by strong ties within the depéarfrhe
macrosocial happening was the barrier to achieve their common goals of teaching
students which needed interdisciplinary integration. Faculty staff teafdunged on

their disciplines and could not organize for organizational integration by their own. The
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pattern of both faculties’ strategy to solve the problem was meant for theelong-
outcome of faculty’s social cohesion for their teaching which is supported by theptonc
of long-term effects of Perpetuation Theory (Braddock, 1980; Wells and Crain, 1994).
Social change pattern (Breiger, 1990; Tsoukalas, 2007) was found in both situations:
there were collaborations of faculty staff from different departmentdftbthe
educational goals of holistic outcomes and pedagogical progressive approach. The
strategy consisted of different endeavors; however | found that the data daheskey
success of promoting personal communication across the departments like sreaeding
seminars, intergroups teaching and creating social mobility opportunitiestdty staff.
These successful endeavors had created numerous bridging ties and hehgfosteri
pedagogical progressive and faculty integration.

The Interconnection of the University’s Strategies and Faculty’s Nkeswo

The data from chronological analysis in Table 12 showed the consistency between
the University’'s policy and strategies and the pedagogy change in theleviekgroups
and individuals. | could divide the phenomenon into two sessions of pedagogy changes.
One is the progression of pedagogy before the National Educational Act, thesother i
after. The former session of the University movement was influenced by the support
policy and the pedagogy flourished. The latter session was influenced by the grea
financial crisis and the new direction of research-oriented policy; fesufispiration in
pedagogy development was thus undermined. Data from the study showed that there was
no initiation of pedagogical progressive during the session of researclredmticy.
The events of success were the long-terms effects which had been torattue

former session. The influences of the University’s policy in this sessiamestly the
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National Education Reform compliance policy. The teleological model of cl{{iegar,
2001) was the prevailing administrative approach “the activities for ogeeliange are
organized by the leader who plan, analyze, and assesses” (p. 35). It was the top-down
management.

The strategy for change was predominant scientific management sreasts
and techniques—TOR, LU and KPI were undertaken including the standard criteria of
teaching by the student-centered approach. The data found was consistent with the
typology’s belief.

It is appropriate to claim another session of pedagogy development which seems
to emerge in the University’s direction to pedagogical progressive whennbereat
least two evidences informing that pedagogy is now revisited by the top managechent
is intended to move out of the harbor soon. One was the seminar on the future of
pedagogy by top management in 2008, and the other was the declaration of the President
putting teaching and learning as the University’s priority agenda (Sirimgaukha,
2009).

The personal communication of the top management (&) with the faculty created
a promising influence on faculty’s pedagogy like the examples of FacudpdFaculty
P which led to the change in broader community—department, and faculty levels. |
would claim that the University’s policy incorporated with bridging ties of top
management to faculty staff would generate successful results of chiamesv

consistent with Granovetter's (1973, 1983) concept of bridging ties and Network Theory.
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The Macro-Micro Communication Structure between the University and Faculty

The communication between the University and Faculty was presented in Figure
1 in Chapter IV. The University is still in the age of bureaucratic managesrid
hierarchy of authority. The information from the University administratansecto
faculty staff through the administrative hierarchy. Departments a&signed as
academic production unit of the University and connected to the University by making a
contract. The University predominantly used formal communication and barebnpkers
communication with faculty staff except the recently creating of orédwg channel for
e-learning.

The lack of interpersonal communication in the communication channels between
the top management and the micro-level faculty members was the barrier@hmacro
connections according to Perpetuation Theory (Braddock, 1980; Wells & Crain, 1994).
Data from the study showed the barriers in formal communication which weregamipor
for the organizational cohesion. Wells and Crain (1994) emphasize that “Granevetter’
theory of the impact of weak ties on the diffusion of influence, information, and tgobili
opportunities to different segments of society, since the most important aspesadtsic
expectations is an understanding of the requirements for particular occup bl ).
Through the lenses of Granovetter’s (1973, 1983) Network Theory, | would speculate
that the department was the ultimate unit which consisted of a distinct academic
discipline would stay fragmented and inbreeding because barely wealkteesre@ated
and did the bridging role in the community. This is why there was barelyiritiat

pedagogical progressives among faculty members during the past decade.
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Moreover, the University’s strategy possibly created a block of commumdati
some situations. Faculty D perceived the scientific management such asdtiRide
an obstacle rather than facilitated faculty staff “The Universitycpot facilitating
teaching development is like a square—a rigid curriculum frame for the whole
university...I think that the measures are an obstacle rather than a support”, inedrpora
by Faculty N who saw the KPI for teaching would not reflect the pedad@yagressive
of faculty.

The data reflect weakness in communication structure between the Unigackity
faculty in pedagogy reform.

Summary

The data analysis encompassed the interpretations of the phenomenon including
the macrosocial, microsocial, and macro-micro connections of a universigfyswhen
the National Educational Reform has reined the higher educational institutions. The
analysis was conducted through the lenses of Perpetuation Theory (Braddock, 1980;
Wells & Crain, 1994) and Network Theory (Granovetter, 1973, 1983).

In the macrosocial, the influences of the National Education Act of 1999 are
substantial; there were obligations in timeline for universities to compdylearner-
centered principle is imperative according to the Act. The University quapped by the
top management policy and strategies to anticipate the changing environmentarlhe dat
showed that the effect of the policy and strategies seemed to emphasipetdarm
effects according to the sociological theoretical frame (Wells &C#94) namely
guality evaluation scores, and scientific management measurememsyligerformance

indicators (KPIs).
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As for the microsocial, the cycle of faculty perpetuation in traditiondagegy
was found according to Braddock’s (1980) Perpetuation Theory. The data from Faculty
M and Faculty D were the evidences, and the department community was tended to be
predominant strong ties among faculty members. The development of faculty
relationships to confer the new identity of pedagogical progressive weasHtow faculty
learned their pedagogical progressives entirely through their weak tesdrd strong
ties. The data showed strong consistency with Granovetter’s (1973, 1983) postulations of
bridging ties. There were evidences from the study of long-term effeatsak ties:
social mobility across the subunits—faculty D, faculty N, Faculty M and gakul

The data revealed the effects of bridging weak ties on the organizational
integration. Cognitive flexibility of individuals in the relationships was found @tiaal
characteristic of bridging weak ties. The experience of how the depaxfrfestulty P
developed weak ties to confer social change was not trivial. It was posailnhg éhe
denial of other departments in the same circumstance. The data was rich tenalae
the pedagogy change at faculty level to the personal networks. The patteongbf
change of the faculties of Faculty D and Faculty M to confer the new ilentit
pedagogical progressive faculties were consistent with the Grants/E€1&r3, 1983)
Network Theory and the long-term effects of social intervention (Wells&nC1994).
The strategy emphasizing developing bridging weak ties and mobility opp@sunit
including building trustworthy leadership by indirect personal contacts witittyastaff
generated promising long-term outcomes. However, data showed that the pedagogy
evolution process might be undermined by the administration ideology like the

teleological approach in the current age of educational reform.
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The final part of my analysis was the connections of macrosocial and ouielos
in the real situation. The data informed the consistent interrelation betweeEmiversity
policy and the development of pedagogy. More important, the data revealed the weakness
of the communication between the University and faculty members since the emphas
was on formal communication and there was a lack of interpersonal networks which are

the important sources of bridging weak ties according to Granovetter (1973, 1983).
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CHAPTER VI
SUMMARY, CONCLUSIONS, AREAS FOR FURTHER STUDY,

IMPLICATIONS AND RECOMMENDATIONS, AND COMMENTARY

This study was conducted at a multi-campus, government-owned university
founded in 1968 with the mission to serve the public as a center of higher education and
academic service in the regional area of Thailand. The University cem@isfaculties
with nearly 2000 faculty members in 2006. The prominent situation leading to the study
was the changing educational environment which obligated the Universitptoref
teaching and learning processes to confer learner-centered prindipidb@National
Education Acts became effective in 1999. This chapter includes a summarytotige s
conclusions, areas of further study, recommendations, implications, and commentary
extracted from the data compiled in the study. The essence of this studynwdsa
serve as useful knowledge for administrators in higher educational institutioteted re
settings.

Summary of the Study

This explanatory case study (Yin, 1994, 2003) explored faculty responses to the

National Education Act. Naturalistic inquiry (Erlandson, Harris, Skipper, I&mAl

Merriam, 1998; Patton, 2002) was used to mine the data to explain the phenomenon.
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Purpose of the Study
Through the lenses of Granovetter’s (1973, 1983) Network Analysis and
Perpetuation Theory (Braddock, 1980), the purpose of this study was to examine the
relationships developed among faculty at the University in implementing thamew
required pedagogy reform strategies. Specifically, the following was done:
1. Describe the opportunities provided by administrators to facilitate pegagog
reforms;
2. Describe the ways in which faculty engaging in the most progressive
pedagogy learned to do so;
3. Analyze these realities through the lens of Network Analysis (Granovetter,
1973, 1983) and Perpetuation Theory (Braddock, 1980);
4. Report other realities that may be revealed;
5. Assess the usefulness of these lenses for explaining the perspectives, and
6. Speculate about the impact of these ties on the future of change in PSU
pedagogy.
Data Needs and Sources
The focus of this study was on the relationships among faculty developed during
the age of educational reform, their effects on pedagogical progrestihesfaculty,
and the interrelations between the pedagogy they learned and the University @.pdl
strategies. The primary data needs pertained to patterns of relationslaipsltyfwho
had conducted progressive pedagogy and information of related facilitatiogst The
sources of data selected were faculty staff who were teaching begsog pedagogy

methodology, the University’'s top administrators involving directly in implemenitiag
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policy and strategies, and documentary materials relating to backgrounds anddfist
pedagogy reform in the University.
Data Collection

The data collection consisted of three strategies: documentation, inter@mevs
direct observations. Faculty participants were recruited by theigbaaokd information.
All the participants were asked for their consent to participate in the fudygt
observations of individual faculty staff were conducted to gain insights into their
pedagogical progressives. Documentation was undertaken articulating diltrtensions
of the University’s backgrounds and history involving pedagogy reform during the age of
the National Educational Reform. Personal communications with the former
administrators were conducted to clarify some data in the documents. ntewiih the
University’s administrators were conducted to gather information about the Eltyiger
strategies for reform. Once the data from direct observations and doctiomenwtes
collected, | then conducted interviews with the faculty. Protocol questions andahata f
direct observations and documentation helped conduct the interviews with the
participants. Questions to obtain network data according to Granovetter’s (1973) four
characteristics of ties were formulated in addition to the protocol questions, and wer
used in the interviews with faculty. Informal conversational method was used for
flexibility to probe for the depth of information. Follow up interviews were conducted a
well to fill up some missing information. All the data from interviews was ckmhr
transcribed, and sent to the informant for member checks. Then the data was otganize

allow for consistent analysis.
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Data Organization and Presentation

All data collected from direct observations, documentation, and interviesvs wa
combined and organized into tables. Manipulations of data were undertaken as suggested
by Yin (2003). A flowchart of the University’s communication with faculty, and
chronicle of pedagogy evolution was derived from the documentary and interview data
Sociograms of faculty’s networks were created from the interviews etfatulty staff,
and the table of the consistency between faculty’s relationships and the effsc
created from the documentary data and interviews. Development of themes and data
organization helped ease data analysis.

Data Analysis

The primary method of data analysis was the pattern matching as sddygeste
Yin (1984, 2003). Granovetter’'s (1973, 1983) Network Theory, and Perpetuation Theory
and long-term effects (Braddock, 1980; Wells & Crain, 1994) were used as theoretical
propositions for describing the patterns of the pedagogy reform and the’gaculty
interpersonal relationships, and the connections of macrosocial and microsocighehe
policy and strategies were implemented.

The findings emerged from data analysis; however, my subjectivity playet a pa
of the interpretation of data. Therefore my endeavor was to minimize the bias,
triangulation and my advisor’s debriefing helped to increase the credddilihe study.

Summary of Findings
Data analysis revealed evidence to support the University’'s policy ategsts

when implementing to facilitate the pedagogy reforms among the faciitgshsistent
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with the theoretical propositions used in the study. Major findings are addrgstbed b
guide of the study purpose.
Description of Facilitating Factors by the University to Pedagogy Reform

Data from the study revealed consistency between the University’s palicthe
facilitating factors provided to anticipate the changing environment of thersdat
Education Reform. The changing environment of global competition and the faculty’s
weak research capability led university administrators to adopt the pokcyetirto
research-oriented universities, leaving the defensive policy to comiyiveitNational
Education Act of 1999 in the time limit during the past decade.

The prominent factors facilitating teaching and learning reforms fourne idata
were consistent with the short-term expected effects of Wells and QiE294) study of
long-term effects of school desegregation policy. The expected outcomes of higher
evaluation scores—KPIs, and TOR were perceived as short-term effects. ddrecevof
lack of faculty’s participating in the training and retraining for new pegggvas found.
The chronological analysis revealed the evidence of the reluctance inutig $saff to
learn pedagogical progressives during the relevant time period; whergasidgogical
progressives had been flourishing in the times before the National EducatioahR
These data revealed the weakness of facilitating factors. The imgaut laing-term
measures for pedagogy reform in the current University’s policy andgéstgould
undermine the University's pedagogy reform process for years.

Perpetuation of more traditional faculty pedagogies was also found in the study
evidenced from the experience of the participants. The patterns of peetuatch

with the definition of Pettigrew (1965 as cited in Braddock, 1980)—reluctance.
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Reluctance stems not from disapproval, but from an uneasiness and uncertainty about the
new situation. Data revealed the power of personal relationships of the faculty tha
inspired the faculty to learn and conferred pedagogical progressivesgiggatecreate
numerous weak ties and building trustworthy leaders among faculty gehpoaigve
effects on facilitating faculty to change their pedagogy. Therefore th@n urgent need
of long-term strategies especially based on sociological changes fonithexdity.
Description of Faculty Engaging in Progressive Pedagogy

The literature review and direct observations of how faculty taught iréhe r
situation informed at least two dimensions of findings: a broad view of progressive
pedagogy and a closer view.

Broad view Faculty perceived student-centered approach as a model of teaching
like PBL, team teaching, competency-based curriculum, or reflection. Soageediable
teaching methods such as CAl, virtual classroom, student projects were caunted a
student-centered approaches by the University. The finding in this studizevas t
existence of different perspectives of student-centered approach amongifathst
University.

Closer view Data from the direct observations revealed the different levels of
student-centered pedagogy among the participants compared with Cuban’s (1993)
criteria. Cuban’s (1993) list of student-centered was applied for direct obearwathis
study (Appendix B). Cuban (1993) asserts, “I do not assume that actual changes in
practice moved solely from teacher- to student-centered; traffic dilwoth ways
regardless of reformer’s intentions. Individual teacher stopped at various alacgshe

way” (p. 4). Moreover the relationship of faculty and students, which is the essential
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media of pedagogy, was conducted in different ways by the faculty: mother-chi
relation, and mechanical academic relation.

From the study, the finding implied a concern about the lack of personal relations
between faculty and students in systemic student-centered approacheasleere
consequences of appropriate personal relations were reflected by studedtgagipal
thoughtfulness of the faculty. van Manen (2002) asserts, “We need to realize that
pedagogical intents are not simply intellectual convictions or curriculans@nd
learning objectives that we have committed to paper. Pedagogical imeentsaved in
all our active and reflective distinctions between what is good and what is notog@od f
child” (p. 19). The finding evidenced the existence of van Manen’s (2002) notion of
pedagogical relation in faculty, and a caution in the ongoing systemic studésrece
practice.

Consistency of the Findings and the Theoretical Proposition

In this case, data from the study revealed three major themes of findings:

The usefulness of weak ties in accessing information and influences from distant
sourcesData was analyzed through the lens of Granovetter’s (1973) Network Theory to
determine the strength of ties in faculty’s interpersonal relationships efeuents of
ties (time, emotional intensity, intimacy, and reciprocity as sugdds/ Granovetter
(1973) were used to compare with the characteristics of faculty’s perslatiaing The
weak and strong ties were successfully identified, categorized and usedt&o cr
sociograms. Matching of the information and influences learned by thepeamtcwith
the ties through which the faculty accessed them informed that weak ties were the

channels which faculty could access the information and influences of pedgdgogic
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progressives from the distance sources, whereas strong ties were useditoradmot
support. The finding was convergent across four subunits of this study. The evidence
could be strongly claimed the consistency with Granovetter’'s (1973) postulation—no
strong tie is a bridge; a bridge is indispensable since it provides the only omge al
which information or influence can flow from any contact of an individual to any conta
of another individual’s social networks.

Data also revealed that whether or not weak ties could bridge depended on the
guality or characteristics of not only ego, but also alter of the dyad. The evidasdbat
some pairs of weak ties were not a good bridge whereas others were —P-P7 in
comparison with P-P2 and M-A2 in comparison with D-Al. Granovetter (1973)
maintains that not all weak ties are bridging ties, and emphasizes the wegditfe
flexibility of ego, noting that “the absence of flexibility may have Initeid organization
against urban renewal, since the ability to function in complex voluntary organgat
may depend on a habit of mind that permits one to assess the needs, motives, and actions
of a great variety of different people simultaneously” (Granovetter, 1983, p. 205).
Likewise, Tsoukalas (2007) explains that the language that the group is important for
understanding. Conversely, the characteristics of alters matters tmgrigg as well.
Granovetter (1983) suggests that “For those of lower status, weak ties to thos&of sim
low status were not especially useful, whereas those to high-statussovees.” (p.

209). In the study experts or knowledgeable persons were very influential anasedre
effectively across the four subunits.

The cognitive flexibility concept led to another findingranipulation of weak

ties strategyThe bridging ability of weak ties was linked directly to the cognitive
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flexibility of ego. Two subunits—Faculty N and Faculty M—showed evidence of the
effectiveness of manipulation of weak ties strategy. The impact of thisgstnaight

help the University to create pedagogical progressives which is Icittidhe
organization to increase the pace of reform. From a comparison among thenegsenie
bridging weak ties in four subunits, my observation of bridging ability of weakwaes
that there might not be an all-or-none characteristic, but proportional to cognitive
flexibility. Faculty M showed higher cognitive ability and could have moregang
capability and bridging ties.

The long-term effects of weak ti€@ata showed strong evidence across the
subunits of this study that social mobility occurred and was related to influentes a
information through their weak ties—inspiration to adopt the pedagogical progressives
and critical knowledge was learned through these weak ties. The pedagogical
progressives were engaged by the participants with sustainabilityhevéetade. The
evidence helps make an argument of generalization to the theoretical poopdsie
usefulness of Granovetter’'s (1973) Network Theory for the long-term eféecthws
evidenced.

The effects and influences of pedagogical progressives had created eocsssqu
to their groups at department and faculty levels. The subunit Faculty P showedrige st
evidence of how cognitive flexibility worked in the real situation. Data sddhat her
department was the only faculty’s academic unit among many departmémtssame
situation that adopted the pedagogical progressive and could sustain acrossah®fkess
the University’s direction. There were two subunits—Faculty D, and Facultyndt—t

experienced a new social environment called multidisciplinary integratehing.
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There was obligation for every department to incorporate this new approachhirigeac
Both were successfully implemented but over a long time instead of short inenedia
turnaround. The strategy used for change was social interventions to createea oium
mobility opportunities for faculty staff across department boundaries and fremdeut
the University especially experts in progressive pedagogy. Facptility for pedagogy
reform was in place in an appropriate time. In the subunit Faculty M, datackiosve
trustworthy leaders in pedagogy reform process helped achieve the dnaligeThis is
a strong claim that subunits Faculty D and Faculty M experienced the otgaratza
endeavors to break the cycle of faculty’s conventional teaching perpetuatompared
with the social phenomenon of Braddock’ (1980) Perpetuation theory. The experience of
successful pedagogy reform in both subunits informed the usefulness of long-term
strategy for the pedagogy reform and rather based on sociological ttedraine.

The connections of microsocial and macrosodi@e University represented the
macrosocial while faculty staff or departments represented the wo@bdData from
two subunits evidenced how organizational integration could occur. The common
strategy was to create personal bridges over the departments by intesesifiadrs and
the use of external experts. The long-term strategy was the establishipelit\gf
professional education units, and resource persons to sustain the reform process.

In a word, the findings in this study are appropriate for use to explain what
happened in this higher educational setting during the educational reform. Faculty
changed because they had personal relationships which bridged and brought about

information and influences and mobility opportunities. The findings also give a clae for
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university to make a policy and strategy on the ground of sociological theofgrm re
faculty’s pedagogy effectively.
Network Analysis and Perpetuation Theory

Clearly, the study findings have evidenced the usefulness of the theoraneal fr
of Perpetuation Theory (Braddock, 1980; Wells & Crain, 1994) and Network Theory
(Granovetter, 1973, 1983) in explaining the phenomenon when a university encounters
the need of social change to achieve pedagogical progressives. Networls ayasalgsa
possible way to make faculty’s personal relationships visible, and by tlogssos we
can see faculty’s connections. Granovetter’s (1973, 1983) Network Analysisefals us
in determining the strength of ties that existed in personal networks. Higjthtef
Weak Ties Theory opened up new knowledge explaining other ways to tackle social
inertia when the university needed for change to contribute more sucgessidtiety.

His postulation of the importance of weak ties was supported by this study. A
remarkable finding was the characteristics constituting bridginpditentere needed to
concern of both the cognitive flexibility of faculty and the necessary of kum&able
people to take the bridging role.

Perpetuation Theory (Braddock, 1980) led the way to explore social inertia in the
setting and the connection to social intervention, whereas Wells and Crain’s (1994) lon
term perspective of school desegregation helps connect Perpetuation Theddp¢Bra
1980) to Strength of Weak Ties Theory (Granovetter, 1973, 1983), making a useful
application of the sociological theories. A number of useful findings emerged through the
theoretical perspective of Braddock (1980) and Wells and Crain (1994). The major

finding was the effectiveness of long-term sociological oriented policy ovehtire
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term teleological approach in the pedagogy reform arena. The finding shoagtibas
barrier of the teleological approach which created weakness in the favmaiunication
and the depreciation of pedagogical relations. This finding is not trivial and ocleels t
revisited by the University’s administrators. Suggested stratégisscial mobility
included manipulation of weak ties in the individual level, and in macrosocial, setting up
social circumstance that created numerous opportunities for mobility in df,leve
including supporting policy for organizational integration were remarkabdg®fe. The
combination of both theories helped identify that a department in the university
represented microintegration of prevailing strong ties that was likelyroifdreeding
relationships and social inertia.
Other Realities from the Study

Obviously the study has reflected the indispensable roles of the microsobml in t
success of pedagogy reforms. From my experience in this study, the venture of
naturalistic inquiry provided opportunities to visit a few extra clues. In thisner, an
important additional finding was the dynamic in the strength of ties. Data i@study
revealed that a time boundary shift unfolded the change in the strength of tie in both
directions—strong to weak, and weak to strong—and that there could be no connection.
The dyads D-D11, D-&, D-D2, P-& showed no connection in the current situation, N-N3
represented the shift from strong to weak, and M-M10 from weak to strong ties. While |
collected the data for determining the strength of tie, | found the diffisutiidefine the
characteristics of ties and the influences of the contacts without the detaeorf.” It
was necessary to shift the time boundary backward for years to mine maledasef

since the educational reform took years to achieve.
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In summary, the findings described the opportunities that provided by
administrators to facilitate faculty’s pedagogy reforms in the Wwalygmphasizing on
short-term instead of long-term outcomes, and evidenced the consistencynitéevee
university’s policy and the facilitating measures. The findings stronglictdel the
effectiveness of the strategies to create numerous weak ties and titusteaders in
facilitating faculty to change their pedagogy. In addition, the data wasocatiscribe the
ways in which faculty engaging in the most progressive pedagogy leardedso.

The findings showed the different perceptions of student-centered approach
among the faculty and administrators, and the possible lack of personal relativesrb
faculty and students in the systemic student-centered approach which is ¢aé criti
concern of van Manen (2002) in educational discourses. The findings also evidenced how
powerful the theoretical lenses of Network Analysis (Granovetter, 1973, 1983) and
Perpetuation Theory (Braddock, 1980) were in explaining the phenomenon of how
faculty accessed the critical information and influences from distantesotirat led to
their change to confer progressive pedagogy. The indispensable role ofdptidgim
connecting macrosocial and microsocial of faculty was apparent in this studglpad h
increase faculty social mobility.

The findings lead to the possible speculation about the impact of personal
networks on the future change in the university’s pedagogy. The universityegssat
for creating numerous weak ties and manipulating of these ties to bridge would be
appreciative for faculty’s social mobility opportunities. Conversely, sleont-t
overemphasis would possibly undermine the evolution of faculty progressive pedagogy.

Other realities were also revealed in this study. The dynamic ¢baséic of the strength
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of ties was found to be both directions from weak to strong and vice versa. The
importance of time span when studying the strength of ties was also evidencealiéthd w
be useful for further studies of faculty personal relationships. Determiniryith8on of
time for study is thus recommended.

Conclusions

Multiple conclusions can be drawn from the study findings. In terms of theory,
clearly Granovetter’s (1973, 1983) Network Theory and Braddock’s (1980) Perpetuati
Theory are helpful lenses through which to view the invisible policy implementation
process and progress in reform. | can also conclude that the influences ofsttong
weak ties are helpful in understanding why things stay the same and why otgsr thi
change.

Granovetter’s (1973, 1983) Network Theory is a powerful tool to use to unfold
the invisible web of personal relationships among faculty and the macrosocial of
pedagogy. More important, this theory is exceptionally useful in understanding the
influence of “bridging weak ties”. The theory when used alongside with Retjmat
Theory (Braddock, 1980) as evidenced by Wells and Crain (1994) provides an additional
useful lens to explain the ongoing social phenomenon of macro-micro connections in this
study. The patterns of how faculty learned and conferred their pedagoggagsives
can be explained by the theories. This leads to further uses of these theoriesturghe f
studies of the higher education settings.

The finding of bridging weak ties and their influences on the faculty pedagogy
reform in Thai context is indispensable and worth to expand not only to create an

effective strategy for social reform, but also to explain the social phenomendry aihd
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why not Thai individuals adapt themselves to the changing macrosocial enemramd
how personal networks can generate influences on them.

An exceptional finding from this study is the meaning of short and long term
policy in educational institutions. The study has shown that in the real situatiensthe
possibility that the macrosocial and microsocial environment can pave yie wa
emphasize on short-term outcomes. The concept of long-term effect frdsnani
Crain’s (1994) study gives an important clue to understand the meaning of smoaiter
long-term effects and why it is important to mind for long-term outcomes when we
formulate a policy for social reforms. Certainly the social mobiliy socioeconomic
structure of faculty are the desired and sustainable long-term outcomes.

This study intends to explain the social phenomenon when the University is in the
ongoing National Educational Reform that was stimulated by the Nationahtahad
Act of 1999 after the country had been badly hit by the great economic crisis. The
situation is new, dynamic and challenging. The needs of new knowledge for pastmode
to anticipate the new dynamic environment is undeniable, and was reflected in the long
range plan on higher education written by the Commission on High Education (2008),
“Profound changes in family and living nature, studying and learning, and risks are
indicative of changes and movement towards the Post Modern/Post Industrial world.” (p.
6), “Socialization platforms need to be created within and outsides of universities”

The nature of naturalistic inquiry is the approach for postmodern finding of multiple
realities. | would not intend to refer the study approach to the expectation of the
Commission on Higher Education; | would rather to deliberate my experiencentn doi

this study that naturalistic inquiry did help to find new knowledge of multipldiesan
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Thai context of how and why the pedagogy reform occurred. Likewise LinodlGaba
(1985) say that case study report mode is preferable “because it is moesldadapt
description of the multiple realities encountered at any given site” (p. 41).

Still there is an emerging caution in this study of faculty’s pedagogy tersies
approach of university administration. It seems the loss of pedagogy retatien i
classroom life. Likewise Max van Manen (2002), when he articulates theéstagogy
in his book he begins with remarkable words

| will adopt the word “pedagogy” here to avoid and possibly correct two dangers

of the contemporary discourse in education: (1) to restore a forgotten or absent

relation between adults and children, and (2) to remove some of the barriers that

prevent “educational” thought from being truly educational. (p. 30).

This maybe the answer to the question of “why to study faculty’s pedagogy”.
Areas for Further Study

In this study, there was an important concern of the loss of pedagogicahlati
in the systemic student-centered approach. There is a need to explore more of the
university organization to learn more about this observation. The finding is cracl si
it seems to repeat another perpetuation cycle of faculty, self-perpatudiy speculation
was that faculty who taught by the student-centered techniques as assiginedystem
would just do as the guideline said but lack intentional interactions. Pedagogy might not
happen in the systemic approach teaching because of lack of personal relations.

The teleological mode of administration seemed to weigh on the pedagogy
evolution in the university since the data showed the prominent administrative @seasur

of the approach in the system. More study to explore the consequences in foresight of thi
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approach on the pedagogy reform is useful and will make a strong argument to the
administration for its management of reform at the university. In addition, theaftud
the impact of this mode of administration on other aspects, such as the change of
faculty’s research capability, is also interesting and meaningful.

The usefulness of psychology concerning the effects of ties is an img@sa
to expand since the concept can help describe the effects of bridging andecisticact
individuals and groups which is crucial for applying in the real life situation.

The study was conducted in the way of focusing on the groups of faculty who
were outstanding in their teaching practice. They represent only a plaetwhole
community of faculty which consists of faculty both who teach by the traditional and
student-centered approach. The whole network structure of the University would be
worthy of further study. The picture of the whole network structure helps mamitor
assess an appropriate strategy to strengthen the Universitylscamaial.

In terms of “how” to manage the pedagogy reform effectively might need a more
comprehensive strategy to make over the situation and drive the reform effyedtnes
whole social network of the University, roles of administrators in socialanksywand
cultural and psychological aspects relating to individuals and groups could beimgerest
areas for further study.

Implications and Recommendations
This study has added to theory, research and practice in multiple ways.
Theory
Perpetuation Theory (Braddock, 1980; Wells & Crain, 1994) and Network

Analysis (Granovetter, 1973, 1983) are powerful in examining the relationships

181



developed among faculty at the University while implementing the pedagagsnref
policy and strategies. The usefulness of the theories provided not only the patterns
social phenomenon, but also a tool for personal relationships analysis. This led to
learning why the anomaly occurred in the real situation, and how to find the way out. My
intention is not to overlook the initiation of a new organizational policy or strategy. |
think that the theoretical frame is even more useful since it helps createabsemore
comprehensive or effective strategy. Hence, the theoretical frameecapplied in
studying an organization while monitoring and creating policy and strategidsafuges.
Research

The study used naturalistic inquiry methodology to discover the realitieg @f lif
this setting experiencing reform. The flexibility of the methodology pravide
opportunities to collect more comprehensive data to explain the phenomenon. Because of
the pattern matching strategy (Yin, 2003), | was able to add evidence in support of the
theoretical proposition, and say that a perpetuation cycle of individuals can occur in
society including a higher educational institution when a new way of practicesdom
the setting. The study helps open up new areas to explore and gives indispensable clues
for practice.
Practice

The remarkable point of view for practice which emerged from this study is the
necessity of bridging roles in the pedagogy reform process, and the support of
administrative tools—policy and strategies. In administration, the shiift fwho rules
the game” to “who owns the change” is advisable, since the ideology of pedagogy is

something inside faculty’s body and mind as suggested and emphasized by van Manen
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(1994, 2002), “The classroom life of teachers is difficult especially bedaigse
virtuelike, improvisational, and pedagogical”’ (1994, p. 139). Administrative actions
should support faculty to own the change of their pedagogy.

To create an administrative strategy based on the theoretical lengpsoiate
since it will make the application more substantial. In my opinion, there are tiso®pt
for administration.

Option 1: the University sets u@Baidging Body(BB). BB must consist of
experts in education and sociology, and be responsible for bridging roles inclocksg a
to internal and external resource persons in different professional disciplirss)ale
connections to department-levels of the University, and activities concerninfpggc
and psychology. The daily operation of BB is performing bridging roles withtfestaff
in departments as an advisor, monitor search for local bridging ties (agybéessional
education unit of faculty) and the needs of training and problem solving, and feed
information for policy makers that will begin required faculty networks. Then the
University will perform consistent socializing events during the yearsnommicate
with faculty. This option intends to provide mobility opportunities for faculty staff.

Option 2: the University sets up BB as well, but the component includes a
university’ administrator in addition. The operation of this option is more proaBive.
is an expert body in facilitating the pedagogy comprehensive changeafoulty that
requests it. In either option, the University will support the budget and policy fogehan

Commentary
“I have focused on the qualitative case study because most case studies in

education approach a problem of practice from a holistic perspective. That is,
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investigators use a case study design in order to gain in-dept understanding of the
situation and its meaning for those involved. The interest is in process rather than
outcomes, in context rather than a specific variable, in discovery rather than
confirmation. Such insights into aspects of educational practice can have a direct
influence on policy, practice, and future research.” —Merriam (1988, p. xii)
Because the country needs education which serves the need of the nation, because
the University where | work for is in the changing environment with threats efrett
factors while growing needs for the pedagogy reform knocks at the door, and because
there is no cook book for change, the need for new knowledge is vital. In the age in
which | am working, there are few naturalistic inquiry studies in myngedtr in the
broader context of the country. The value of this study should be those three dimensions
as mentioned by Merriam (1988): policy, practice, and future research.
The difficulties in doing this study happened along the way. One of the most
difficult was to craft the study proposal form the early beginning. My topg gained by
the class activity of the Cohort program when we discussed the problems of ogr setti
However, | really appreciate how my advisor assisted and supported—with paitiehce
skillful, mindful, and thoughtful interactions—which | will always recogrerel do it the
same way to my students.
While conducting my study, ongoing changes were occurring at the univerdity a
several new documents were generated during my data collection. ThEetagogy
was revisited by the University administrators, and the university annoweasdrig
development as the University’s agenda. The University has shown an ezalptund

of the policy for academic affairs—networking. Because the policy had fdausthe e-
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learning which would be a big area to investigate, | found it hard to achieve the data
collection in such a limited amount of time. Nonetheless, | had a very good opportunity
as an administrator to be in the situation and was able to gain insights of these lgappenin
in several occasions. However, it made me finish my writing late edgeCrapter IV.

In my opinion, it is the benefit to do case study research in my working setting as
mentioned by Merriam (1988). | got a very good suggestion from the former
University’s administrator who helped connect the events | found in documentation when
we discussed the history of the University. Because of this | could go and cbitemte
data in some points to triangulate including contacts and personal communications wit

the scholars. This happening helped me to gain more insight to the situation.
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Proposal Title: Faculty Social Metworks Fostering Pegagogy Reform: A Case Study From
Prince of Songkia University
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Status Recommended by Reviewer(s): Approved Protocol Expires: 6/9/2009

Principal

Imvestigatoris):

Kom Somberlumwanich Adrienne Hyle

225 Wilkard 3250 Wilkard
Stillwater, OK 74078 Stillwater, OK 74078

The IRB application referenced above has been approved, |t ks the judgment of the reviewers that the
rights and welfare of Individuals who may be ssked to participate in this study will be respacted, and that
the research will be conducied in a manner consistent with the IRBE requirements as outlined in section 45
CFR 45,

¥ The final versions of any printed recruitment, congent and assent documents bearing the IRE approval
stamp are attached to this letter. These are the versions that must be used during the study,

As Prncipal Invesligator, it is your respansibility lo do the following:

1. Conduct this study exactly &s it has been approved. Any modifications to the research protocol
must be submitted with the appropriaie signaiures for IRE approval.

2. Submit a request for continueation if the study extends beyond the approval period of one calendar
year. This continuation must receive IRB review and apgooval before the research can confinuee.

3. Report any adverse events to the IRE Chair promplly. Adverse events are those which are
unamticipated and impact the subjects during the course of this ressarnch; and

4_ Motify the IRE office in writing when your research project is complste,
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Cordefl Morth {phone: 405-744-5700, beth. mcterman@okstate edu).
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FACULTY CONSENT TO PARTICIPATE IN A RESEARCH STUDY
OKLAHOMA STATE UNIVERSITY

PROJECT TITLE: Faculty Social Network Fostering Pedagogy Reform: A Case Study from
Prince of Songkla University

INVESTIGATOR: Korn Sormlertlumvanich (Graduate student at Oklahoma State University)

PURPOSE: This study, which is research conducted for a student dissertation, is being
conducted through Oklahoma State University. The purpose is to examine the relationships
developed among faculty at PSU in implementing the new and required pedagogy reform
stratepies through the lenses of Granovetter’s (1973, 1983) Network Analysis and Perpetuation
Theory (Braddock, 1980).

PROCEDURES: To participate in this study, the following procedures will be reguired:

1. Direct observation of the participant classroom activities during teaching. The researcher
will be in the class and take a record all through the ¢lass,

2, Interview with the participant. This is an in-person interview. The questions regarding
how do the participants teach? how do they learn to teach? and what are their social
networks and attributes of networks?, and demographic information will be asked. The
interview 15 desipned 1o last approximately 1 1o 2 hours.

3. The interviews will be in a location agreeable to both parties. [t is hoped that this
interview can be on campus in the Office of the President.

4, Follow-up interview will also be used 1o clarify any comments,

RISKS OF PARTICIPATION: There are no risks associated with this study, including stress,
payvchological, social, physical, or legal risk which are greater, considering probability and
magnitude, than those ordinarily encountered in daily life. If, however, you begin to experience
discomfort or stress in this project, you may end your participation at any time.

BENEFITS OF PARTICIPATION: The main benefit of this study will help developing
teachers’ networks and teaching practice in Thai higher education. You may gain an appreciation
and understanding of how research is conducted.

CONFIDENTIALITY: All information about you will be kept confidential and will not be
released. Research records will be stored securely in a home office of the primary researcher and
only researchers and individuals responsible for research oversight will have access 1o the
records, Prior to presentation, all data will be encoded and psendonym will be used in
presentation of the data, Results from this study may be presented at professional meetings or in
publications. It is possible that the consent process and data collection will be observed by
research oversight stalf responsible for safeguarding the rights and wellbeing of people wha
participate in research. Data will be kept for one vear following completion of the study and
then it will be destroyed.

COMPENSATION: There is nol any compensation lor participation in this study.
CONTACTS: You may contact any of the researchers at the following addresszes and phone

numbers: Kom Sornlertlumvanich, Department of Pharmacy Administration, Faculty of
Pharmaceutical Science, Prince of Songkla University, (66} 74-428167 or korn.si@psu.ac.th or
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Dr Adrienne E, Hyle, Advisor, 32513 Willard Hall, OSU, Stillwater, Ok 74073, (405) 744-9893
or adrienne hvle@okstate.edu. If you have questions about your rights as a research volunteer,
you may contact Dr. Shelia Kennison, IRB Chair, 219 Cordell North, Stillwater, OFK 74078, 405-
T44-1676 or irhidiokstate.cdu

PARTICIPANT RIGHTS: Your participation in this research is voluntary. There is no
penalty for refusal to participate, and that vou are free to withdraw vour consent and participation
in this project at any time, without penalty.

CONSENT DOCUMENTATION: [ have been fully informed about the procedures listed here.
1 am aware of what | will be asked 1o do and the benefits of my participation. 1 also understand
the following statements:

1 affirm that 1 am 18 vears of ape or older.

I have read and fully understand this consent form. 1 sign it freely and voluntarily. A copy of this
form will be given tome. [ hereby give permission for my participation in the study.

Signature of Participant Date

I certify that | have personally explained this document before requesting that the participant sign
it.

Signature of Researcher Date

| ida, Shate Univ,
I iRG '

seqend dlrep &
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ADMINISTRATOR CONSENT TO PARTICIFATE IN A RESEARCH STUDY
OKLAHOMA STATE UNIVERSITY

PROJECT TITLE: Faculty Social Network Fostering Pedagogy Reform: A Case Study from
Prince of Songkla University

INVESTIGATOR: Korn Sornlertlumvanich (Graduate student at Oklahoma State University)

PURPOSE: This study, which is research conducted for a student dissertation, is being
conducted through Oklahoma State University. The purpose is to examine the relationships
developed among faculty at PSU in implementing the new and required pedagogy reform
strategies through the lenses of Granovetter's {1973, 1983) Metwork Analysis and Perpetuation
Theory (Braddock, 1980).

PROCEDURES: To participate in this study, the following procedures will be required:

1. Interview with the participant. This is an in-person interview. The guestions regarding the
opportunities provided by PSU designed to enhance faculty teaching, and other plans and
strategies to implement to change teachers’ practice in university. The interview is
designed to last approximately 1 to 2 hours.

2. The interviews will be in a location agreeable to both parties. It is hoped that this
mterview can be on campus in the Office of the President.

3. Follow-up interview will also be used to clanfy any comments,

RISKS OF PARTICIPATION: There are no risks associated with this study, including siress,
psvehological, social, physical, or legal risk which are greater, considering probability and
magnitude, than those ordinarily encountered in daily life. [f, however, you begin to experience
discomfort or stress in this project, you may end your participation at any time,

BENEFITS OF PARTICIPATION: The main benefit of this study will help developing
teachers” networks and teaching practice in Thai higher education. You may gain an appreciation
and understanding of how research is conducted,

CONFIDENTIALITY: All information about yvou will be kept confidential and will not be
released. Research records will be stored securely in a home office of the primary researcher and
only researchers and individuals responsible for research oversight will have access to the
records. Prior to presentation, all data will be encoded and pseudonym will be used in
presentation of the data. Results from this study may be presented at professional meetings or in
publications. It is possible that the consent process and data collection will be observed by
research oversight staff responsible for safeguarding the rights and wellbeing of people who
participate in research. Data will be kept for one year following completion of the study and
then it will be destroyved.

COMFPENSATION: There is not any compensation for participation in this study.,

CONTACTS: You may condact any of the researchers at the following addresses and phone
numbsers: Korn Sornlertlumvanich, Department of Pharmacy Administration, Faculty of
Pharmaceutical Science, Prince of Songkla University, (66) T4-428167 or kom.sE@psu.ac.th or

Dr Adrienne E, Hyle, Advisor, 325D Willard Hall, 05U, Stillwater, OK 74075, (405) 744-9893
or gdnenne.hyleokstate.edu. If you have guestions about your rights as a research volunteer,
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you may contact De. Shelia Kennison, IRB Chair, 219 Cordell North, Stillwater, OK 74078, 405-
T44-1676 or irbmokstate edu

PARTICIPANT RIGHTS: Your participation in this rescarch is voluntary. There 15 no
penalty for refusal 1o participate, and that you are free to withdraw vour consent and participation
in this project at any time, without penalty.

CONSENT DOCUMENTATION: [ have been fully informed about the procedures listed here.
I am aware of what [ will be asked to do and the benefits of my participation, 1 also understand
the following statements;

1 affirm that [ am 18 vears of age or older.

I have read and fully understand this consent form. I sign it freely and voluntarily. A copy of this
form will be given tome. | hereby give permission for my participation in the study.

 Date

I certify that I have personally explained this document before requesting that the participant sign
it,

Signature of Researcher T Date
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Appendix B

Classroom Observation Checklist

Indicators Teacher-Centered Learner-Centered

1. Arrangement of classroom furniture

2. The ratio of teacher talk to student talk

3. Whether most instruction occurs
individually, in small groups, or with
the entire class

4. The presence or absence of learning or
interest centers that are used by students
as part of their instruction

5. The degree of physical movement students
are allowed without asking the teacher

6. The degree of reliance upon texts and
use of varied instructional materials

7. The organization of learning content

Adapted from How teachers taught: Constancy and change in Araeratassroonisby L. Cuban, 1993.
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Appendix C
Questions for Participants
1. Please describe the way you teach your students.
e What is helpful?
e What is not?
e How do you engage learners in the content?
e Describe your relationship with the learners.
2. What are you trying to accomplish?
3. What do you think is the best design/strategy for your students to learn?
4. Please describe changes in your teaching over time: What are the éhaiayeslid
you change?
5. Where did you get your ideas or information about teaching?
e Classroom practice?
e Student interactions?
e Student-focused or teacher-focused?
6. With whom did you discuss your teaching matters during the last six months?
7. Please detail your professional history: position, degree earned and teaching

experience, education and training, and awards received.
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Appendix D

Questions for Administrators

1. Please describe what you know about the opportunities provided by PSU designed to

enhance faculty teaching.

2. What other plans and strategies do you plan to implement to change teachac® pract

university?
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