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Articulo principal

Richard Caffyn y James Cambridge son miembros de la Unidad de investigacion del BI
(IBRU), en la University of Bath (Reino Unido).

“From Middle Years Programme to Diploma Programme”:

a critical response to Candice Reimers

Richard Caffyn y James Cambridge

Abstract

Reimers’ study asks some interesting questions about continuity between two IB
programmes. However, the authors of this article propose that the methodology
underlying Reimers’ attempts to answer those questions is flawed, and the
inferences she draws from her data are not valid.

Introduction

In 2004 Candice Reimers published a report in the International Schools Journal
on her attempt to establish whether there is a relationship between students’
participation in the IB Middle Years Programme (MYP) and the achievements of the
same students in the IB Diploma Programme (DP). Her research follows the
“agricultural botanical” paradigm (Hopkins, 1989): it addresses differences
between two populations that are assumed to be matched save for the treatment
that the experimental group has received and to which the control group has not
been exposed.

Methodology
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The research uses statistical tests, as well as schools’ background data, to
compare the examination results of MYP/DP students with those of non-MYP/DP
students. There are methodological concerns with this approach. The study aims
to investigate the impact of the MYP on DP students. However, the study also
discusses the reasons why schools adopt the MYP (Reimers, 2004: 11). We propose
that this is another area for concern, because it is unclear how it is related to the
investigation of students’ examination results. These are two different investigations,
but Reimers seems to ignore the complexities of bringing the two together.

Issues are raised by Reimers’ choice of methodology (ie philosophy informing
research design) and also by her methods of data collection and analysis. It is
unclear what philosophical arguments support Reimers’ choice of research design,
and to what extent she has critically engaged with other, contrasting methodological
viewpoints.



Apuntes de investigacion del Bl

There is some discussion of the data collection method chosen, of the problems
encountered in collecting the data, and of those students who fail to complete
their IB programme (ibid. 13). However, it would have been useful to include in the
study an explanation of how the survey was administered, how the schools were
selected and whether there was any piloting process.

Literature

Sample
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Two points for discussion may be identified in Reimers’ treatment of literature:
first her use of methodological texts and how this informs her selection of
investigative tools; and second the discussion of literature that underpins her
critique.

There seems little attempt by Reimers to identify the study with a well-established
methodology. There is an implicit assumption that this study is located in a
positivist quantitative paradigm but she does not state why she has adopted this
methodological position. In particular, there is no discussion of the published
literature on researching within a multi-variable project; the references in the
bibliography fail to justify her selection of a particular methodological approach;
and there is no discussion of triangulation, validity and reliability issues. It
appears that her methodological stance is accepted as valid from the outset and
there is no attempt critically to engage with the issues or problems inherent in
her approach. This is crucial as she concludes her report with sweeping
generalizations based on a limited and methodologically uncritical investigation.

There is little evidence in Reimers’ report of critical engagement with the existing
literature on, for example, curriculum progression and continuity, the development
of learning, and issues concerning transition. She makes ineffective use of her
bibliography to initiate any real debate, which is disappointing as a thorough and
critical discussion should be pivotal to the report. Instead, her generalizations are
taken from a few citations, and she makes seemingly random connections
between a limited discussion of pedagogical theory and the DP model. In
following Reimers’ connections between her use of theory and the conclusions of
her study, there appears to be an absence of critical examination and discussion.

Reimers cites some important references on transition between IB programmes in
her bibliography, but these are not discussed in the text. Millikan (2001: 5-6)
argues that there are complexities with respect to making valid comparisons
between international schools, yet Reimers ignores this kind of fundamental
theoretical view in her study. There is a limited critical discussion of the extended
essay but little else that utilizes the relevant literature. This in itself is a serious
omission and one that raises questions about Reimers’ use of literature both to
inform and examine the results of her study. Hayden and Wong (1997) found that
it was unclear how the DP developed attributes in former MYP students. Hayden
and Wong discuss the problematizing of this but Reimers does not mention it,
even though she cites the article in her bibliography.

Reimers’ sample is problematic both for the study and for any conclusions drawn
from it. In describing her sample, she states that “375 schools participated,
providing data for over 400 students” (Reimers, 2004: 13). This suggests that data
describing no more than one student per school were collected, and in the majority
of cases from schools offering the DP only. The numerical data describing the
sample give rise to a number of questions.



Apuntes de investigacion del Bl

¢  Are the same students enumerated in Table 3 “Correlation between MYP and
total Diploma Points” (Do they have MYP? N = 620; Total points, N = 622) and
Table 4 “Correlation between years with MYP and total Diploma Points”,
(Total points, N = 622 and Student years with the MYP, N = 622 and 637)?

¢  What is the reason for the variations in these numbers?

¢ Does the sample represent one single cohort of DP students participating in
the same examination session, or do they form separate cohorts from
different examination sessions?

In her discussion of the findings, Reimers suggests that the study is limited in its
sample size. “Since the MYP has only been in existence for 11 years, there were
very few schools that had students complete the entire MYP (five years) and then
Diploma Programme (two years) resulting in a very small sample size” (ibid. 16).
She also states that only six MYP schools participated in the study from 1,300
schools contacted. With such a large heterogeneity in the sample population—
“Twenty-eight different countries were represented in the data” (ibid. 13)—there is
a need for a larger sample (Bryman, 2004: 99). Yet neither the composition of the
sample population nor the way the sample has been constructed are discussed or
critically appraised, except briefly in the conclusion (Reimers, 2004: 16).

¢ Because only six schools used both MYP and DP, have these students then
formed a sub-sample in any of the analyses undertaken?

These manifest limitations do not seem to have deterred Reimers from drawing
generalized conclusions. Her sample raises questions of validity and reliability.
There appears to have been no attempt critically to discuss the methodological
issues: the sample size, the sampling method used, and the data for students who
do not complete the programme.

Reimers’ approach assumes that the populations are matched, however there is no
evidence to suggest that she has attempted to construct matched samples for
comparison. She refers to a control group, but does not discuss its structure, size
and use. The purpose of the control group is to eliminate other explanations of
a causal finding (Bryman, 2004: 35). The internal validity (ibid. 28-9) of the
investigation is challenged, not only by the numerous variables that Reimers
herself admits (Reimers, 2004: 16) could have an impact on the outcomes but also
by a problematic imbalance in terms of size and composition between the two
groups. There are six schools in the experimental group, but as many as 375
schools in the control group. Reimers does not explain how the sample for the
control group was recruited, nor does she discuss the problems addressed by the
sampling method. She appears to have used an opportunity sample without
reference to the construction of matched samples.

Reimers (ibid. 11) states that “the survey was available in all three official languages
of the IBO”. It is not clear whether any variations in outcomes would be expected
had the sample been disaggregated by language, nor is it clear whether any were
explored. Reimers is silent about the implications of this statement and enters
into no discussion about issues arising from it.

Selection of statistical tests employed
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In this section we discuss the nature of the variables used in the data analysis, the
comparisons being made, and the fitness for purpose of the statistical tests used
by Reimers.
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Four types of variables, each with particular properties, may be found in
quantitative educational studies (Bryman, 2004: 225-6):

¢ interval or ratio variables, with the distance between the categories being
identical across the range

¢ ordinal variables, whose categories can be rank ordered but where the
distances between the categories are not equal across the range

¢ nominal or categorical variables, whose categories cannot be rank ordered
¢ dichotomous variables, containing data with only two categories.

What types of variables may be identified in Reimers’ data? The distinction
between variable types is important because the valid application of statistical
tests depends on certain parameters being met. Two statistical tests have been
employed in Reimers’ study: Pearson’s product moment correlation coefficient
and t-test. These are parametric tests that assume normal distribution of data
comprising interval or ratio variables, among other parameters (Field, 2000: 37-8).
We propose to examine Reimers’ data, table by table, to elucidate what comparisons
are being made, by which statistical test performed on which types of variables.

Table 1
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In Table 1 Reimers presents Pearson’s product moment correlation coefficient
data purporting to show “MYP influence on the individual components of the
Diploma Programme”. We interpret this as indicating that Reimers conducted a
longitudinal study on the same cohort of subjects who followed the MYP and DP
sequentially. This raises the following questions.

¢ In what years did the cohorts follow these programmes?

¢ Do the data for the DP come from the same examination sessions or from
different sessions?

¢ What precisely are the variables being correlated here?

One variable appears to be the number of points awarded to each student by
“Group”. Is this by subject group or by academic subject? The DP model (the
“hexagon”) consists of the core curriculum (extended essay, theory of knowledge
and creativity, action, service) and subjects selected from six groups. However,
there are options; “instead of a group 6 subject, a student may select an additional
subject from groups 1 to 4, or further mathematics SL, or computer science from
group 5” (IBO, 2005). It is unclear how Reimers has treated the data in cases where
students have selected more than one subject from the same group—has she
aggregated the points in some way, or has she computed the mean point scores per
group? Or does Reimers’ “Group 6” consist of a mixture of subjects from groups
1-4, in which case by what criteria did she assign subjects to this group?

The other variable in the calculation of the correlation coefficient is “MYP
influence”. What does this mean in the context of Table 1? How many categories
are there relating to the MYP variable? It is assumed that it is a dichotomous
variable comprising “DP candidates with MYP experience” versus “DP candidates
without MYP experience”. Dichotomous variables are ambiguous because they
have only one interval so “it is probably safest to treat them for most purposes as
if they were ordinary nominal variables” (Bryman, 2004: 226). The numerical values
assigned to nominal variables are arbitrary, and do not indicate that one category
is bigger or smaller than the other. Because variables describing “MYP influence”
may be interpreted as nominal or categorical variables they cannot be used with
validity in a parametric test such as Pearson’s product moment correlation
coefficient. On these grounds, we propose that the data presented in Table 1 and
the inferences drawn from them are not valid.
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Tables 2 and 3

What do Table 2 “MYP and total Diploma points” and Table 3 “Correlation
between MYP and total Diploma points” represent? Does Table 2 represent “a
correlation between a student participating in the MYP and their total Diploma
points” (Reimers 2004: 13) or is it a t-test, presenting the calculation of difference
between the means of two cohorts? From its appearance, it is difficult to
determine which interpretation is valid. According to Reimers “it is not surprising
to find that there are no differences in the final Diploma score between students
who participated in the MYP and those who did not” (ibid: 13). This statement
suggests that Table 2 refers to differences between means calculated by t-test and
not a correlation calculated by Pearson’s product moment correlation coefficient.
As with the evaluation relating to the interpretation of Table 1 above, it may be
argued that the data presented in Tables 2 and 3 are not valid because nominal or
categorical variables cannot be used with validity in a parametric test such as
Pearson’s product moment correlation coefficient or t-test. However, it is difficult
to determine what calculations are being made in these examples. Is Reimers
proposing a comparison between the total diploma points scores of two cohorts
of students comprising “DP candidates with MYP experience” versus “DP
candidates without MYP experience”? If this is the case, how many students are in
each cohort? According to Table 3, in the column entitled “Do they have MYP?”,
“N = 688”. Should this be interpreted as indicating that there are 688 students in
the category consisting of DP students with MYP experience? This appears to
contradict Reimers’ statement under the heading “Sample description” that “in
total 375 schools participated, providing data for over 400 students, 60 of whom
participated in both the MYP and Diploma programmes” (ibid). While 688 subjects
is evidently “over 400", there is no reference in either Table 2 or Table 3 to the 60
students with experience of both the MYP and DP. On these grounds, we propose
that the data presented in Tables 2 and 3 and the inferences drawn from them are
not valid.

Tables 4 and 5
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Table 4 presents “Correlation between years with MYP and total Diploma Points”.
In principle we accept that, unlike the preceding comparisons, this correlation
may have validity—“years with MYP” may be defined as a ratio variable with five
categories at equal intervals because the MYP “is a five-year programme” (IBO,
2005). However, if Reimers’ statement is true that the sample consists of 60
subjects with both MYP and DP experience, she does not indicate the size of the
cohort in each year of the MYP. It is not clear what impact this has on the sizes of
the subsets in this sample, nor is it clear how this sample size affects the validity
of inferences drawn from this calculation. Sixty subjects distributed among five
categories would suggest a mean cell size of 12, assuming equal distribution in
each category. This would imply that four-fifths of the students participated in
but did not complete the MYP. Hence, what does the term “years with MYP” mean?
Who are the students who followed the MYP for fewer than five years, and why?
Did they withdraw from the MYP before completion or did they join the
programme late (ie after the first year) before moving on to the DP? Reimers
offers no explanation. Under the heading “Student years with the MYP” in Table 4,
“N = 619”. Does this number represent an aggregated sum of 619 students with
MYP experience? There is no indication given of the cohort size for each of the
five “years with the MYP” intervals. Does this indicate that Reimers’ statement
that the number of students “in both the MYP and Diploma programmes” is 60
(Reimers, 2004: 13) is inaccurate or misleading? We propose that, unless Reimers
can account for the discrepancy in numerical data, inferences drawn from Table 4
are not valid. We also propose that inferences drawn from Table 5 “Correlations
between years with MYP and score in Diploma components” are not valid.
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Table 6

Table 6 presents “Comparison between MYP vs. no experience and final Diploma
points within the same school”. It is unclear what comparison is being made. Is it
a t-test of differences between the mean final diploma points scores of two
groups—one with MYP experience, and a control group without MYP experience?
In what way does Table 6 differ from the content of Table 2, which was
interpreted as also presenting the results of a t-test between mean diploma points
scores of MYP and non-MYP cohorts? The key difference appears to lie in the
legend “at the same school”. However, if there were 60 students in the sample
who “participated in both the MYP and Diploma programmes” and “came from six
different schools” (ibid.), why are there not six discrete calculations presented,
one for each school? It is difficult to ascertain how Table 6 presents a summary of
data disaggregated by school. On these grounds, we propose that the data
presented in Table 6 and the inferences drawn from them are not valid.

Discussion of conclusions
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It is important critically to discuss the conclusions proposed by Reimers.
However, there is one fundamental factor that she fails to mention—the question
of variables. Millikan points this out succinctly by suggesting that there is an issue
of provision and school structure that makes comparison complex. “It is impossible
to make direct, valid and/or reliable comparisons between schools” (Millikan,
2001: 6). Reimers makes no attempt critically to engage with Millikan’s arguments,
even though she refers to his work in her bibliography. Neither does she explore
the variables that are encountered within her data regarding the background,
teaching and structure of each school. These are crucial omissions, especially
when she subsequently makes profound claims for her research results. Reimers
proposes that there are other factors that could influence diploma success, but
does not bring these into a critique of her own conclusions. She states very broad
conclusions, and then contradicts her claims by citing the very small sample size
and the “hundreds of factors” (Reimers, 2004: 16) that can influence DP success. A
discussion of such factors should be pivotal to the article, not left as a brief aside
after the conclusion. This in itself undermines Reimers’ whole investigation and
the claims it makes.

Reimers lists five conclusion points, which we now propose to discuss. (For what
follows see page 16 of Reimers’ report.)

a) “Schools adopt the MYP because they believe that it holds many
benefits including a strong pedagogical foundation, unification of
Middle and Upper Schools, and helping Diploma candidates.”

We interpret this statement as a conclusion drawn by Reimers based on data
collected from MYP schools. It is an isolated statement that, juxtaposed with the
other points, seems to be unrelated to the whole study. The reasons for its inclusion
are unclear—is Reimers suggesting that there is a connection and, if so, what
might the connection be? Assuming there is a connection, she appears to be arguing
that schools are under a misapprehension that the MYP assists transition to the
DP. It is unclear whether this argument is based on primary or secondary sources.
In discussing the issue of school funds used for staff development for IB
programmes, Reimers (ibid: 16) cites one source—Miller, 2003—to support the
statement. This, according to the references, was a personal interview between
Reimers and Miller. Why is it cited as a reference (and not as part of the data collected
in the inquiry), and what relevance has the interview to the overall methodology?
Is it used to contribute to methods triangulation (Bryman, 2004: 454)? Reimers
extrapolates from the interview to suggest that other schools do the same, but
with no further exploration evident, it is difficult to justify this assertion.
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b) “Participation in the MYP does not help Diploma candidates score
higher on the individually scored Diploma components: Groups 1-5
and TOK. In the case of Group 5, MYP participation can have a small
negative influence.”

¢) “Participation in the MYP does help Diploma candidates score slightly
higher on the Extended Essay.”

Conclusions such as these, on the basis of a small sample and with Reimers’ own
view that there are many other variables at work, are problematic. There are
glaring omissions from the study. Specifically, Reimers fails to carry out a critical
examination of the results and of the methodological construct. A more in-depth
discussion and examination of other factors, such as “the quality of education
within (the student’s) respective institution” (Reimers, 2004: 15), would have been
welcomed. Reimers acknowledges this, but makes little or no attempt to limit the
scope of her concluding generalizations. With such a limited sample size some
kind of triangulation would have enhanced the validity, especially the construct
validity, of the study.

d) “Participation in the MYP does not help Diploma candidates in their
overall diploma score.”

This could be restated as a null hypothesis that there is no difference between the
academic achievements in the DP of MYP and non-MYP students. A methodological
approach would be to use data to falsify the null hypothesis that there is no
difference in outcomes in response to the two treatments. Reimers admits that
the sample size is a concern but there is no discussion of external validity
(Bryman, 2004: 29). Similarly, with her acknowledgement of the possible impact of
other factors, there is no discussion of construct validity with respect to the
methodology. Reimers’ sweeping conclusions fall into the trap of generalizing
from limited and problematic data in an attempt at sensationalism and positioning
rather than critical discourse. A study such as this should propose questions that
need to be explored further, rather than offering weak conclusions. Reimers
suggests the need for greater exploration of the factors affecting the DP students’
success, and this kind of investigation could act as a stimulus to further in-depth
and critical study. However, there is no discussion of other studies into the DP
(Millikan, 2001), nor of other possible transitions between programmes, for example,
from the International General Certificate of Secondary Education (IGCSE) to the DP.

e) “The longer a student has participated in the MYP the lower their
score in Group 1 (Language Al), Group 3 (Individuals and Society) and
Group 5 (Mathematics).”

This conclusion raises a number of unanswered questions. Are we to interpret this
as a longitudinal study? If so, where is the discussion of this in the methodology
section? Where are the data for this inference? As we discussed earlier, how have
the cohorts been constructed in terms of years of participation in the MYP? How
have the 60 students been divided among five cohorts?

Conclusion
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Reimers’ study sets out to ask some interesting and important questions about
continuity between two IB programmes. However, the methodology underlying the
way the author has attempted to answer those questions is flawed. The
parametric statistical tests selected for the task are not fit for purpose and the
“results” generated are therefore not valid. Generalizations are made from very
limited and even suspect data. The author has not made explicit the exact nature
of the variables under study, and exactly what comparisons are being made.
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In conclusion, we invite Reimers to address the following questions.
¢ What variables are represented in each table?

*  Are they categorical, ordinal or ratio variables?

¢ Do the variables show normal distribution?

¢ What justification is made for selection of these particular statistical tests
(ie Pearson’s product moment correlation coefficient and t-test in this context)?

¢ Exactly what comparisons are being made in each table?

¢ What philosophical arguments support the choice of methods and how has the
author critically engaged with different methodological viewpoints?

*  How does the literature used in the bibliography and other studies into the
MYP underpin the arguments and discussion?

The IBO welcomes any constructive criticism of its programmes. Indeed, the issue
of the transition of students between programmes is a research question
highlighted by the academic directorate in response to the generation of the IBO
strategic plan. However, Reimers’ study represents a wholly inadequate attempt to
address the issue.
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Respuesta al articulo de Richard Caffyn y James Cambridge

El Dr. John Hare es jefe adjunto del Dpto. de Ciencias de un instituto de secundaria del
Reino Unido. Anteriormente fue investigador cientifico de la industria farmacéutica y
tiene experiencia como profesor de Ciencias en colegios del Reino Unido y en los
programas educativos del BI, en el International School of Basel. Actualmente esta
cursando un master en Educacion Holistica en el PAI y reside en Surrey (Reino Unido) con
su mujer y sus dos hijos.

The paper presented previously by Reimers sought to answer a fundamental question
about how well the IB Middle Years Programme (MYP) prepares students for the Diploma
Programme (DP). It is a question that is raised justifiably by educators implementing
the MYP, and consequently is of considerable interest. In view of the importance of
the topic, the detailed review of the paper by Caffyn and Cambridge is timely.

Caffyn and Cambridge identify considerable concerns with the content and
conclusions within Reimers’ paper. It would be facile to claim that these concerns are
designed to refute the claims of Reimers for the purpose of protecting the position of
the MYP as an educational programme. This would be sustainable, were it not for the
fact that Caffyn and Cambridge have approached their critique from the sound
position of reviewing systematically the research methodology used and examining
whether the conclusions presented can be supported from the evidence obtained.
The comments they make and the questions they ask are appropriate.

The language of the researcher is evident throughout the critique but careful reading is
rewarded, which is maximized when a copy of Reimers’ paper is to hand. Superficially,
the approach taken by Reimers is attractive. However, close and systematic scrutiny of
the experimental design, the nature of the data collection, its statistical treatment and
the validity of the conclusions drawn raises major concerns.

The authors provide a timely reminder of the importance of having a full
understanding of the methodological issues involved before embarking on a research
programme, and of using appropriate analytical techniques to review the gathered
data. Furthermore, they remind us of the need to question critically the validity of the
data obtained and whether conclusions are in line with the evidence.

The concerns raised by Caffyn and Cambridge about the validity of the conclusions
presented in Reimers’ paper are well made and justifiable. More detailed and more
effectively designed research has to be completed before any conclusions can be
drawn about the contribution that the MYP makes to students progressing through the
DP. It is, nevertheless, an area of research that should be undertaken in the future. It
is interesting to note that no mention is made in either paper of the impact made by
other pre-diploma courses on student success in the DP. This is an area that would
benefit from further study and would also provoke further interest and comment.
The overall conclusion that can be drawn from both papers is that we remain unable
to make any comment on the contribution of the MYP to success at diploma level.
Consequently, administrators and educators alike would be well advised to await the
outcome of future studies before reaching conclusions about the relationship of the
two programmes.

The authors raise legitimate questions at the end of their critique. Perhaps one
additional but wider question needs to be asked.

— In making comparisons between different cohorts of students, how can matched
sample populations be obtained that will give us reliable data on a wide range of
student progression and programme improvement issues?

This is an opportunity to establish research methodologies and data collection
approaches on a global scale that would benefit all those engaged in international
education.

© IBO, 2005
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Investigacion y plan estratégico de IBO

Esta es la trascripcion del discurso con el que George Walker, director general de IBO,
inauguro un seminario en IBRU el pasado 13 de mayo de 2005.

I have checked back over the past five years and my track record on supporting research, at
least as measured by my annual 360° appraisal, is pretty good with an average score of 6.2
out of 7.0 for that particular question. But one would have to be unusually perverse not to
support research in an organization like the IBO, and the creation of IBRU—with the strong
support of Jeff Thompson and the University of Bath—will be one of my most satisfying
achievements as director general.

Any serious organization must be committed to studying how the world is changing and how
its product—international education, in our case—must change to keep in step. In practice, I
think our research falls broadly into three related categories: the nature and scope of
international education; its practical implementation in the classroom; and the particular
impact of IB programmes. And, indeed, IBRU is involved in each of these areas as we heard in
this morning’s project presentations.

I believe research must make contact with the big issues. However thin the slice we see—the
published paper, the conference presentation, the PhD thesis—we must be able to connect it
in our minds to an issue of real significance. My son is a research biochemist and has become
skilled at explaining why his area of interest, namely the way cells send messages to each
other, is of real importance to the everyday life (literally) of you and me. We are not very good
at that in education.

Of the many big issues concerning education today, the one of greatest significance to the
international educator must be how best to educate global citizens rather than (perhaps “as
well as” would be more apt) national citizens. A growing global awareness has to be reconciled
with new, sharper perceptions of ethnicity as old empires collapse, to grow again in new
forms with unlikely groups claiming sovereign status, a distinctive cultural heritage and a
unique language.

The celebration of the 60th anniversary of the end of the war in Europe has illustrated this
new ambiguity. The old enemy, Germany, now helps to keep the peace at the heart of a
European alliance. Russia has lost its empire despite, it insists, having won the war. The tiny
Baltic states are exposing Russia as the new villain that expelled one totalitarian regime only
to replace it for 50 years with one that was equally repressive. Aged, be-medalled old men sit
in wheelchairs wondering if they are still heroes.

If education for global citizenship is the title of the book, then we can readily suggest a
number of chapter headings, the following being my own personal selection.

¢ What role should international education play in state schools that have become the
new centres of multiculturalism?

*  Are we satisfied that the western, humanist model of international-mindedness, as
developed by the IBO, is appropriate across the globe?

¢  What lessons for the IBO are contained in the decline of respect for global institutions
like the United Nations (UN) and the United Nations Educational, Scientific and Cultural
Organization (UNESCO)?

¢ Isinternational education appropriately regarded as a preparation for leadership since
opportunities seem to be rather exclusive?

¢  How should the IBO respond to new technological opportunities to widen access
without compromising its values?

¢  How should the IBO encourage the growth of other initiatives in the field to provide a
healthy challenge to its near-monopoly in international education?

© IBO, 2005



Apuntes de investigacion del Bl

¢  Finally, where do we stand on the pragmatic-visionary axis that has always measured
the IBO? For example do we perceive a foreign language as a practical tool or (in a
phrase recently suggested to me) as a “homage to another culture”?

You will remember that the strategic plan was approved by the Council of Foundation in April
2004 and during the months that followed each department organized a workshop to enable
it to formulate its own goals. IBRU listed eight such goals and I was impressed by the way the
presenters this morning related each project to one or more of those goals.

The organizational goals for 2006-8, approved by the Council of Foundation in May 2005,
include this specific reference as goal 17.

¢ Develop and implement a corporate structure for research in collaboration with regional
offices, in order to respond to regional needs and to take advantage of local initiatives
for collaboration.

I take every opportunity to remind members of council and the trustees of the IB fund board
of the vital importance of research to the well-being of the organization.

Let me return to the strategic plan itself because there is a danger that each annual
interpretation will take us further away from its overarching message, which is one of
managing growth. You may remember that during the early discussions we came up with the
rather controversial “impact function”. This related the potential impact of an IB experience
(let’s call it that for the moment) to three variables:

the educational difference, D, that the IB experience will make in the situation under review
2. the number of students, N, who will be affected

the ease, E, with which the experience can be implanted successfully in the school district,
state, or country concerned.

N and E are fairly easy to grasp but not so D. What difference does an IB experience make and
what evidence have we got for it? The same question arises during discussions about widening
access, one of the key themes of the strategic plan. Access to what: to an IB programme, to a
modified version of an IB programme, to the teacher training that prepares teachers for an IB
programme or for something different that somehow replicates the “IB experience”? If we
are considering alternative models in order to widen access, how do we know that a valid IB
experience has been achieved?

This is not the time or place to explore this in detail, but the starting point will clearly be the
IBO’s mission statement. The next stage of deconstruction is already being made in the
development of a learner profile that can be derived from each of our three programmes. I
believe the “IB experience” can be divided into five broad elements:

¢ critical thinking skills

¢ international-mindedness
¢ civic responsibility

¢ an holistic curriculum

¢ strong ethical values.

Others may offer different components, but my question remains valid: what is distinctive
about the IB? The practical answers to this question (determining the nature of the learning
that takes place in IB schools) will decide how successfully the IBO can turn itself from a very
successful niche organization into an influence upon the mainstream of education around the
world. Why are we different; and how are we different? Convincing answers to these two
questions will determine the nature of our programmes and our assessment; they will
influence the way we encourage the development of teachers; they will give us the right to
solicit support, including financial support, for our endeavours.
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These are the questions that should underlie our research effort as, indeed, they do. The five
projects presented this morning—distance learning in Finland; intergenerational learning;
school to university transition; the international instrument of ISA; and practitioner
research—all relate directly to the issues I have been discussing in the last few minutes.

So, with that as background, let me now open up the seminar for discussion ...

Novedades de IBRU

Los miembros de IBRU han participado en congresos internacionales durante el primer
trimestre de este afio. James Cambridge, en calidad de orador invitado, asistié a un taller de
Creatividad, Accion y Servicio (CAS) para coordinadores del Programa del Diploma celebrado
en el Munich International School (Alemania) el 11 de febrero de 2005. Alli abordoé el tema del
aprendizaje y la evaluacion intergeneracional. Richard Caffyn asistio al congreso de la Nordic
Network of English Speaking Schools que se celebr6 en Copenhague en el mes de marzo y
realiz6 dos ponencias: una dedicada al trabajo de IBRU y la otra a sus investigaciones en
torno a la micropolitica. El jefe de IBRU, Jeff Thompson, asisti6 a diversos congresos
internacionales en Tailandia, Shangai, Mauricio, Praga, Singapur y la India. Por otro lado, los
miembros de IBRU realizaran presentaciones en el congreso del European Council of
International Schools (ECIS) que se celebrara en la Haya en noviembre de 2005.

Anna Simandiraki ha publicado recientemente el siguiente articulo en el International Schools
Journal:

¢ Simandiraki, A. (2005) Of Onions and Ruins: Knowing Cultures Through their Heritage?
International Schools Journal Vol. 24, nam. 2, pp. 40-48.

Los pasados dias 13 y 14 de mayo, IBRU fue sede de la reunion anual del Comité de
investigacion. Miembros de dicho comité procedentes de diversos paises se reunieron para
evaluar los proyectos de investigacion actuales de IBRU y debatir propuestas de investigacion
de todas las regiones de IBO.

Practitioner Research Project

El proyecto denominado Practitioner Research Project (PRP) se encuentra en una fase
avanzada, en la que se estan enviando cuestionarios piloto a una muestra representativa de
60 colegios del BI. Hay tres tipos de cuestionarios, cada uno destinado a un grupo especifico
dentro de estos colegios:

¢ docentes investigadores
¢ docentes no investigadores

¢ personal directivo

Estos cuestionarios nos ayudaran a definir el principal instrumento de investigacion que
utilizaremos hacia finales de este afo.

Cuestionario para los lectores (recordatorio)

Nos interesan las opiniones de nuestros lectores. Agradeceremos que dediquen unos minutos
para hacernos llegar sus respuestas a las preguntas del cuestionario, si no lo han hecho ya.
Estas nos ayudaran a revisar y renovar la estructura de los Apuntes de investigacion del BI en
el transcurso de este afo. Envie el cuestionario completado a Richard Caffyn a la siguiente
direccion de correo electronico: richardc@ibo.org.

Gracias por su colaboracion.
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Cuestionario

1.

;Qué aspectos de los Apuntes de investigacion del BI considera mas utiles?

;Qué aspectos de los Apuntes de investigacion del Bl podrian mejorarse?

;Coémo considera que podrian desarrollarse o modificarse los Apuntes de investigacion del BI?

;Como podrian ser los Apuntes de investigacion del BI mas faciles de consultar?

;Como accede a los Apuntes de investigacion del BI?
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Journal of Research in International Education

Si desea mas informacién sobre esta publicacién, visite: http://www.sagepub.co.uk.

Trabajos de investigacion

Lam, H.; Selmer, J. (2004) “Perceptions of Being International: Differences between
British Adolescents Living Abroad and those at Home”. /nternational Education
Journal. Vol. 5, nim. 3, pp. 360-73.

Dos grupos de adolescentes britdnicos, uno de ellos residente en Hong Kong y
el otro en el Reino Unido, completaron el instrumento de 32 items de Hayden,
Rancic y Thompson (2000). En lugar de analizar el instrumento del mismo
modo que los autores originales, se adopto una técnica mds exhaustiva.
Primero se realizo un andlisis factorial de los datos en busca de nuevas
estructuras factoriales que fueran diferentes a las del instrumento original.
Posteriormente, los andlisis de covarianza simple y multiple demostraron que
habia diferencias en todas las nuevas variables al comparar a los
adolescentes britdnicos que no residian en su pais con aquellos que si lo
hacian. Las diferencias puestas de manifiesto en este estudio estdn
relacionadas con la conciencia internacional, la movilidad internacional, la
adaptacion, el respeto hacia los demds y la identidad nacional, factores que
los adolescentes britdnicos que residian en el extranjero consideraban como
propios del internacionalismo.

Paris, P. G. (2003) “The International Baccalaureate: A Case Study on why Students
Choose to do the IB". /nternational Education Journal. Vol. 4, nim. 3, pp. 232-43.

El Bachillerato Internacional (BI), un programa internacional con sus propios
procedimientos de evaluacion, se estd expandiendo rdpidamente por muchos
paises del mundo, convirtiendose en una alternativa a los programas y
sistemas de evaluacion nacionales. Constituye un claro ejemplo de
globalizacion del conocimiento y de la industria del conocimiento. Mientras
tanto, en Australia Meridional, a nivel local, la escuela privada y la publica se
enfrentan al concepto de educar para el siglo XXI con la percepcion de
formar parte de una aldea global, optando por la alternativa de educar a
ciudadanos del mundo. Parece que muchos colegios consideran que la
adopcion del programa del BI puede ser un medio para conseguir este
objetivo. En este estudio, 60 alumnos del 10° avio (15-16 arios) de escuelas
publicas y privadas de una ciudad australiana formaron parte de una
investigacion disefiada para determinar por qué prefieren cursar el
Programa del Diploma en sus dos ultimos arios de colegio.

Estos dos articulos estan disponibles en el siguiente sitio:
http://ehlt.flinders.edu.au/education/iej/articles/mainframe.htm.
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International education research database
(base de datos de investigacion sobre la educacion internacional)

Ya se encuentra disponible una versidn actualizada de la base de datos de
investigacion sobre la educacién internacional, que actualmente contiene casi 3.000
articulos de investigacion sobre educacion internacional y sobre los programas de la
Organizacion del Bachillerato Internacional. Se puede acceder a ella desde el sitio
web de IBO, en http://www.ibo.org. En la seccion Investigacion, a la que puede
acceder desde el menu de atajos, encontrara un enlace a la base de datos de
investigacion que le permite realizar busquedas.

Sitio web publico de IBO

El sitio web publico de IBO (http://www.ibo.org) proporciona informacion general
sobre la organizacién y sus programas.

Centro pedagogico en linea

El Centro pedagdgico en linea (http://occ.ibo.org) esta disponible para todos los
profesores de los colegios del Bl que se suscriban al mismo. Constituye una valiosa
fuente de informacién para todos aquellos que estén considerando realizar
investigaciones relacionadas con los programas del BI.
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