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In the past two years, the ASCD REVIEW
has seen more articles coming from the
schools. This is a good sign. It means that
our teachers, normally a very busy and
reficent group of people, are now ready and
willing fo be published — to showcase their
research or projecls, fo exchange opinfons,
fo discuss innovative ideas, share stories
on their successes in schools and on the
challenges they have faced. We have also
had very good support from the teacher
trainers at the National Institute of
Education, NTU.

The theme for this issue, Managing for
Excellence, is taken in the broadest
possible sense to encompass personal
reflections, managing learming, managig
managing discipline,
managing pupils before and after school
hours and finally managing and deveioping
people in the school. We hope that the
range of articles represented will provide

classrooms,

you with food for thought and mspiration
for the work you do in schools.

The next issue will focus on the Teaching
and Learning Mathematics in Singapore
and we strongly encourage you to writé in
to the REVIEW to share your thoughts and
ideas on this theme with us.

If there are any themes or facets of
education that you would like the ASCD
REVIEW (o feature, drop us a line via email.
We look forward to learning more about
your needs as a reader of the REVIEW.
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A School By Desigr
The Chinese High School’s Approach
Educational Restructuring

Yap Meen Sheng, Hon Chiew Weng
and Koh Yong Chiah

intraduction

It is against the climate of globalisation of education policy and the intemational
mowvement towards educational reforms, that The Chinese High School (CHS)
embarked on the journey of educational changes with the hope of designing the
education future of our charges. School reforms in general, and restructuring in
particular, is not new. The Anglo-American-Australian experiences have provided
a wealth of literature, researches and practices that span the last decade.This
paper aims o share CHS's experience in the implementation of the Consortium
Scheme 1o restructure the school and the challenges that we faced.

in the Beginning

The statement aptly describe CHS's intent, dilemma and belief. It also summarises
the educational evolution of the schoal in the last 2 decades, prapelling from one
of mediocre academic standing and battered by preceeding historical events
characterised by ideological activism, to being a leading premier institution noted
for its academic excellence, innavative energy and an icon of national and com-
munity support.



Since the attainment of its independent status in 1988, the school had exercised
its autonomy to spearhead a series of educational initiatives that aimed to en-
hance the learning and teaching outcomes. In 1998, the school decided to push
the boundaries further by implementing the Consortium Scheme. Started as a pilot
project on a small scale, the scheme has since taken reot and permeated through-
out the school. With new vigour and visionary support of the incumbent principal,
the scheme will be embraced as a whole school project by year 2001. This school-
wide restructuring is concomitanily followed by a reculturing exercise, in which
new directions and efforts in professional development are launched to bring about
the total transformation of the school.

0Old Department System (fig 1.)

Why Restructure?

Professor Clive Dirmmaock in his recently published book, Designing the Leaming-
Centred School, 2000, London: Falmer, p.9 — 12, noted & reasens for school re-
structuring:

1. Schools are functioning in turbulent educational policy environments. Palicy
statements underpinning school restructuring allude to the basic aim of improv-
ing student learning outcomes. According to Peter Senge, "The industrial age
assembly-line madel for education has shaped our schools more than we can
imagine — producing generations of 'knowers’ not life-long leamers, people
bmﬂﬁﬂyprepmmf a world that no longer exists.” (quoled in Comer J.'P.,
1998).

2. There is an incongruent relatienship between schooling and the broad long-
term changes taking place in society and the economy. The type of workfarce
needed for the future, will require school and college programmes to reflact
knowledge-based, high technolegy competencies and skills required in a com-
petitive global economy. Schools and the education system must be seen as
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key strategic sites in which pupils can be trained to contribute
collectively. to the nation’s economic and industrial -
tiveness. Therefore, the essential role of education is seen
ing to the efficient development of a nation’s human :
tal, as major part of the effort to achieve the nation’s social and &
ties (Angus,L. in Smyth J. edited, 1993, p. 16).

3. Schools will have to shift from their established customary practices (o keep
pace with the continuing rise in social problems. A point supported by Michael
Fullen when he argues cogently that “Schools can no longer be indifferent to
the working lives that await their students when they move into the adult world...
more than ever today, schools cannot shut their gates and leave the troubles of
the outside world on the doorstep... Schools can no longer pretend that their
walls will keep the outside world at bay" (Fu#&n-r-ﬂl,, 1897, USA: Skylight Train-
ing & Publishing, Inc.).

4. There is a growing concern that too many students leave school with little or no
SUCCeSS in Ieamiﬁg. A problem associated with high dropout rate, absentesism
and indifierence to schooling in the USA, what Marry Kalanizi would described
as the cultivation of “successful failures” (Kalantzi, M., 1999).

5. The rigidity of schools in changing their core technology, that is, teaching and
learning is another area of concern. The present school design owes much to
the industrial model. School look much the same as they did 50 or more years
ago and classroom activity described as “dull, perfunctory and disconnected
from what goes on in other classrooms or in the larger community” (Elmore, R.
F. et al. 1990, queted in Dimmock, C.). This view was shared by Hargreaves:
“With their single classroom, single lesson, single teacher formats, such struc-
tures are more suited to late 19th and early 20th century preoccupation with
mass education in basic skills, and with rigid educational selection for future
work roles that are expected to remain fixed over time, than to the complex
needs of the post-industrial order”(Hargreaves, A, 1994, p. 50).

6. There is a growing awareness of social justice issues. In times of greater com-
petition and marketisation in education, it becomes even mare important to
protect the rights of those whose interesis are least likely to be served. Schools
are increasingly expected to cater to the needs of all studentis through policies
ﬂfmam time when the student body is growing more multicultural and

iR

At the heart of CHS's decision 10 restruc
constraints posed 1o the studens by the ks
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process of teaching and learning. The existing Heads of Department (HOD) Sys-
tem with its attending departmental structures guarded by subject boundaries, were
found 1o be subject-centric and inflexible. This is further compaunded by the com-
petition between departments o leverage over the learning time of the pupils and
whose performance is benchmarked by the present rigid academic ranking sys-
tem. This invariably results in the compartmentalization of learning and teaching
and the undesirable effect of isolated developrment of the pupils, as well as the
teachers. Hargreaves noted that “stronger forms of collegiality in the teacher work
culture may require modifications to the subject-specialist, departmentalized sec-
ondary school curriculum that currently isolates teachers from many of their col-
leagues and ties them to the balkanized domain of departmental politics and self
interest” (Hargreaves, 1994, p. 62).

The rigidity of the department system, with its focus on examinations, also leads to
the problem of teachers only teaching 1o the tests. Brain Scott in his review of the
Australian system observed that “the department had not recognized the full ex-
tent of the challenge of accelerating change in today's society. Nor has it been
sensitive to the fact that in the modern world we live in, school education — its
curriculum, its teaching and leaming process, and its delivery systems — should be
in & continual state of adaptation... The inflexibility of the department structures
and procedures has made it unresponsive to the real educative needs of students
and teachers” (quoted in Caldwell, B. & Spinks, J. 1992, p.14-15).

Another reason for the school to restructure is the desire to breakdown the large,
impersonal, bureaucratic, multi-layered and complex school arganization into a
simple structure that would offer collegiality, flexibility, adaptability and quick re-
sponse. In the context of our present shrunken and wired world, the environment
has becomne increasingly event-driven, survival will have to be based on ‘sense
and respond’. Vivek Rannadive in his book, The Power of Now, stressed the criti-
cal need for quick response in today’s New Economy: "Business is no longer about
refumn on investment but return on minutes. Yesterday's value added products or
services too quickly become today’s commodities. Customers expect customized
products at commedity prices, immediately, and everytime you look around, there
are more competitors or the old ones are gaining” (Ranadive, V.1998, p. 2-3).

In short, the present educational paradigm has been outmoded and outpaced to
meet the demands of the real world. To fully engage the future we must quit from
‘management by memory' —doing what has been done in the past better —and find
new ways of thinking and leaming. The Consortium Scheme offers this possibility.

The Consortium Scheme

Therefore, it was with much optimism that CHS decided to launch the consortium
scheme — a project to reorganize the school info 5 self-managing mini-schools
within the school. Each self-managing school will have a team of teachers from
across the disciplines and faculties micro-managing and cross-managing a small
cohort of students, for the sole purpose of implementing a holistic approach to




teaching and learning, and the total development (academic achievement and life
success) of the pupils under their charge.

The term ‘consortium’ was chosen from the industry to symbolize the creation of
an entity of creative synergy drawn from the collaborative pools of expertise and
talents. It also represents the strategic alliance of the traditional academic depart-
ments for the purpose of achieving a unified educational objective,

The consortium can be metaphorically described as an amoeba-like organization
— simple-structure, ‘soft-shell’, self-contained and highly responsive and adapt-
able to the changing environment ( Koh Yong Chiah). The main strategic intant of
the consortium is to allow for a high degree of autonomy within a centrally deter-
mined framework of goals, policies, priorities and standards (Caldwell, B. & Spinks,
J. 1992, p. 22). Similar also to the concept of self-managing schoals in the Anglo-
American-Australian context, emphasis of the consontium is placed on the recon-
struction of intimacy, warmth and personal trust in the building of rewarding and
also productive collaborative work relationships (Hargreawves, A.. 1994, p.80).

The scheme was started with the creation of the first consortium, QUEST, in De-
cember 1998 by a group of 12 voluntary teachers from various faculties, commit-
ted to search out and discuss ways to better understand and organize the curricu-
lum, to initiate innovative changes and take creative actions to actualize these
changes within the structure of the school. Perceived as a change agent in the
school and a genuine ‘bottom-up’ initiative, QUEST received enthusiastic support
from the management and the blessing of the staff. In the short period of one year,
a host of new programs spawned. These ranged from the crafting of a more vigor-
ous and dynamic curriculum; flexible timetable; a wide range of enrichment and
affective education programmes; new information technology initiatives; to the
implementation of new professional development programmes aimed at changing
the mind-set and skills-set of the teachers.

School Organizational Structure with Consortium ({fig. 3)




The success of the programs and the early indications of positive leaming out-
come, provided the impetus and inspiration for sweeping changes in the school,
By the end of 1999, 3 other consortiums were farmed — ProEd, iSpark, and Aph-
elion, each made up of a collaborative team of voluntary teachers. The 5th consor-
tium, the Secondary One Censortium, will be added next year, to complete the
school-wide restructuring process,

Eilements of a Consortium
Fast, Flat, Flexible

Being a simple horizontal organization, the consortium can react faster to the com-
plexities and changes in the macro-envirenment. At the same time, it can generate
new initiatives and programmes af a faster speed, avoiding the multi-layered strue-
ture of the previous hierarchical system, Decisions can be made on site and con-
sensus arrived quickly within the team.

Prof. Clive Dimmock described this as the principle of ‘subsidiarity’, “that is, mov-
ing decision making to the lowest possible level in a hierarchical organisation on
the grounds that the closer the point of decision making to the client, customer, or
service, the better informed and more responsive the decision is likely to be
(Dimmock, C., 1935 p. 294).

The decision and success of QUEST in the implementation of the laptop owner-
ship pragram is good case in point. The project was planned, researched, commu-
nicated to the parents and the school, managed and put into operation within a
three months duration, with a success rate of 80% individual ownership. The flex-
ible platiorm offered by the consortium also positioned the organization with a
continuum for change. Constructive changes were made following constant and
consistent reviews and response io the needs of the students. The abandonment
of the lecture system of instruction, after one year of experimentation, in favour of
a tutorial system where pupils are banded according to their leaming ability to
facilitate independent learning and closer monitoring, is another goad example.

Deceniralized, Desegegregated, Delayered
The decentralized management encouraged by the scheme allows the different

consortiums to design their own programs, establish their own strategies and ex-
ercise their own decisions related to the allocation and deployment of resources.
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However, all these decisions are 1o be exercised within the framework of the larger
schoal and the consortiums remain accountable to the central management for
the manner in which resources are allocated.

One significant feature of decentralisation is putting the ‘menus before mandate’
{Hargreaves, A. 1994, p. 58). This results in the growth of a wide range of teaching
approaches and practices, learning opportunities and choices, and a buffet of pro-
grams for both the teachers and pupils (see Appendix v). Another important devel-
opment resulting from the decentralisation process is the ‘devolution of authority'.

According to Hargreaves,” major educational change is uniikely to be successful
unless it addr&smsehaﬁpmg" relationships — change that is comprehensive in
scope, accompanied by significant, not superficial redistribution of existing power
relationships among principals, teachers, parents and students” {Hargreaves, A.,
1984, p. 49).

In the case of CHS, the desegregation and delayering of the traditional practices
and structure fallowing the devolution of authority, fostered close collaboration and
parinership between the school leaders, teachers, parents and students, Jeint
activities, collaborative projects and learning partnerships are constructed. The
formation of parent support groups by all the consortiums and the emerging stu-
dent-teacher learning culture with the setting up of 10 Learning and Research
Centres within the school, are testimonies to the success of the restructuring pro-
cess. The emphasis placed on offering equal leaming opportunity for the total
development of every child under the charge of the consortiums further affirmed
the school's commitment to desegregation at the classroom level.

Devalution of authority also results in broadening the system of accountability. For
too long, schoals in general, principals and teachers in particular, have been made
accountable to the learning cutcome of the students. In this new age of the knowl-
edge economy and tha rising demand for knowledge workers, students must leam
to manage and be accountable for their own learning outcome. Intellectual self-
determination and independent learning must take place. Parents too play an in-
creasing important role in co-managing the outcomes with the teachers and the
school. Parental participation in the academic and affective domain mustincrease
to take advanm ﬁﬂwmmmmmﬂmm
helping to prepare mmwnmmmaw extent, cl-ﬁihas
been successiul in effecting this as -
tium scheme. The thrust of the various consor
engage both mmmmmmwm eaningful
taking an active interest in rrmdwmpmmﬁnm
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This is carried out in the area of moral and civic education (the community involve-
ment projects), character buiiding, leadership training, national education (citizen-
ship), and technical knowledge training (industrial attachmenis and job experience
programs). Indusiries are also invited to form partnership with the school to help
determine the expectations and to play their role in nurturing the quality of the work
force of the future.

Empowerment

Other than the above essential ingredients for success brought about by the con-
sortium scheme, the act of empowerment is another critical factor for effecting
change.

“Empowering people is the most important element in managing time within the
crganization. Empowered people have the necessary information fo make deci-
sions and act; they don't have fo wait for multiple fevels of approval. Empowered
people identify problems and fix them. Theyll do what it takes o keep customers
happy. Empowerad people don't have time lor turf batties becauss, when eveary-
one shares power and a common goal, turf becomes irrelevant; and teamwork, an
imperative.” (Smith, F., W., quoted in Krass, P. 1998, p.212)

Empowerment engenders the merging of 'visions' and volces' (opposing opin-
ions), building a shared or collective vision. This is achieved by the consortium
structure of lateral leadership, where the organisation functions as a team rather
than through a hierarchy. Every member of the team is considered as leaders in
their own area of expertise and given the liberty to exercise their own geniuses in
close collaboration with their peers. The Head of consortium acts as the adminis-
trative and mediating manager, providing support and facilitating the team. Sub-
scribing to the philosophy that 'no one is smarter than everyone’, the consortium
exercises collective wisdom — the source of multiple creative initiatives and excit-
ing programs. The high degree of autonomy enjoyed by the team is another char-
actenstics of the consortium scheme. This has a tremendous uplifting impact on
their performance. Teacher initiative and resourcefulness become a common fea-
ture in the work life of the consortium. The heightened sense of ownership of pro-
grams and the charges under their care leads to collective engagement and the
correspondingly strong esprit de corps and high morale amongst the teachers within
the_consortium. This ig clearly demonstrated by some consortiums’ initiative in
zing consortium-wide projects and fisldtrips, even during the prescribed cur-
jeavours will not be possible without the full support and

M of teachers within the censartiums,

gss, a jouney and like all journeys it has its difficult moments. It is
1aking into account the organization, the environment and the
total. Restructuring and reculturing is not the end of our
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In the course of our journey, we have constantly shared and reviewe
Heality checks were administered and signposts set up to take the whale-sel
through the process. We have also identified some of the challer
confront us:

Control and Accountability

There is a general sense of loss of contral on the part of the central management.
The open management system and the decentralisation that accompanied, saw
the move by consortiums to embark independently on their own programs. This
generated a hive of activities and an explosion of initiatives which is beyond the
normal range of maonitoring by the central management (Hon Chiew Weng). Ac-
countability is alse perceived to have been ‘threatened’ by the devoiution of au-
thority and the distribution of educational responsibilities to students, parents and
the community. Conversely, we recognised that the accountability level for the school
leaders and the teachers in determining the teaching and learning outcomes have
increased with the change process. They are not only accountable for the educa-
tional outcomes bul also accountable for the change and the outcomes of the
change. Herein lies another challenge, Dimmock wamed that, “outcomes are de-
rived from inputs and processes, If teachers and schools feel they are being held
to aceount tor outcomes, while inadequate recognition is given to the quantity and
quality of inputs and processes which affect those outcomes, then enthusiasm for
accountability is unlikely to eventuate.” (Dimmock, G_1995, p. 297).

Consistency and Convergence of Organisational Goals

With the sprouting of consortiums, each with their own mission, strategic plans
and programs, there is a fear that the over-arching goals of the larger school will
be ignored. Oppaosing goals may emerge and a ‘pull away from the centre may
happen unintentionally, or otherwise. Consensus among consortiums and the forging
of shared goals and vision may also be undermined by the competition between
consortiums. It is therefore critical for the school to build a strong ‘main frame’ in
which the consortiums operate. There must be an agreed set of core values, be-
liefs, objectives, and the desired outcornes that are centrally guarded and respected
by all the consortiums to facilitate the convergence of organisational goals.

Old Department System (fig 2.)
~ S e a EEE e FEee ]

Consortium
44— Cross-Organization Processes —




Another concem is the keen competition that will arise between the consortiums.
This can range from the selection and recruitment of pupils and staff, to the alloca-
tion of resources. In this climate of corporate darwinism, the need to be enirepre-
neurial in attracting both pupils and additional funds becomes critical to the sur-
vival of the consortium. This may result in the pupils being targeted as “walking
Wouchers"(Angus, L., guoted in Smyth,J., 1993, p. 18}, whereby consortium level
decision-making becomes dominated by financial considerations. It is also noted
that *successtul restructuring is unlikely if it is dome cheaply. More financial, techni-
‘cal and administrative support at the school level are indispensable conditions for
successful implemeantation of the restructuring process.” (Dimmock, C.1895, p.293).
The challenge will be for the consoriiums to be creatively self-sufficient and their
success in achieving 'lean production’. Competition between consortiums can also
result in isolation and introverted development. This in turn may “transform internal
collective confidence into collective complacency, carrying with it reduced capacity
‘and willingness to network and leam from other kinds of expertise from outside
that are not founded in immediate and trusted personal relationships.” (Hargreaves,
A., 1994, p.60).

Performance Management

With the restructuring of the curriculum, the introduction of new approaches to
bring about the desired learning and teaching cutcomes, and the redefined role of
the teacher, the traditional performance indicators and assessment criteria must
also change. Mew assessment models and assessment tools have to be devel-
oped to evaluate the suitability, quantity and quality of the programs and the per-
formance of the teachers. Daing well for the examinations alone will no longer be
‘the sole indicator for success for the pupils and the teachers. Total development.
value-adding and the cultivation and demonstration of learning are the new im-
peratives.

Appropriate Leadership

Hargreaves argued that trust in processes is more critical than trust in people:
“Personnel could change frequently, including leaders. Trust in individuals was no
longer sufficient. When key individuals left or leaders moved on, exclusive reliance
on personal trust could cause massive instability... Even innovative schools spear-
headed by charismatic leaders often reverted to mediocrity when they left.’
(Hargreaves, A., 1994, p. 59). But for change to happen in the first place, we need
leaders who are change agents. Processes are established by individuals.
Cansortiums must be led by people who are willing and capable of making a differ-
ence, and who can identify the future trends and needs of the students. They must
be-abie.tc.:- inspire and convince. And they must possess the vision and the mana-
gerial skills necessary 1o move the teamns in the direction that will achieve the
determined and desired outcomes.
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Issue af Equity

Many of the research on restructuring of schools have pointed to the danger of
compromising the value of equity and the breeding of elitism. Smyth noted that,
“competitive market orientation is likely to exacerbate social inequality by de facto
fostering racial, ethnic and social class differences, and favouring higher income
families.” (Smyth, J.,1993, p.29). This problem of socio-economic inequality is neg-
ligible in the context of CHS. This can be attributed to the high homogeneity of the
school and the endeavour of the management to give equal support to all the
students in the consortiums. But this intra-school phenomenon may not be repli-
cated outside CHS.

Support from the Community

“Ambiguity and ambivalence over the purposes of restructuring have left parents,
teachers, principals and others unconvinced and suspicious. Failure to explicate
how restructuring might or might not improve those aspects of schooling which
parents, teachers, and others value most, namely the quality of teaching and leam-
ing, remains a major block to implementation.” {Dimmock, C., 1995,p. 299). Such
suspicions and apathy to change can also be attributed to the fact that we are the
products of the old education order, a tried and tested system. To accept the need
to change is to admit that the system has failed. The accompanying implications
can result in the erection of a defensive wall of prejudices against efforts fo restruc-
ture. There is a need to reschool the community in order to convince them to
support the change efforts by allaying anxiety and the fear of exclusion.

Transfarability

Can the consortium scheme implemented by CHS be transterable? It is tempting
to consider the possibility of designing a ternplate of our model for other schools
embarking on the process of restructuring. But it will be difficult, albeit not impos-
sible. There may not be a need too. The transferability will depend very much on
the cultural context of the school and the identified needs. Total fransplanting of
the scheme will not be appropriate or effective as it is divorced from the historical
background that is peculiar to CHS. Moreover, the essence of the restructuring
progess is not to ‘copy’ but to experiment, experience and to design and build.

Conclusion

Restructuring the school is not the change itself, What have really changed are the
needs of the students m’ad!laammnsni in which schools exist. The initiative
taken by CHS will not be uncritically, nor readity accepted by some educators and
researchers, who may MMMHM%NM of consum-
erism and marketisation of education, or more serious! y, guilty of compromising
the traditional ideals of education. Bastion wams that, by treating education as a
commearcial product and schaols asuompaﬁ&mh-a-mum. we are altering
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the nature of participation in what for many people is the most significant social
institution after the family.” { Bastion et al., quoted in Smyth, 1993, p. 4). Notwith-
standing these concemns, we remain confident that our efforts, in the long run, will
result in positive educational outcomes.

The findings and researches used in this study offer a very useful framewoark to the
understanding of school reforms. More importantly, it helps to give meaning to
what we are currently doing in CHS by providing the cenceptual knowledge and
the experiences of similar initiatives in the Anglo-American-Australian context. It
gives us a cross-cultural perspective to a universal movement. In doing so, it holds
up our optimism in realising that some of the problems that stand to retard the
restructuring and reculturing process in the other countries, do not exist, or in much
lesser gravity, in the case of Singapore and CHS. Our political and socig-economic
culture; geography (size); and the strong conviction of the Government in commit-
ting huge resources o provide the best education for every citizen in the nation, is
a clear advantage. It is with this confidence and the will to make a difference that
CHS has garnered the audacity in leading educational changes in Singaporae. We
are constantly being reminded by the inspiring words of George Bernard Shaw;

You see things; and you say ‘WHY?' But | dream things that never were; and
I say 'WHY NOT?'

It is, therefore, The Chinese High School's resolution not to accept the future, but
to design one.
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Corrections and More and More
Corrections: For What?

Yeap Lay Leng & Low Guat Tin

We would like to share with you the following true story. .

{ gave a competency test to a class of adult profassionals. | then invited the
24 adulis to stay back for a review of the fest paper. To my horror and dismay
only three stayed back. Two of the three stayed back for an ulterior mohve
— fo ensure that their answers were accepted by me. Hence, they repeatediy
iried fo force thefir answers on me. They were not inferested in the explana-
won ar in the process of how the answers were derived. Only one student
reflected on the review. To rub sall info the wound, a few students called
later o check if they had cleared the test {Mrs. Lim, 2007).

Mrs. Lim came fo us fo vent her frusirations about the adult professicnals’ disinterest.
Her reason for inviting the students to remain behind to review the test paper is not
one of 'kiasuism', to know how well one had done, but really it was her belief that
correction was the unlearning necessary to releaming and for re-teaching.

During our interaction, a number of worrying thoughts went through Mrs. Lim's
mind as she thought aloud: No, the adult professionals in her class were certainly
not unsuccessful learners. Then, why were they not interested to know where they
went wrong? Were they not interested to know if their learning had any gaps?
Were they not uncomfortable |leaving the class with wrong concepts in their
knowledge? How could they function as effective workers when their knowledge
base was not adequate? What type of impact would they have in their
workplace? Would it not be dangerous 1o be trainimg others when
they themselves wavered in their own foundation? What levels

kA L of knowledge accuracy would be transferred to the learners?
" What learning attitudes would be transferred to their students?

- What types of models would they be? What then is learing

: and teach ing’? |s mot learning *...a reflective activity that draws

gy, upon previous experience to understand and evaluate their

1 : present, shape future action, and formulate new knowledge'?

(Institute of Education, 1996).

These questions caused Mrs. Lim to shudder! To us Mrs. Lim had
made some assumptions and she had assumed wrongly that adult
profassianals would
1. not be extrinsically motivated but rather will be intrinsically motivated, that is
they are not motivated by the carrot or siick but by their inward drive io learn;
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Did Mrs. Lim assume wrongly? Mo. Wera her assumptions made on sound peda-
gogical principles? Yes. Reviews and corrections are principles of leaming referred
to as ‘practice and feedback’. ‘Practice’ is for learners to try out new content on
their own, ‘Feedback’ is information about current behavior for the improvement
of future performances. For feedback to be effective, it has to be immediaie, specific,
correct, and non threatening. “The value of practice and feedback in improving
leamning is one of the most consistent findings from research on teaching' (Kauchak
& Eggen, 1988, p. 131).

We were able to assure her (much to her relief) that she was not wrong because
reviews and corrections are unquestioned pedagogical practices found in a number
of leamning principles.

ristics is general exploratory strategy or procedure to search for a solution. Here
individuals try to find out what went wreng. Problem solvers need to evaluate their
results and check for the accuracy of their solutions before they proceed. The one
distinguishing characieristic of successful problem solvers is that they note and
correct, see ermors constructively, and work at learmning from their mistakes. Through
‘reviews and comrections’, teachers can turn leamers’ confusion and errors into
understanding by having leamers unlearn ‘novice knowledge’ - that is unlearning
mimnmpﬁﬁa-ﬁl mm

teaching and learning. both the tea

demonstrating what they know. According to Robert Gagne (Woalfolk, 1998), a

. share the pedagogically undisputed value
of immediate corrective feedback
as one of the optimal learning
conditions;

. preferformative evaluation,
where feedback is periodi-

cally provided during

teaching to summative

evaluation, where a judg-

ment of a pass or a fail is
made after teaching;

. Teel that learning through the
correction of learners’ errors is one of the most effective ways of meaningiul
learning and teaching;

. realize that a good knowledge base acts as a scaffold that supports the con-
struction of all future leaming;

. see correction as a way to consolidate learning through practice, reinforcement,
re-learning, and over-leaming. -

First, ‘reviews and corrections' is within heuristic thinking in problem solving. Heu-

Second, ‘reviews ammhmmummm In

the former has taught effectively mmwm mmw
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leading instructional designer, ‘appropriate feedback’ is one of the optimal conditions
for meaningful learning: ‘Once students exhibit a response or perfermance, it is
important that a teacher provides appropriate feedback. Good feedback means
giving students accurate and detailed information about their performances,
specifying what is well done, what needs improvement, and how the learners can
use the feedback for improvement'(Elliot et al, 2000, p. 545).

Third, ‘reviews and corrections’ is embedded in ‘meia-cognition’, that is the * knowl-
edge of how to do something ...as well as the ability to evaluate and modify
performance...noting and correcting...using logical approaches’; double-checking;
recognizing inconsistencies, contradictions, or gaps in performance (Omstein &
Lasley, 2000, p. 200). How does one know that one has learnt, if one does not
know if one is correct? As such, responding openly or ‘overtly’ versus ‘covertly’
should be encouraged as this will enable the teacherftrainer to observe if learners
know the correct answers. In the movie of a true story * Patch Adams’, Dr. Patch
Adams, a very successful medical practitioner rightly said that grades alone would
not let you know what kind of a person you are.

As educators we are concermned about students” learning. What do students learn
when they give inaccurate responses? We believe they will leave the room learning
errors! The existence of the teacher makes possible the commission of error without
irreversible harm occurring” { Elliot et al, 2000, p. 464). Therefore, a focus on
learning from errors is essential in any teaching learning enterprise. Deep learners,
that is, those who are intrinsically motivated, those who see studies as an end in
itself, and good problem solvers will begin with a well-established knowledge base,
and will use errors censtructively to fine-tune the knowledge towards higher arder
ﬂ-r'mking_ One basis of an instructional design model is Susan Marckle's ‘Principle
of errorless learning'(Elliot et al, 2000} where the geal of instruction is to reduce as
many errors as possible. However, when students make errors, such errors do tell
us something. In short, errors are not without value! Well, here are our thoughts.

Errors:

1. are a signal that re-teaching is necessary.

2. show fhe learning gaps that need relearming and over-learning;

3 expose misiakes or the wrong application of concepts and principles
that need further explanation on how to arive al the solutions;

4. are valuable for the evaluation of lesson planming so as to reshape the
final form of instruction.

Alvin Toffler (Azziz, 2000) has been frequently quoted for his words, ‘The illiterate
of the 215t century are not those who cannot read and write but those who cannot
learn, unlearn and releam’ (p.1). Information explosion has shifted the world ta
market not only commedities but also knowledge. Today, Cope (2000) has written
extensively about a knowledge profile. We know our personality profile, our learming
style profile, and now it is the K-profile! Just as one trades in stocks and shares,
knowledge is also seen as a commeodity to be traded. In such a scenario, leaming
is a priority and the capacity 1o learn new skills is a requirement for global
competition.
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Where else can learners find a safe place in which to err, and to leam from their
mistakes? Where else but in the dassmcm can learners confront errors con-
structively? Where can navices find an reatening leaming environment where
experts can accompany them through the leawﬁm processes? Unfortunately, today
errors are seen as failures. To Biggs & Moare {1993) ', .the educated person should
be one who has internalized a sense of the instructiveness of error’ (p.464).

When you are reading this-remember it is all right to be wrong and it is all right for
your students to be wrong too! What is not all right is for us to cover up the error
and not learn from it at alll To Thorndike (1931), ‘Man’s power to change himself,
that is, to learn is perhaps the most impressive thing about him (p.3).

Why were Mrs. Lim's students not motivated to learn from their errors? Why were
they indifferent to finding out if their learning had gaps? When they becomea prac-
titioners, should they not ensure that their students leave the class without
knowledge gaps’?m they not encourage reviews and corrections? We were
concerned about this. For to us indifference will lead to mediocrity and in a land
where the only resource is human resource, can we afford the luxury of indifference,

mediocrity or apathy?

People who are very metivated know what they want. They have a mission — a
mission that matters to them, one that compels them. Bennis (Garfield. 1987, p
37) called this ‘working near the heart of things'. They are committed to that mission
and that mission so consumed them that they work an. That mission inspires people
to reach for the stars.

The indifference of Mrs. Lim’s students could be a consequence of their having no
purpose at that stage of their lives. Their view could be that they have to complete
the training and to get out into the world fo work. Studying is a means to an end. It
is not an end in itself. They are achievement leamers and not deep learners.

Until they see that leamning is an end in itself, how can we create ‘thinking schools
and a learning nation'? The Ministry of Education wants ‘our schools and institutions
of higher learning [to be] learning organizations with teachers and lecturers con-
tinually seeking to improve and to challenge students to find better solutions. The
national environment concomitantly will be one that promotes learning and
innovations and one that upholds the fundamental values of equal opportunities
and meritocracy’ (Ministry of Education, 1898). People with a sense of purpose, a
sense of mission push on towards their goal. Maybe, one of the teacher’s tasks in
school is fo help the students to set goals and to see a purpose beyond studying
and passing examinations. What do people with a sense of purpase really care
about? i they know what matters most to them, that would be a start to drawing
out their mission. The mission should in turn build up their drive to excel, a drive
that is primarily from within themselves, an internal locus of control.

To conclude we would like to cite another scenario of a true event narrated by a
local undergraduate in The NTU newspaper, The Chronicle’ and entitied Time to
bring changes to the review system (Ben Nadarajan, 2000, p. 18).
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You sop, | have bean perplexed since my examination results for the last
semester were released.. Friends around me urged me fo appeal. But |
decided notto__| saw no point in paying the school $10 ko review my papers.
... what | most wanted to know would nat have been answered by 3 reviaw
_anyway...! finish sach semester not knowing if | fiave fully mastersd the
objectives sel out by the various courses.. What did | answer comectly?
Wbt dfd | not? For many years nght:l'ﬁ‘l';murmﬂﬂgﬂ Ihe emphasis has
bean on learming from mistakes and making corrections, Remember fose
days when form feachers made you re-wiitd those parts whera you went
wrang. | hated that then, but oh fiow | miss it now. How | wish our university
has a system whereby the release of examination results means shidents
et their scripts back rather thart simply seeing ther resulls flash on the
computer screen or having & phone aperator tell them heir grades.....J do
Aot Mean & systern wo currently have which calers for siudents who jus!
want higher grades, not those who genuinely want fa find out why they did
badly..perhaps it is fime 1o take a closer ook &t our [EVIEW SyStem...to me,
review mesars fooking through where we wen! wrong and how besi to guaid
our mistakes the next time. The input of leciurers in this process (s ossoniial
Yas, @ review should involve both parties, students and lecturers. .. while ane
panty {the fecturer} agparently knows whatis going on, the offer (the helpless
student) is left fourdenng and grasping af thin straws when demanding
parents ask: What happencd fo your grades?

Hurrah Lo a voice of support. Ben would have attended Mrs. Lim's review session.

Mrs. Lim would have loved to have him and we would not have had to write this
article had we more students like Ben!
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Managing A Primary Classroom

Pearly Chai
Is nm What It Should Be?

One of my former NIE students shared with me an chservalion she made during
her school experience. The teachar sha observed was harsh and strict with her
pupils. When one of her pupils misbehaved, the whole class was punished. .. rather
militaty like. If they made a Iot of noise. she made them stand. The pupils would
Ik to her, withoul fall, lor permission fo sit down. She was well-known for good
classroom discipline and behaviour. That NIE student concluded that leachers have
o put on fierca taces and not smile a1 all if they want to maintain good classresm
- discipline.

My Observation Made On Children In Such Classes

Mast often they are wonderfully quist and sowall-behaved, oven whan thairteachers
are not in the classes. Their teachers can leave them alone without warrying about
whether they will misbehave themselves, You could hear a pin drop because such
classes are 2o quist. The only ndse in slessrooms such as these cormes from their
tlaachers who are usually glaring and screaming at theam for not adhering o in-
structions. Such quiet classes might seem fantastic BUT, from my expetience,

* The childran behave like rebots. When thoy assemble in the hall for a funciion
and are supposed o sit down, they do not use their initative 1o da 50, Their
leachars have to bark the word, “Sit I' before they respond accordingly.

= They are not sponlaneous or very creative because everylhing is teacher con-
frolled, * Teacher says...."  Written compositions are stereotypes.

* Leaming seems to be a routine and there is no joy. They do not regpond fast 1o
‘questions because they are afraid of making mistakes, They are not prepared
10 Taka figks,

Sometimaes | cbsernve children in such classes shaking with fright when thair leachars

vell at them. It is obvious that leaming is not fun and they do not see it as an

exciing adveniure. Oflen, thay do nol produce the best results they are capable of
achigving.

What Is A Teacher's Role In Classroom Management?

Teachars should be kind, friandly, appreachable but FIAM. When thay say 'Na',
they mean it. They demand respect and set expactations. They ara friends, mentors,
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Quides, sounsellors, shepherds. even surrogate parents in the: classroom. |
love this guote taken from a plaguse.....

A teacheris:
& PUSH when pou've sfopped,
a8 GUIDE when you're searching,
& SMILE when you're sad.

Dr Hairm Ginalt in a publication named Toacher and Child has thig to say about
the teacher in the classmom and in my thirty-five years of teaching expenence,
| can certanly testify 1o such slrang statements made. ...

As a teacher | am the decisive slgmont in the

classroom. I is my personal approach thal creaies
the climate. [t is my daily mood that makes the wearher,

As a leachsr | possess tremendous power lo make &
child's life miserable or joyous. | can humiliate or humowr,
tuirt or heal,

in all siluations it s my response thar docides whether a
crisis will be escalated or de-escalated, and a child
Furmamized or dehumanizad

What Do { Do When | Have A New Class?

| get to know the kind of pupils | have by talking to their previois feacher aboul
tham. | get to know thair slrengihs and weaaknassaes. With whateves information
I have about my new pupile, | can begin 10 omznise my ciass, | keep an apen
mind thowgh. To their praviows teacher they behaved in cenain ways, but they
might react differently when they are in my charge. What if | were 1o get a new
class of Primarny One pupils? | would refer to the Pupil Data Base for relevant
information e help me  koow my pupils better. Information aboul children is
recorded when parenis regester them for places in the school, &.q., the lan-
guages frequantly spoken at home, the Kindergartens. they go io, ete.

Whien | enter the clessroom on the first day, | introduce myself and get the children

1o introduce themselves to me. Classroom rules are set and my expactations ana e
explained, e.g., how bags are to be placed. whers and how to pace chairs , whan -
and how 1o kand in assignments, neatness, et — .
Dutigs 8.9, monitars, librafans, group leaders, ato., ane discussed
and allocated. | ramain my natural soif, | do emile and enjoy joking
with the children, bul | demand respect by my personality,
mannerisms and tone of voioe.




How Do | Provide The Climate For The Love Of Learning ?

tancourage my pupdls W appeach ma and shara thaw doas and houghis with ma
amd with the ctass. | befieve in communication as a vital part of leaming. | want my
pupils to communicate with me, with their classmates and | with them. There iz a
kot ot repartes goang on. The classroom is a besy working place. Paranls hawve fold
mie thal the chitdren love schoecd and nsiat thal they attend school oven whan They
ara ll! My pupite have bacome vary craative and often come up with novel solutions
to problems. Each child is encouraged to express ideas in hisher own style of
wnhng_ Mﬂn}r craata ther own poeriss.

Fear must not he the driving force for leaming. Such leaming, | feel, will not last
The aim of education is to develop a love of leaming from & teacher who motivates
and inspires. Mos! aften, my pupils learm becausa | am eninusSasts about what |
ward o defiver and because | encourage them o discover things for thermselves.

What about noise? | accept working noise. What is a classsoom without noise’y
The pupils are aliva! Their minds are ticking! They are bursting with ideas. They
wan! lo share, as expressed by cne of my former pupils.......” Miss Chai, | can't.

! stand it! 'm going 1o burst! | need 1w fell you something, * | saw her excitement and
her face was tuming red.

Of course, | have 1o lay down rules. The pupits have to be reminded to speak softly,
to take tums when giving opinicns and ideas and fo listen to one ancther. They
have to leam mol i shoul bo be beard. In me 1o came, they 0o canform o classmam
rud@s. | am the children's friend a2 well 38 thear teacher. Thay know whons 1o draw
he line

I balieva graatly in Cambourna’s seven canditions for optimal leaming in he class-
rocrm, namety: immersion, demonsiration. expectations, responsibility, approxima-

tizns, employment and feedback. A description for asch of the conditions can ba
found in Rudcell & Ruddal {895, | have found that these seven conditions have
conrbuted to the conducive environmen: for leaming in every clage | teach.




The classreom boards, walls and doors are flooded with illustrations and prin.
There ara lots of modais tor the pupils to read and from which fo choose, Pupils'
work IS displayed. The library cormer is & cosy haven for the children to go to read,
There are scatter cushions ko sit on and foys 1o cuddle. Like most clazsrooms in
Singapore, my cassroom is shamed with & class from the second session. This
class is a dilfarant vear baval from my awre Thear leachear and | work on.a commaon
theme for the roading record display board. Two axamplas of such thames are...’
Qur Reading Train' and 'Come Read Wik The Mery Clowns Of Joy Magic Circus'.
Display boarts for Mathematics, Science, news, incentives, art worl. Mother Tongue
arnd pupdls” crealons are akso sharad by both classaes. My colleague and | work gn
integrating the content for and from both classes on each display board wilh e
belief that e children from ot levels can ieam from one another. Below ane
phata illestrations of what | have described.

Frimaries
JE4

Frimanes 1 &2
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Children
enjoying
themsabias in
thie Library
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Besides fiooding the classmom with print, | also immerse my pupils in the targst

:" languagea in a number of ways such as;

’r

f

¥ = Reading stores o tham

| = Listening fo their naws and recounts

: =  Giving hem opportunities W Hsten (o poetry and mtarpreld poams using choral
} reading ag 8 madium

i = Conducting cormversatfons and discussions

; ' = Playing language games that enrich their knowededge about language

_t. They makea entries into thair own ‘Books OF Creations’ and each pupil has & ‘Lat's

Chal' book 1o communicate with me and read my responsss. This stralegy Is
outlined in a joint article written by Gaorge M Jacabs and myself {1996 ).
Cambourne’s seven conditions permeate the whole atmosphere in ihe classroom
ardd when this happens the children love leaming ard despite the daity discipling
problems, leeming for the children becomes fun and. teaching for me a challenge

B lardﬁm'ﬂ and a joy.

-

I

Natce Board




Art Work

Primaries 1 & 2

What About Pupils Who Do Not Hand In Their Work, Hand In Their Work iate i) .'3 ey
or those Who Hand In Work Below Their Capabilities? TSROt 4

In such cases,| speak to pupils personally and listen to their reasoens fer such
achons. | need fo know whal caused them Lo behave in such ways. Somatimes |
hava to go furthes and call up panents. This offen reveals extenuating circumstancas
that are beyond the contrel of the children, Sometimes | invite parents fo work
fogethar with me to help their children. Oflen in so doing. we becoma pariners and
friands. We ara able to sea the chilfdren improving in their atitudes and work. |

Mather Tongusa
Board
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In Conciusion

A positive allitude, focusing on the child-to-ba rather than on the prasent child,
creating a conducive arvironment for leaming in the classroorm and anlislihg parents’
cooperation are factors wiich suppodd teachers in managing their primary class-
fO0ms.

Mate: The wrilar would ke fo thank har fiend and colfeague, Mrs Rosamary
Joy Allar,, ELL/NIE for her support and for her comments an an earfier draft
of this ariicle,
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Esther Tan and Cheng Yuanshan

Infroduction

“He works very hard to prepare for his lessons, but what's the use? - he cannot
3he knows her subject matter well but is hopelessly inad-
00T m;emmr Eur:h are obsanmbons oflan

teachers m&m m On the othar hand, the frainee teachers

B T

mm:smﬂn : _'ji:mmmu— lmyham”m:fmmpm

da‘rrm.l't clm‘ &'&rﬁt‘lﬂn and effort iz spant in disciplining Ihe class . asa
result very mmulmmma lessant™.

1 'Mhmh'mﬁfy shook™ for novice leachers.
; sicH ideals formed during teacher training are often
smmwm rsh ant :l'lﬁl!iﬂyﬂfmyﬁay classroom fife. In & lHerature
P i nmahmmhwm concluded that “classroom discipling”
WS mﬂmﬂﬁmﬂmpﬂhﬁm faoed by beginming teachars [WVeenman,




Are beginning teachers in Singapore really ill-prepared for the reality of classroom
teaching? What arg their percepfions of classroom discipline? Compared 1o expe-
rienced teachers how different are rrainee 1eachars in managing discipling
problems? In order 1o find answers to such questions, a siudy was conducted at
the National Institute of Education to compare the dlassroom management of iraines
leachers and experienced teachers,

The Sample

The rasearch study conducted between 1999 and 2000 involved two samples of
teachers, Sample A comprised 521 trainee teachers who were undergoing initial
teacher education at the National Institwle of Edusation. They were all university
graduates in the one-year Posigraduate Diploma in Education Programme [PGDE).
Of the 521 traines feachers 30.7% were malas and 68.3% were females, At the
bme of the study, these trainees leachers had completed their course work compo-
nent of their training programme at the institute which included a compulsony rmoduls
an clagsroom managament. They had also been axposad 10 five 1o siv wesks of
teaching practice in the schoaks, with 34.7% of them in primary schools, 58.5% in
sacondary schools, and 8.8% in junior colleges.

Sample B comprised of 299 experienced teachers with 15% of them males and
85% females. About half (51.1%) wara from primary schogls, 36.9% were from
secondary schools and 12% wers teaching in junior colleges. Cver 80% of the
teachers in the samide had laught in school for more than two years, some as long
as 20 years, The average teaching expariance of the sample was 14.77 years.

Tha instrurment used 1o collect date was 8 paper-and-pencil guastiannaire which
was adopted from the questionnaire developed by Johnson, Gswald & Adey (1993).
Some of the questions were 1aken from another instrument developed by Tan and
Cheng {1999). A total of 15 commonly used classroom management strategies
were listed in the questionnaire. The respondents were asked to respond on a 4-
poinl scale how often thay used each of these strategies in classraom management
and how effective they had lound thase strategies. They were 50 asked to de-
scribe other effective strategies they had used in handiing discipline problems in
clase (8.0, disruptive behawviour) and out of class (0.9. truancy).




The Findings
Comparing the Use of Strategles in Handling Discipline Problems

Table 1 shows the teachers” mean respenses on how often they had used differant
strategies in handling discipline problems sncountered in their teaching. In the 4-
puint scale, 4 comesponds to “Very offen”, 3 to “Somelimes”, 2 to "Rarely™. and 1 to
heaver’. Thus, if a mean response is above 3, that shows the cormespanding strategy
had beer vsed rather oftan, A mean scorg of balow 2 indicates that the stratagy
was hardly used.

Table 1
Companson batween the axpensaced teachers and the traince icachers in using
dhiffierent strafegies io deal with classroom disciplineg problems,

Experienced  teachors  Trames  Teachers  Mean

Siratages Iehesin Rank Mean Fank Diterenca
orar ordar

Rerson wah pupll in cliss ] i %10 1 0.2
Aeason with pupll cutside clags 379 2 264 4 061"
ignese mire dssuplicns 208 3 292 2 .06
Discuss problam with I!‘l* 204 4 280 3 -0, 14"
cless

Sook parantal imvoivarnant a7 5 1.55 11 —1.247
Confarence wih pugilpasent 2889 g 1.78 7 -n.ot
Remowe privileges Z80 T 23 5 0224
Set extra work 214 8 185 L] 0.1
Serd pupi for detention 187 9 157 10 L
Hawe pi.lpihawm 1.82 10 164 | .12
mWﬁmpw 137 1 1,43 13 3
Ftef'&fﬁl'-lﬁ'l I professonal help. 1,74 12 124 15 =351
Rafar pupil o anather feacker  1.62 13 1.58 g ~a
Hamove pupil from class 1587 1 146 12 o
Mete oul physical punishment 1% 15 i3 i -tz

— ———

From Table 1, we can see that the rank ordaring of the strategies of the trainee
leachers is not much different from that of the experienced 18achers, aspaciaily for
the top four mast Irequently used sirategies, ie: reasening with pupil in class,
protans with ifie whole slass. Gne strategy that is often used by the expariencad
teachers (mnked 5ih ) bul 1s hardly used by tha traines teachers (ranked 11th) is
seeking parental imvolvement Being young and inexparienced, the traines teachers
probably lack the skill as wall as the corfidence in handling parents. At tha ather
end of the scale, the strategies that are hardly used by both groups of teachers
are rafevring pupils for professional help, removing pupd from class, and rmeting
out physical punishmant. One exceplion is the strategy referring pupil o another
teacher which is more frequently resorted to by the trainee teachers (ranked Sth)
but not s by the experienced teachers {ranked 13th). This is understandable as
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tha trainea teachers, bemg inexperenced, offen have to seek advice from thair
mantar of gihar sanior staff in the schaol.

When we compare the mean soores of the two groups in Table 1, a negative maan
difference indicatas that the traines leachers nave nol used the strategy as ofien
as the expernienced teachers. As ali the mean diffesences are nagative with 9 of
tham showing signfficant diferences, this means that overall, the trainga leachers
do not Lse the strafegies as often as the experienced teachers. One probable
explanation is that the lraines lsachers ara usually given a much lighter teaching
load when they are attached to schaols for their teaching practicum. Since they
hawe less exposung inthe classroom, they aise have less opportunities o encountar
problem situatons as comparad 1o the expenenced teachars having a full teaching
load.

Amang the faw mast often used strategies, the only one that both groups use as
fraguantly (no sigrilicant difference inmean scores ) is the stretegy Jgnoning minor
disruptions. Both groups of teachers know the wistom of overdooking minor dis-
ruptions instead of escatating a mmor problemn into & major ane by giving it oo
much undue atlention. The highest negative values are related fo the strategies
seaking parantal imealvermant, confarencing with pupidipanan, reasoning with pupd
ouiside lass and refarring pupl for professional help, These are strategios aften
used by expanencad teachears but they are not included in the imited repenoire of
classroom management strategies of rainea teachars

Evaluating the Effectiveness of the Strategies

In the survey, the respondents were also asked 1o evaluate the effectiveness of tha
strategies basad on their own personal experences. They were askead to rate the
offectivencss of these stratedies on a 4-point acale with 4 coresponding o “Very
eftectiva”, 3 to "Quite effective”, 2 to "Effective only attimes”, and | 1o “Not effective
at all”, Tabke 2 shows Lha leachers evaluations on the affectivenass of the different
strategies they had used.

All the mean scorps in Table 2 are above 2 which seams 1eindicate that tha teachers
hawve found the strategies effactive only at times. Again the simitarities in the ranking
seams be show thal the beo groups of ieachers concur in their evaluation of the
effectivencss of the strategies. In fact. their ranking of the top five rmost affactive
strategies are afmost identical. Topping the list are reasening with pupil outside
class and reasoning with pupi in class, lollowed by conlerencing with pugiliparant,
remaving privileges and discussing problem with the whole class. As for tha
inatiective strategies, both gmups seem to agree that removing pupil from class
and meting oul physical punishment are nol really effactive ways of desciplining
pupits. Thay only give temporany redief 10 1he teacher managing the clagss.



Takbhe 2
Camparisan betwean the axpanenced teachers and the frainee leachers in avalu-
ating the affectivaness of the stralagies,

Exparienced teachers  Traindg  Teachars Mean
ordar ocrder

Feason wilh pugil oulside cless 3.00 7 276 1 2
Hiaason with pugll in chass .00 2 72 2 «f) 18
CGanlerenca with pupdiparent 288 3 .68 5 B 1
Aamove prvdeges 28 & 268 3 16*
sz problm with whola g5 ) 5 Z2ET 4 015"
class
Seek parental imvohemant 2 B 254 v =023
Ignore minor disrupdions 27 4 254 T =018
Send pupi to princpalidscipling 254 & 2.62 ki 40,08
measted
Rater pupd for profassional help 254 3 247 1 012
Send pupd for delprlion ] 10 2.48 9 <02
Have pupll lsave claas: 241 11 236 13 005
Mete out pliysicel pusishment 235 12 218 15 g1
S axlra work et 13 24 12 w13
Femote pupl (rom dass - 215 14 2.5 14 + e

Reler pupil o another eaches 212 15 24 10 0.3

InTable 2, a negative value of mean difference shows that the experaenced teachers
evaluated the strategy 1o be more effective. and a positive valye shows the trainea
teachers avaluaied the strategy o be more effective. The facl thal there are more
significant negative mean diflgrences (8) than positive ones (2) suggests that on
the whole, the experienced teachers had found the strategies more cfective than
the trainee teachers. In other words, the trainee teachers had less succassful ex-
perences in using these strategies. One possible explanation is that they lacked
the skill and confidence in using these strategies. Ancther reason could be thay
lacked the opportunities to use these siralagies even though they realised their
effectiveness. Indeed, strategies rated o be effective by the expariencod lwachers
such as reasoning with pupil oulside class, conferencing with pupilparent,
digcugsing probierm with the whole class and seeking parental involvement all require
lime and efforn after leaching hours and cutside the classroom, sometimes even
outside the school. Most trainea leachers are struggling to “sumvive” in the class-
1gam, prepaning delailed lesson plans and sourcing for teaching materials. Vary
foawy can affard the ime and energy te look beyond the classroam and reach out (o
the parenis. Maither is this expected of iham as traines teachers on atlachment.

Impiications for Teacher Education

This simple m;rhasmmmrmm resulis which have implications for teacher
education and tha professional development of teachers.




T begin with, it is interesting to note that the lraimes leachers. dagpile their lack of
expenence, are jus! as discaming as heir expanenced counNIenans n choosing
appropriale Classroom management strategies when dealing with discipline
problems. In theory, they know what should be good strategies to use but in practice
they do not experience as moch suocess in using these strategies. The lack of
success could be dua 1o ack of kil and the lack of skill stems from iack of practice.

How best can classrgom management techniques be earmad? Al the Mational
Institute of Education all fraines taachess in the Postgraduate Diploma in Education
programme have to undergo a compulsary module an Teaching and Classroom
Manmagement. In this medule, they arme intraduced to all thresr 25p0C1s of Classrodm
management — the preventive aspacl (e.9. craaling a conducive leaming
environmant and establishing eacher-pupil rapport}, the devetopmental aspect
(e.g. setling of ground rules and effective fesson delivery j and the remedial aspect
(handling discipline problems and helping neady pupilsh. To drive home Lhea
message. the traines teachers are put through group discussiens, role plays and
case studies. They role-play prodlem situations in class and varous approaches
to handling these situations. They scrufinize case studias of dassioom scananos
and brainsiorm on appropnate interventon strategies. Thay watch video clips
depicting disciphne problems in cdass and debate on how best to handle these
giluations. Shll, the bast training ground 1o develop classroom managamernl
technigues is tha classroom itself. Like a new mather iearning te bathe hor baby or
a surgeon irying lo perfect a new surgical procedure, the best way ta develop the
skill is 1o do the real thing in an authentic situation. |t foflows thal tha most alaclive
w'aylurtminm teachars o acquirg ClASSHOGEN Management skills is 10 be exposed
fo real classraams whera thoy can try out different strategies to pick up skills and
devedop confidence. Rather than criticizing them for their lack of skifl, lefiow teachers
and principals could serve as mentors and give them encouragement and suppor.

Ag mentioned egdier, tha transition from the lkeclure room at the teachar raining
colege ta the real dassroom in scheols could be a “reality shock™ for many beginring
wachers. Muller-Fohrbrodt and his research associates predictad four possibla
outcomes of reality shock for baginning beachars - change of behaviour, change of
attitude, change of parsenality and finglly leaving the teaching pogition, {Mullar-
Faohrbroch. Cloena and Dann, 1878). 1t i nof uncommon nowadays (o ses young
beginning teachers leaving lhe profession rather early in their teaching career,
discouraged by this “reality shock™ and disappointed with the lack of Support given
i them, Many of these young teachars had started thelr ioaching careor with high
ideals and greal enthusiasm. It is a foge to the teaching profession when they quat
tha education semice, not for tack of motivation, but for lack of professional and
maral support fo parseveren he lace of challenges and difficulties.
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Recommandations

Since recruiting and retaining good teachers has always been a lop priority of the
Minsilry of Education, something needs 1o be done rather urgently. On tha one

hand. the Naticnal Instifute of Education can beef up its compulsory training modules

on classroom managameanl, expanding their content coverage to include knowledge
and skills in basic counsefiing skills and working with parents, Presently, there are
also electives on afftective classroom teaching, guidancs and counselling and pupll
managamant for traines teachers desiring more in-depth study in classrogm man-
agement. Perhaps more such electives could be offered to reach out to more trainea
laachers.

On the other hand, the schopls can give Deginning teachers 1he much nesdad
professional suppaort. A gradual involverment in teaching difficult ciasses and low
ability groups will help new. inexperienced leachers settle into the teaching
profession. Assigning beginning teachers on the staff a “mantor” or “buddy™ fo give
professional help and moral support instead of thrawing them into the deag end of
tha peol” will help them survive teething problems in teaching, In fact, a whale-
scheo! approach is needed to facilitate the professional development of baginning
teachers, Jones (1984) emphasizes that successful behaviour management and
disciplinary practices in a school requires a schoolwide policy and commitment. 4
well-concapluatised, sensitivaly imglemented programane invalving administrators,
classroom teachers and parants can create & conducive leaming environment,
improve pupil leaming and reduce disruptive bahaviour.

Qnly when beginning teachers are given sufficient concrete help 1o overcomae fhe
“reality shack” can they be in the frame of mind to concentrate on their teaching.
Only through hands-on experiences in teaching and managing pupils in the
classroom can they develop pedagogical skills and build up confidence. Teacher
educators at the National iInstitute of Education as well as principals and experienced
teachers in schoals can play a critical robe in this crucial process, Herein lies e
true partnership between MIE and the schools in lsacher education,
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Readingrf}e;a‘chers

Cheah Yin Mee

Infroduction

“Reading teachars” is perbaps a misnomer in Sngapon since
teachers are not expected 1o specialise but are instead m&mﬂhﬂiﬂﬂm
major subjacts. Yet, all teachers of English are first and toremost m@m
because ther firs! fask in pnmury one is 10 nm:h children the _'

times not achieved rsm-i-danl frarm bc:-'.'ql anecdoial a{:t:nurltscﬁn rral-

P4, P8 and even secondarny school who are unable fo read. Wemmﬂmm
about this and ask curselves what has gone wrang in these children's quast to
leam 10 read, and how we as teachsrs can help them more effectivaly. The latter is
the them of this paper as it involves tha protessional development of teachers
umﬂlymmnmﬂ reading.

The twa stages af leaming to read and reading to learn must always 'f‘:‘"
in aur mind wher we talk about teaching reading. With lower primary ¢
mission is !::hehﬂ'm leam la read. Dﬂl;‘e ﬂ]ey ha.\re mastered l|'lll r

mmm&smmmbmwrmmg lessons, tl‘unh:nm
o Searn,

Unfertunately, the trend here ks 1o teach reading even before childran Tﬁm
nofion of what reading is all about. Many children stilf come to school with -.sqtﬁﬁn
axperignce of real roading, and often even before they leam how to read effiec-
thvely. lhey are required to answor comprehansion questions in full sentences.
Such rush to equip children with fest gkills often backlires becawse children novar
have the time ta make any real progress in their reading skills, and we know reading
is a developmental process, Unfartunately. children also leam the hidden message
that all reading is done for the scle purpese of answering questions and that reading
5 just schoolwork.




Much then revolves amund the crucial first two years and what we do as teachers,
As we mave towards the introduction of a new curiculum and new textbooks, it is
perhaps timely for us to discuss what constilutes appropriate training for teachers
in the area of reading education.

Exisalient reoiiig Toachi:

Intheir position slatement on excellent reading teachers, the Inte: g
Association (IRA, 2000) denifes these crica quaties o knowadge and practce
among excellent reading 1eachers:

* They understand reading and writing development. and believe alf chifdren can
leam 1o read and writa.

* They continually assess children's individual progress and relate reading in-
struction to children's pravious expenences.

+ They know a variety of ways o teach reading, when to use each method, and
how 1o combine the methods into an effective instructional programme.

* Thay ofter a variety of matenals and texts for children to read.

+ They use fisxible grouping strategies to tailor instruction to individual studants.

» They are good reading coaches (that is, they provide help strategically).

In addition, excellent reading leachers also share many of the charactenstics of
good teachers in general, These include strong content and pedagagical knowledge,
effective managemant skills to engage children, strong motivational strategies,
high expectations of children and the ability to help children who have difficulty
reading. Good reading feachers are simply good leachers ta bagin with, This list of
qualities, mﬂm;mwmwmmwh

in dmmﬂg tha h'nhﬂ d'ﬂpﬂdﬁn‘: Hm;hing
methods suggested that,

To improve reading instruction, il is necassary to train
beler teachers of reading rather than 1o expect a panacea
it the form of malerizis.



: What should the aducation of reading teachers constituta? Based on IRAs critaria,
any comprehensive course on reading educaticn should includs the following:

Good theoretical knowledge
Althowgh the body of research oartaining to eading instruction iz
formidable, it is well established that reading and wiiting msirschion
should be integrated. Clearly, & sound theoretical understanding
related 10 reading and wnling instruction is fundamental in the
education of reading leachers It s Irom sucha knowladge base that
teachers make jdgements aboul the strategies o adopt for teaching reading.
Al present, leachers tend to shun anything thearetical preferring instead foleam
specitic technigues and methods that they can use in closs. Thisis undarstand-
able given their nead fo focus on resulis. butin the Ianeg run. these methods will
nat be uniformly hetpful m all their classes. Teachers need to be aguippad with
the knowledge of how 10 make adjustments to their methods when the nead
ansas. Goad practics is only possible if 11 s based on sound uriderstanding.

2. Multiple approaches to teaching reading

The second most important reguirement is tha need to leasn aultiple approaches
to teaching reading (IRA, 1399}, Pre-senice teachars are currenitly egquipped
wilh basic approaches for handling the laxtbooks rather than broad teaching
reading approaches, and these will stand them in pood stead for perhaps the
first two years. Then they will guickly discover thal lthey need mare than what
thay have learnl. Indeed a teacher’s frue edueation only begins the momeant ha!'
she steps into the classoom, Adams (1990, pp 38-30) suggasted that

LIven e tremendous vanalions from school o school and
fmplementation io impiementation. we should be very clear ihef the
preschption of a method can never in itseif guaraniee the bast of alf
Possible guttameas.

This suggests thal there is every reasen 1o suspect thal the few methads that
teachers leam in their training may eveniually e inaporopriate for the class
Ity teach. Teacher education has to first to cover mare than methods; next, it
has 1o cover a much broader range of approaches. Teachers should understand
that one approach is naver sdequate in any situation. Howewer, whera mullipie
approaches are used, this eclecticism should be based on informed desisions,

3. Understanding the teaching-learning contexts
In most instances, success in leaching does Aat depend on methods alone or
far that matter on matarials, Bond and Drykstra (1967) argued that, “The
romendous range among classrooms wilhin any malhod points out the
importance of elements in the leaming situation ovar and above the mihods
employed,” An awarengss of children's needs and the conditions undar which
they are feaming to read are mona important criteria for consideration. Such
awarencss can lead to more flexible leaching arrangements and mare strategc
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teaching within a class. Needless to say, such awarengss is not developed
away from the classroom, and it takes a certain amount of ime Io hone such
insight. On the other hand. training that does not involve warking with childran
in classroom situations cannet help leachers develop such awareness. Indeed,
begnning teachers should be required to focus on developing insighls into the
many differont classroom contexts in the first year as part of their in-school
Training.

4. Assessment of reading

Anather important consideralion in training reading teachers pettaing o the
ability lo assess chilgren's progress and to help weaker readers. At presont,
teaching weaker studenis rermains 3 weak link in teacher aducation, where the
larget has always been the mythical average child, However, in all teaching
situations, the class is never homogenous, and the ability 1o handle siower
students remains a challenge although gitted children pose another set of
problems, Many weaker readers do not need specialist help. and their problem
could be temporary in nature. A knowledgeabie teacher can help them over this
nurdie. Thus reading teachers shouid ba abie 10 0o simple diagnosis of reading
problams. 10 understand the problems, and 10 come ug with an intervention
stralegy. These skils must be part of the reading teacher's education,

5. Selection and evaluation of materials

bacomaes mereasingly more urgent givar the liberalisation of the textbock market,
How to evaluate materials should be a core element of any training programme
for all teachers. The danger of any new syllabus and new materials is always
the temptation fo throw the baby out with the bathwaler aspecially with teachers
who ngver had the luxury of a choice. Reading teachers should be taught the

skifls to pick and choose and 10 customise an mstructional programme for a
Wwammmmmlmmmm A lack of such
Wﬂmmmmummmmmmﬂwwmﬁm

als, pe and teachers themselves all have a pari taplay.
; _,'nmwnmﬂaﬂm that we should consider for the

learners and mmu mm their
practice.

The notion of life long leaming has already been introduced to Singapore and
teachers are encouraged 10 continually upgrade themselves through a variety of

ks




meanzs. Reading professional materials showldbea majarcurrq:-aw'h:-kmmm

fife long leaming strategy. Unfortunately, this is nat a comrman pﬂﬁﬂlﬁ wal

Mmuaﬂuliam{mmmgwpmmar;mgﬂm, lsmaﬂﬂanrqﬂhw.m
teachors,

m = Administrators must be instructional leaders who
| — support teachers’ efforts to improve reading
instruction.

Pringipats and ather adminisators such as school inspectors-and school
eupervisers should equally think of upgrading themselves so that they can pravide
miore effective guidance to their teachers. Such upgrading should not merely be-in
the area of educational management but they shauld also b mmhmﬁ
related to teaching leaming. How else can ﬂm.r walm school progran
nflar sonstructive hﬂ;rhl‘h!plumhg of inskr al progr

» Teacher aducators must provide solid knowledge
base and extensive supervised practice 1o prepare
excellent beginning reading teachers.

Teachar aducatoss need to have periods of school attachment to better understan
the conditions and the needs of teachers in schools. Without tma I
mfwlﬂ meﬂﬂb&ﬁwmmmw'm! G

ﬁmm%mmmmlncm&rﬂMa ; 1 e
Unfortunately, a lack of experienced supervisors can also mean a less than s 5
laciory infliation. Lising experienced taachors in schools 10 help supenise baginning
teachers is & good soiution only if such teachers ars themselves knowledgeab
and have tha time for the task.

= Legislators and policy makers must understand
the complex role of the teacher in providing
reading instruction and ensure that teachers have
the resources and ll.q:lpmtthl‘fnhudln!unh
reading.,

Need we say more? Perhaps its fime to ask teachers what sort of support and
resources they need.

» Parants, community leaders and teachers must
work in partnership to assure (sic) that children
outside school.

Tha home-school partnership is widely promoled as a significant factor in promating
literacy acquisition. Although parent support is vital, it is also important 1o educate
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parents about the conatructive ways lo i : iy ;

‘cant digcussion in the press about mmw; childran's project work
i one axamwnwmdmmawwm Parent education & imponant,

and parents’ support for leisure reading is needed. Again, it s unforunate that
parents still eguate reading only with studying. On the ofher hand, going by the
increasing number of loans at the public library, there is evidence that books are
fast becoming 8 permanent feature in the child's worid. Thig i indeed an
encouraging sign.

Conclusion

It is my belief that every leacher is a reading leacher, and teachers should see this
as their responsibility. How else can the children learn other subjects if they cannot
read? The education of reading teachers is really two-fold; first all teachers should
have a good understanding of how to help children leam o read. Next, specialist
teachers should be trained 1o help those children with speclal problems In learming
taread. Infacd, we should be aiming towsrds producing more specialists in regding.
For a slart, one specialisi can be attached to each school cluster fo help with
dimgrostic and remedial teaching.

In the lower pnmary ¢lassroom, learning 1o read and write shoukd be the major
focus of lleracy classes. Once ihase skills are in place, the rest of the learming can
foliow naturally. Unfortunately, in our haste to cover the syllabus and the textbocks.
we alten do everything but teach children to read. Indeed, it seems that in-service
aducation in reading should be the next focus atier grammar, Bul rue professional
development namprmm ukimatedy, teachers must develop an interest in
ummmwwm in continuing education ta maintain the level of profes-
sicnalism in toaching.
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Sex Education in a
Knowledge-based Society

Angeline Khoo and Lim Kam Ming

The need for sex education in our seciety today

& new generation of children are growing up with the Internet. Our youth today
have skilts to access any kind of information they want, Obtaining infarmation aboul
sex 5 no longar a problam — these can be easily abtained an the cick of the
mousa. While the Intemet provides limifless opporlunities and resources for sex
education, parents and teschers ara facad with new problems and challenges which
involve “issues of quallty, accusacy, developmental approprialenass, comprarhen-
sivaness, parent-child communication, professional development, and public per-
ceptions of the sesuality education field” (Roefiman, Shannon and Dwyer, 1997).
Anyone wha uses tha search engine io find information abocut sex may tind wabisites
with explicil sexual graphics and advertizements. Thare is a bias of search engines
towards such material (Gotlib and Fagan, 1997). and cven with websites thatdo
give informnation aboul sex, their credibifity is questionabie as Ltha aulhorship is
L,

What kinds of dangers axist on the Net? One of the most comman lears of Singapore
parems is that their childran may be axposed la sex on the Nel In & recent straw-
podl survey, BOS: of parents in Singapene indicated that they are concemead about
pormograpny. Their wories are exacerbated by stories in the newspapers. Wa
read of childven or feenagers being lured and raped by stranpers they met in chat
raamis. {Lum and Hee, 2000: Liry, 2000). & Straits Times sursey conductad in 1888
tound thal mone than 3 thind of teenagers admitted o having watched and read
pomographic material (Tha Strails Times, 19348),

Cyberpom can be obtained and distnbulad wilh grealer ease. Not only s there
greater proliferation of pornography on the Met, thare is alse greater varisty, ranging
froem the mildly erotic 1o the all kinds. of paraphilias or odd sexuval practices, It is
alsp easier for kids o concesl = the sexually explicit image on the compider scresn
s hidden with a swift “AR-Tab" movement the moment a parent is around. Moracver,
[he child of teenager nesd not be activaly Seeking out pormcgraphic websites, A
search for an apparently innocent lopic, 2 ypographical errer or mistaking a “dol
com” instead of a *dot org” can yield a host of parnographic websites.

The Internet is indeed a very useful resource for sex educalion, Howavar, resaarch

on the effects of pornography has not been conclusive, but one finding is clear —
that exposure to pomographic maiekal increases acceptance of inferparsonal
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violence and rape myths { Wallace, 1999). Thera is evidence that early exposure
to pomography is related to subsequent rape fantasies and attitudes that are in
favour of sexual violence lowards women. Sexual aggression can be percaived by
bath men and women as gaxually romantic! However, parants can take comlort
ihat for many students, their cunosily about sex Is only a passing phase. 30% of
students who responded to an NTU study on Inlernel use in May 2000 { Kang,
2000) said that they had surfed pom sites batore, but they got bored and stepped.

Thare is strong evidence thal peopie on the Net lend to reveal more personal
information 1o & stranger online than lo strangers thay meet tace-to-face (Aftab,
2000). More personal secrets tend to be shared raadily, but often the gullible newbie
tails ta realize that the realdife (RL) person a1 the other end of the terminal is far
from what has boen presented in virlual reality (VR). The typical pedophile takes
pains to befriend, cultivate and win his victim's trust. When the online meating
progresses lo an offing encounter, one often wonders why the child who suddenty
realizes that the “friend” is far from the person ho claimed to be on the Net, does
not run away but becomes a willing victirm. Perhaps i1 is the nature of the onfine
relationship that has been nurlured for a long time in the Chal rooms, O perhaps
there is a strong sensa of denial, the unwillingness fo face reality on the victim's
part. Whateverthe reason, what may seem virtual and harmless becomes painfully
real.

There is therefore a real need for sex education. Then the question of whose re-
sponsibility arises. Thera is a genaral consensus that this is the pureew of parents
as curious children often begin to ask guestions at a young age. cften even before
they are in school. However, with the Intemet, parents ptay a much reduced rols as
disseminators of knowledge (Kraut, Schelis, Mukhopadhyay, Manning and Kiasler,
19986). They face a greater challenge with teenagers who prefer to leam and discuss
such matiers among their peers whom they meaet in school. However, according to
SIEGUS (Sexuality Information and Education Couneil of the United States) report.
many studies have shown that parents are uncomiortable in discussing issuas
such as intercourse, masiurbation, homesexuality and orgasm with their children,
and would aporeciate help from formal programmes.

Thusg, SIECUS recommends schoal-based sexualily programmes which “can add
an imporant dimengion fo children's ongoing sexual leaming”. The aims of such
programmes would include the following (Went, 1985}

* To generste almosphere whera questions about pubertal changes and repro-
duction can be asked without embarrassmant

* To counteract myths and folkiore and to provide accurate infarmation about
contraception, sexually-transmitied diseasas and AIDS

= To help children understand they have rights. and should have conlrol over
thair bodies. and to increase communication skills aboul these

= To help children accept their sexuality as par of their whole personality
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= To provide constant reassurance thal body changes, Mﬁ.mm
ocial, are normal and accaptable, and give help inaMWMmHm
particularty for garly developers

= To develop communication skills in parsonal minﬂﬂnshipn-m!m nec-
essary for gatting help if things go wrong (child abuse, rape, pregnancy, eic)

The role of the teacher

It is understandatie that many leachers iend 1o be apprehansive mtm fo
students aboul sex. Some of thelr concemns include fear of students asking perso
questions, fear of being embarrassad. nal knowing answers to sdﬂl* esti
handiing issues of confidentiality, and facing negative respanses from parents (W
1985). In a study of expenenced Pastoral Gare teachers, Eamgwmmﬁ}.
found that teachers found it most comtortabla to talk about value qumiﬁm& and
were most uncomiortabla with questions of a sexual nature. Older iﬁﬂ.d‘ﬂﬁ‘m
mare comfortable answering these guestions, In general, teachers pﬂfﬁf‘bﬁ
about values 1o all girls rather than all boys or miked classes. but make teachers
are comtortable only in all boys classas,

Does the perspective of sex education of our graduate trainea teachers today
diffar from that of the more experianced leachers Six yoars ago? Given the new
challenges of the “wired" society, are our newly trained teachers wiling to play a
roe in facilitating discussions about sex And saxualily in the classroom? Do they
feedl confident in handiing issues not only about sex, but also sex an the Net?

A study on tralnee-teachers' perceptions of sex education

This study axamines some issues pertaining to the perceptions of sex aducation of
PEDE teachers who have just completed thair lraining. Some of these issues include
v knowledga of sexuality

* porceplions of the importance ot saxualily lopics

+  responsibilily o sox educaton

- comfortdiscomiornt levels

» concems and wories

Two hundred thirty-three Lrainee teachers (63 men, 170 woma the P
graduale Dipioma in Education programme completed a Sun .
attitudes about sex education in school during a mass lecture prasents
8, 2000. Several ilems in the questionnaire were takan from a stisdy by

Knoo (1994). Tmmmwmmmﬁmwﬂmmm
questions.



Knowledge of Sexuality

One obvious gender difference in knowledge of sexuaiity is about gender specific
issues, Mala trainee teachers knew more aboul male sexual organs, circumeasion,
and nocturnal emission than do female trainee teachers whereas famale trainee
teachers knew more about female sexual argans and menstruation do than male
trainee teachers. No gender differences were found for knowledge aboul other
topics Such as pregnancy, contraception, pomagraphy and abortion,

Perceptions of the importance of Sexuality Topics
Thare were no gender differences in terms of the rainea teachers’ perceptions of
the importance of informing teenagers about different saxuality topics. Oider male

trainee teachers thought that it was nol impartant 1o teach this fopic compared o
younger male trainge teachers or to female trainee teachers.

Trainee teachers indicated that parents and specially-trained teachers have the
greatast responsibilities for teaching sex education (see Figure 1).

Figura 1
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Women trainee teachers would be mare comfortable 1eaching sex education in a

same gender class or have no preference as compared to teaching in & mixed
gander class (see Table 2).




Table 2
Comtonabla 1@aching sex education (number of traines taachers)

| Women | 74 17 i 168 |

There are no gender differences in trainee teachers perceptions in whether mixed
or same gender classes would most benefit the students (see Table 3),

Table 3
Banefits of sex education

Lavel of Comfort in Teaching Sax Education Topics

The specific possibla topics in sex education wers classified into three categories:
1) Biological or physiclogical topics (e.g.. Why do boys have wel dreams?),
2) Sexual (techniques] (e.g.. When a man is having sax, can he maintain bis erection
as long as he wanks?), and 3) Moral issues (2.5, Opinion about homosexuakity or
leshianism).

Male trainae teachers would be more comfortable talking about sexual techniques
{maan-2.79. sd=.75} as compared to female trainee teachads (maan=2.38, sd=T78).

Younger married rainea teachers are more comiortable talking about biological
issues than younger singée trainee teachers (see Figure 2),

Figure 2
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*l'nu'hger marmied frainee teachers aro more comfartable talking atsout morality is-
sues than younger single trainee teachers (see Figure 3).

Figure 3
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Concerns and Worries

Female traines teachers who are balow 25 years ald (mean=2.55) are less warried
than the oider femalo traineds batwaen the age of 25-30 (Mean=3.02) or thair
male counterparts. Both male and female trainee teachers above the age of 25 ane
agually wormed thal the class woulkd be unruly (see Figure 4}

Figuna 4

Wormry (1-nat waorried, 4
vary worried)



The younger female irainee tend 1o be more wormied about upsetting parents than
do their male counterparts (see Figure 5).

Figure 5
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There is nead for sex education training for teachars, While it is|
find that teacher trainees have mare knowladge about the sexut
gender, resulis suggest that more knowledge about the sexus
gender would prove useful. Teachars would nead 10 know tha jarme
and undersiand what eybarsex and cyberporm are. They would n
to surf the pornographic websites to see for themsalves v
expenances on the Intemet. They would need o feel comfortable d
that interest students, as well as facilitating discussion on such
cybersex. lssues such as aborbon and homosexuality would.
addressed. Teachers teaching sex education would also need

skills to identify potential problems and knowledge of oc

Selection

Qur findings suggest that if newly Trained teachers, who may be considered n
Intermet savwy, are chassn to be sex aducators. their marital status and th
are important factors to consider. In contrast to the earfier study by Saong
Khoo (1994). it s not the older leachers who are more comfortable in teach
aducation, but the younger married leachers. It would be useful 1o re
study with a sample of experienced teachers.
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A Vision for Lifelong Learning - A
Personal Perspective

Mrs Jaishankar Upadhiah

Schools are in constant search of a robust, praclical and co

for litelong leaming. Apart from the considerations _apauanaﬁmu the
more critical factor that of customising Immmgmmet the needs of the leamer is
a crifical one. In his keynote lecture 1o the 30th International Management
Syrmposium, University of St Gallen, Switzerland on 26 May mmm
Education and 2nd Minister for defence. RADM Teo Chee Hean stresse

poriance of having a *...system of ife-long leaming in placa-., wamm
the population so that thair skils match the demands of the
embedded in te-long leaming — that of being a perpetual st
impiications for US as educators. The aim of this personal refie
litziong leaming in a way that explores what is involved for Teachers
needed in attitude and behavicur to establish a [ifelong leaming cullure
of schools.

The key elements in lifelongeaming will first be uncovered.

by an exploration of the characteristics of schools that foster
lifelong leaming. An approach that aligns with the spirit of lifelong lear
be recommended.

Life-long Learning

J Smilh et al (2000) identify & two-pan framework const
and an ethical element in the concept of ife-long feaming.
consists of fealures spefling out the factual nature of lsaming
spedls out the four principles of conduct that reflects life-long les
level, fife-long leaming relates 1o learning that:
- Stretchos throughaut the Iespan of a leamer
« includes both formal and informal leaming
= Allows for some gaps and delays 50 long as a broad momentum
= |3 expressed through clear intention and planning on
which could be in the form of a personal plan or strateg
which is mainiained and acted upon over fime.




e ethical level, lifelong leamers will in addition live by four basic principles:
onal commitment where the leamer takes a personal interest in his laam-
d is responsible for carrying it through successfully.
‘commitment where learners share their lsaming with others and en-
16 ﬂ'n ippimlmn af the leaming in their daily fives.

e lnﬂnablatonmmtwwmmly
L for truth, & fundamental aspact of leaming where the leamer is pre-
Wmm any opinion in the light of evidence and rational argument.

chool thal nurtures the spirit of lifelong learming will compnse of pupils, feachers.

anagement persocnnel who are committed to both the empirical and ethical

ples describad earier. It would manitest characterslics of the lifelong learning

‘arganisation as mentoned by Totin [1998):

- Mismhoggmg-ut kniowiedge

- Ewyonnsﬂs top priority to sharing of infarmation whatever their information

= There is a “no-blame” culture where peaple are given time and space 1o work
and refiect together in refiecting on mistakes and expenence

® There is an open COMMUNICAtION system whera members experience, knowl-
edge and ideas are coliectad and organised

® There is an intemal decentralized training, which complements the system far
information management.

* There is also & system of individual learming catering for the individual's self-
initiatad l@arming.
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Cansidering the factors abowve, the progress lowards a [Helong leaming culture has
pedinent implications for all areas of education. The teacher is tha key 1o résponding
to the many changes brought about by an education that is ability driven. In an era
whera knowigdge is power, lifelong learning mus! be the dominant paradigm.

Real learning as mentionad by Senge, *...gets fo the hearl of what it means to be

human:

= Through leaming we re-create ourseives.

= Through leaming we become able 10 do something we never wine able to do.

= Through leaming we perceive the workl and our relationship to it

= Through leaming we extend our capacity 10 create. to be part of the generative
process of iife.”

in & school where everyone is a leamer. passionate in the ant and practice of
“pollective leaming”. the teachars leam from their pupils as much as the pupils
learn from their teachers. 11 s a piace where leaming is a way of litel
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The Teacher’s Craft S

1L.M. Nathan

To be a teacher does not mean simply to affirm that such a thing is so, or to
defiver & fachure, elc. No, fo be a teacher in the rght sense is fo be a leamer.
— Soren Kiarkegagra

| often ask my students in the foundation and in-service programmes to share
mmtﬂ}t&a- motivations o become teachars, and | cagode therm 1o make up a
's*tnn"ﬂ'ﬂh frufh = 100 banal like "the money seaemed good”, "it is probably a more
stable job than otners”, or “the routine allows me to do pther things”.

But there are soms: who find this exercise too difficult because they had forgotien
their motivation{s). and soms others wha feel that it's no longer relevant oris besides
the paint — thay feel that what they had initizihy lelt legsching was really aboul, o
what they couwld do as teachars. had becomse snimporiant because they never got
-a chance to perform their rightful roles, or, that there is too much to do already, that
it doesnt matter what they think or what they should be doirg as Bachars.

What Any Schooiteacher Knows

L&t me put the importance of all this another way: what any schoofteacher knows
s that in genaral, the survval of our sociaty is threatenad by an increasing nurbar
of unprecedanted problems, which gremises to muftiply in the future, and for which
wre do not have sufficient nor creative solutions, Thus the need to take the Desired
Oulcomes of Education {which inspires the “Thinking Schools Learning Mation”
crede) seriousty. What we also knaw is that some of our problems are the unintended
consequances of other reguiations and rules that wa had set in place 1o handle
other problems. Whal everyone else is wondering is whether something can be
done to improve the situation.

Wiost of our problems are related 10 “progress” — the tegnage gang/drug probiem,
the decline of births, the decline of *right” values, the housing problem, the parking
prablerm ard the water-supply problem. This alse means the crowded-city and
transporation problem, the garbege-dispesal problem (othanwise also known as
Iha 'Killae-Htlar prodiem], th traffic problam, the “me-first” problem, the “what-you-
can-get-away-with” problem, the “who-am-I" problem, and the “what-does-it-all-
mean” problem.

Mow, there is one prablem under which all of the foregoing meay be subsumed: itis
ihe “What, i anyihing, can we do about these problems?" problem, and that is
what | am frying to discuss.




Can Schools Improve Our Situation?

It we think ataout it for a moment, we would realise that all of us as educatars still
carry thal romantic idea, somewhere inside, that we believe that we can improve
the human condifion threugh education. OFf course we are not so starmy-eyed as 1o
believe that all of the problems we have enumerated are susceptible to solution —
through @ducalion or anything elsa_ Bui school is one inslitution that is inflicted on
evarybody and what happens in school can make a diference — for good orill.

I said "inflicted” because the way classrooms are currently conducted does very
iittie, and quite probably nothing, to enhance our chance of mutual survival: that is,
to help us sohve any or evan some of the problems that have been Miumdm
way of thinking about our present situation s to ask teachers what mdm
they think they are engaged in. The importance of this guestion anses
ahilities and aftitudes required 1o deal adaqualely with change mﬂﬂ:ﬁ ‘ﬁu
highes! priority and that it is not bayand our ingenuity o design school ore ] '
environments which can help young people to master conceps necessary f
survival in an even more rapidly changing worid. The institution we call *schoal”
what it is because we made it that way. And if it's not doing what needs 1o be done,
it can be changed; it must be changed,

How Teachers Are Central in The Change Equation

Aryone interested in change has to realkse that real change can only ¢ome fram
below; that ks, there can be no significant innovation in education that does not
have at its centre the attitudes of teachers, and it is an illusion to thir
The beliefs, fealings, and assumptions of teachers are the air of the

stutient is poigonad, undess, of course, he holds his breath. {(Not bres
used by students as a defence against intellectual paison, but it most
you can imagine, in suicide by suffocahon.)

technoiogy and communications, 1o become a knowledge-basec

to develop adeguate manpower resources for survival and flog

you may say that the “survival” vocabulary has been mwm- :
drivan® idiam, and now an “ability-driven” vocatulary g in place. We don't need to
quibble over vocabularias, but it should sufice to say that the need fo have an
“ability-driven” idiom is pracisely because of tha need for our socisty 1o survive and
flourish in the next millennium. The bid paradigms and igioms are dinosaurs. You
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canl do something new by doing the same thing hetter And if we don't come up
with anything new, our very perfection (ke the dincsaurs) will be the reason for our
extincton, o put it crudely,

Whai Business Are Teachers In?

But the trouble is thal most teachers have the idea that they are in some other sot
of business. Some still balieve, for axample, that fhey are i the “infarmation dis-
semination” business. This was a reasonable business up 1o the 1970s. The signs
that thair businass is failing are abundant, but they keep at it all the more diligently.
George Santayvana once 2axd thal that a fanatic is someona who redoubles his
effarts when he has fergotten his aim. In this caze, evan if the aim has not been
torgotten. it is simply irelevant, But the eflort has been ralfsnmﬂ&d-an}m'ay.

Why Teachers Need To Switch To The Right Business

Thers ane some loachars who think thay are in the “transmissicn of our cultural
heritage” business, which is not an unreasonable business if you are concermed
with humanity as & whole. The trouble is that mosi teachers find the last ten years
of tha “information%nowledge explosion” too distressing to deal with, which is exactly
why they are in the wrang business. Thair sludents find the changes wrought inthe
last ten years distressing — and confusing — teo, especially the tast five vears, and
they nead help. While they have fo live with TV, film, compact discs, digital videos,
and move in and out of the virtual workds and cyberspace, their teachers ara still
Lalkirng &5 if the only medium on the soene is the printing press. While they have to
undarstand psychadelics and psychology, globalisation, world cutiures and Incal
culture, anthropology and anthropomorphism, birth cantrol and biochamistry, thair
teachers are leaching “subjects” as if these don't relate to anything. While they
need to find new roles for themseives in the brave new woarld of e Tulure, Lheair
leachers, as some writers have documented so painfully, are acting almos: antirchy
as shillzs, shaping them up to be funclivnaries in one bureaucracy oF ancthar.

Urdess our leachers can switch to the right business, their chentels will go else-
whare, or meraly become captive audiences (which is a greatar possibility wilth
compubsary education), orgo into A severe casa of “future shock™, 10 use a relatively
wel-wom phrase. Fulure shock occurs whan the wodd you wera educated to baliey)
n dogsn't exist, Your images of reality are apparitions that disappear on conta
Thers aresovaral ways ol respondng te such a condifion, one of which s fo
and aliow oneself 1o be overcome by a sense of impotence. More commaon
conlinues 1o act as if his apparitions were substantal, relentlessly pursuing 3

of action that he knows will Tail him. You may have noliced thal here are S0
political, social and religioys leaders who are cleary suffering from adva
of future shock, They repeat over and over again the wards that are
represent the world about them. But nothing seems to work out. Afid
rapeal the words again and again.



The Meed To Make Teaching And Learning Relevant

Alired Korzybski used a somewhal dilterant metaphor 1o describe what we have
been calling “ulure shock”. He ikened one’s language 1o a map. The map s intended
to describe the terilory that wa call “reality”, ie the word outside of our skins.
When there is a close cormespondence betwean map and temitory, mmm
be a high degrea of effaciive functioning. especially when i mﬁmﬂ.
When Ihere is little correspondence between map and territory, Terg is a trong
tendency for entrepy to make substantial gains. In this context, the terrifying
question, “What did you leam in school today?” assumes immense impartance for
all of us_ We just may not surdve another genaration of inadwarlant entropy Felpars.

What is the necessary businass of leachers and schoolsT To cw-:lm-
sumers? To transmit the dead ideas, values, metaphors and inlermation of five
years ago? To create smoothly functioning bureaucrals? These w
subversive since they undermine our chances of surviving as a v
sociehy. And thay do their work in the name of convention and 1a
We should demand 1o see the schools go into marlti-ammpybﬂm

What we as educalors must come fo realise is that the new at
because it offiers more of anything, but because it enlers info an entr
ness”; fundamentally it is an education hat develops in youth & ©
applying tha bestavailable strategies for sundival in a world filled with L
changes, uncertainties and apportunities. Thara will be some difficulty
teachers that this is their rightful business. But then, teachers have
samewhat ambivalent about what it is they do for a living.

Metaphors Of The Mind

An exceilent casa in poinl concems their conceptions of the human min
exampie there i the type of Bacher who believes he is in the lighting by

We may call him the Lamglightar. wnmmmaﬂmm“hauw&mm
studentts, his reply is somathing ke this: *1 want o ilfurninete their minds, to aliow
soma Bght 1o penstrate the darkmess.” Then thera i the Gardener. Ha says, |
want to cultivate their mnds, 1o fertlise them, so hat the seeds | plant will flourish.”
There is also the Personnel Manager, who wants nothing more than to keep his
students’ minds busy, to make them efficent and indusirious. The Muscle Builder
wants o strengthen flabby minds. and the Bucket Filler wants to Till them up.

How should we then talk about “the human mind” and cur always imperect attempls
o do something to if7 Should we put on the lights or dump ferliiser or keep it Dusy
ar toughen it up or pump il Wwll? OF maybe we smmﬂhmwm 1o
moukd the mind? Or as the Dietician, to fead it7 Or as the Builder, 1o provide it with
a siurdy foundation?




Although it is tempting, it is not my intention here o ridicule any of thase metaghitrs
of the mind. After all, [t is rol possible to talk about “the ming” in any terms
than metapharical. Even the words e ming” are subtly metapharic. Think of e
words for a moment. Why the mind? Why 2 noun’? Why a thing? Even John D)
and several others have observed that we would come much closer ta actuality -
we spoke of "minding” (as a process) rather than of “the mind” (as a thing). In
teaching or fostering critical or creative thinking. A Costa and others have constantly
combated wilk: the pravalant tendency by emphazising the process of thinking.

Becoming Conscious Of Our Labeis — The Map Is Not The Territory

Increasingly there i 3 SENSO AMGNY FESEArchars thal he variows “hing metaphors
of the mind are inept ard misleading. They imply a stalic and segmenied antity
codilied in a system of polarised categories that hardly seem to represent what
realty happens when we think orlearr o acl There are e emobons”, She intellact”™,
“thie spirit™, “the 17, There is “smartness” and “dumbness”, “discipline” and
“instruction”, as if there wese things insde of us that comasponded 10 one or the
ather. We: find oursehes making such slatements as, “Tha schoaol deals wilth the
child's intellect, the home with his emotions. and his refigion with his spirt™. (And
the hospital with his liver?]}

But in spife of these categories, people *happen” as wholes in process. Their “mind-
ing" processas are simullaneous functions, not discrate compartments. We have
never met anyane whe was thinking. who was not at the sama fime also amating,
spiritualising, and for that matter, lvering. When the okl progressive educationists
spake of teaching “the whole child”, they were not being idealistic. They wers baing
descriptive. |

You Can't Teach Parts OF A Child

Teachners hawa no other aflamative than to teach the whola child. The fact that
teachers exclude “the emations” and “the spirt” from their lessons does not. of
course, mean that those processes arg unaflected by what the teachar gogs. Platg
=@id that, in order for educaiion o accomplish its purpose, reason musl have an
adequate emofional base, and Dewey spoke often of “collateral learming”, by which
he meant most of tha learming that accurs while the teacher is dealing with “tha
infedlect”. Maturally, these are the most endunng of leaming, probably because
they are not programmed, syllsbused, tested, and graded. The effact of the teacher's
isolation of the “intellect” is that cedain importan! leatures of human beirgs tend 1o
go unnoticed, Forexample, the curmicula of most schools — especially those single-
rmndedly purswing the intellect — da not seam 1o recognisa the fact that boys are
ditferent from giris. And the price we all pay for this omission is incalculable.

What weo noad is to recowver the wea thal teachears are hare lo educale studenis.
Gontrary to convertional classneom practce, what that means is that in the lsssons
conduciad by the 1eacher, the siudent is not a passiva “recipient”; ha becomeas an
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active producer of knowledga. The word “educate” is closely ralated to the word
“educe”. In the cldes! pedagogic sense of the fenm. this meant drawing out he
potential of a person m’mﬂhrﬁp latent. Wa can, after all, leam anly in relation to
whal we already know. Again, contrary 1o common mummnmﬂmu, this means
that if we dan't know very much, cur capability for leaming mnntmnmn!:,‘!'hls
idea — virtually Dy itself — requires a major revision in most of the mietaphors: that
shapsa schaol policies and procedures.

Teaching As A Craft

Oine aptian lor the leacher is £o think of whai he or she dogsasa A crat
has his tools, no deubt, but his work is also never done, Think
soulpter, or the painter. In one sense, their eflorts culminate in
another more important sense, even that “something” is “in proce
transition, it is nevar truly ‘dsﬁm‘-ﬂmi;umywemmm SO
urmwawaring dedication that he brings o his craft. Which distingui
craftsman from the hoi pallsi. The teacher must becorme Inuﬂﬁm“ INSCIOUS |
hig craft, and 10 this end, must cultivale his character as well as mm

The Craft OF The New Teacirer

Agpliad to teaching, the attiludes of the leacher for the new education may be
seen in his actions:

= The teacher rarely iells the students what he thinks they ought to know,
* His basic mode of discoursa with students is questioning. While he us 5 b

corergent and divergent questions, he regards the latter as the
toil.

+ Generally, he does not accept a single statement as an ansy
In fact. he has a persisting aversion to anyone, any
‘offars the right answer,

* Ha encourages student-student interaction as opposed to studer
teraction.

*  He raraly summarises the pasitions taken by stusenls on the learming fha
He recognizes that the acl of summary or “closure” tends 1o b i
anding further thought. Because he ragards mnga:ipmm
event, hs "summaries” are apt 1o be stated as h
directions. He assumes that no ona mhummuﬁmm or
how 1o read, or what were the causes of the Second Workd War,

+  Generally, each of his lessons poses a problem lor students. Almost all of his
‘questions, proposed aclivilias and assignments are aimed at having his students
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Solution of the problem,
15, His goal is to angage

: #Mnai

* He measures his success in terms of behavioural changes in students: he
frequency with which they ask quesbons; the increase in the relevance and
cogancy of their questions; the frequency and conviction of their challenges io
‘assertions made by ether students or feachers or textbooks: the relevance and
clarity of the standards on which they base their challenges: their willingness to
‘suspend judgements when they have insufficient data: their willngness to modity
"mﬁﬂ'huwlniﬂ'mrge their position when data warrant w;hdm the increase
in their skill in cbserving. classifying, generalising, els., the increase in their
tolerance for diverse answers: their ablity 1o apply generalisations, atfitudes
‘and information to noved siuations,

These behaviours and attitides amaunt b a dafinition ol a diffesent robe for teachers
from that which has been traditionally assumed. This means the teacher has 1o
redefing what his necessary business is. And since teaching is a cralt — that process
of refining one's craft - is naver at an end,

Dr JM. Matian is a loclurer &t the National Institate of Education, NTL.




Looking Beyond The Cane!

Koh Boon Long, Victor Giam Chong Guan, and
Mary Koh Qi Lin

Schools are institutions for transmitting knowledge and socialising young indivic
and, part of the Iearning usually involved some form of punishmant and
Altnousgh punishment is frequently used as a deterrent or as a means of re
pupils, it is often assumed to be merely negative reinforcement.

Two mnmlam schoolg, with differng pupil snroimants, upmmdmpm
tne common pupil discipline prablames and work cul appropriate sir
intervention, The schools preferred this proactive approach to mw
disciphng Instead of the general punitive measunes such as detention, suspension
and caning, and pupil counsaliing ﬂm-nunily usad,

Method

Existing school discipline data. mainly the Behawour Tracking System (BETA) from
bedh schools, were analyzed and usad to idenlity

(@) Critical levels where there is a higher incidence of delinguent behawviour

{6} Comman typas of offences committed by stream and gender. ,

Resuits from both schools were compared Lo daterming if there was any difference
in the behavioural problems encountered.

Findings

Analysis of the data from both schaols indicated that

{a) Secondary Thrae was the level with the highest percentage of offences

(b} the main categories of offences mmn'-ﬁq:l al Secondary Mﬂﬂm
streams wers

= misconduct (disruptive behaviour, not handing up schoolworks for all three
. streams for

.+ attendance for all three streams in Bedok Town Secondary (latecon

: Imfnrclaﬁ} but only fhe Express stream in Christ Mmmm

rsgmm ua-asj
#s committed by girs increased at the upper levels.,
ainly in offences for allendance (arriving late for class) and misconduct re-
B
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Discussion

The behavioural problems highlighted in the findings could be attributed to pupis
having low soff-asteem, lacking sei-discipiine and sense of belonging. Several
proactive strategies were axplored 1o manage pupil diecipling, emphasizing pre-
venlive rather than punitive measures. These included

1 Setting Boundaries for Pupils
Pupils need clear rulos and limits with consequences ta inculcate responsibility.
However, these rules must be made clear 10 both staff and pupils and enforce-
ment of the consequences should be prompt and consistent, tis alse necessary
to monitor and review processes and end resulls to assess the peneral state of
diseipline and make improvements.

2 Adopting s Problem-Solving Approach
Pupils ara haipad to
= gxaming their cwr masbehaviour
= reflect on consequences of thelr actions and impact an others
= consider aiternative behaviour
+  make rght choice of action in Tuture.
(Gamples of he forms used are available in Annax 12 and 13 of the “Guidelines for
School Discipiine” by the Psychological and Guidance Services Branch. Mintstry of
Eduvcaton),

3 Implementing Affective Developmental Programmes
Based on the findings of this study. sevesal lifeskills competencies were identified
to address the behavioural problems highlighted. The following are recom-
mended;

* developing persenal responsibility
= managing emotions

+ making choices

»  inculcating values

* coping with peer pressure

= time management

* giudy skills

To enable schools fo manage puplls’ behaviour better. it would be necessary o
melude these lifeskills competencies in their lower secondary Pastoral Care
mnmmafmism'ﬂem Effoctivenass” modules
found in the “Lifeskills for Effacive Living™ Package developed by the Psycho-
hﬂmwm Sarvices Branch. In addition, schoals could explore the
| er pupd involvement in decision making processes eg drawing
up m&m mmgmol cheers. This would help to promate a strongar
to the schaol.,




4 Using Positive Reinforcement
Use of posifive reinforcernants serve to foster a caring school climate than pu-
nitive measures which tend 1o be viewed as negatve. Examples of the positve
reinfarcers that could be applied are
» consistent and caring bahaviours by leachers;
= positive feadback on appropnate behaviour such as encouraging comments,

a smile: notes of encouragement; acknowiadgement of specific effors with

a clear statement of what was done well,

= pubfic recagnition of pupils’ achievaments such as

— commendatons/recognition al assemblias, special occasions, on schoal
notice boards or in school publications;

— merit cartificates and awards (eg certificates for best-bahaved class,
awards for consislent good behaviour)

— on-going contacts with parents/guardians through writteniverbal commu-
nication ol pupils' impreved behaviour,

Conclusion

Schools need to examine altomative innovative stralegies o befter manage pupil
behaviour. Existing punitive measures, commonly used as delerrents, anly serve
1o treal the ‘symptoms’ of the benhavioursi problems at the event level. In contrast,
treatment measures would leave 8 morne [asting eflect if the root cause of these
problams could be identified and appropriate approaches developed. It is therefore
worthwhile for schiools to explore proactive approaches for improved pupi discipline
and behaviour.

Koh Boon Long, 1= the Principai of Bedok Toun Secondary School, Victor Glam Chong
Guan /s the Principal of Christ Church Secondary Schoo! and Mary Koh Oi Lin, is the
Principal of Evargraan Secondan School




Managing Beyond Schoo
in Yu Neng Primary

Tan Kah Teo

Taking care of students beyond school hours is not a new idea and & number of
schools do have some form of arrangement made to take care of latcn-key childran
under pastoral care programmaes. What is new in Yu Neng Primary was the
opportumity 10 Stan a structured programme run by full time stalf. complete with an
air-conditionad centre equipped with art and computer raoms, showers and a paniry.
It was also a project which involvad working closaly with the communiy, with funding
from sources other than the Ministry of Education.

It all began in 1998 when pupils ware seen hanging around playgrounds long after
school was over, still in thair uniforms, Others were spending time and monay an
video games at arcades and some were getling into mischiaf n the Bedok
neighbourhood. The children all had cne thing in common - there was no one at
home to supervise tham.

The schaal than conducted a needs assessment through a pupll survey to see
howe many Yu Meng pupds were latch-key children who retumed 10 empty komes.
The survey afso surfaced the idea of having a before- and after-school care centra
to gauge the demand for such 2 centre in e neighbourhood, The sufvey coversd
all the pupils staying in the Bedok area which is whera the echoal is located.

Some parents respondad positivedy and were very kean on the idea of a student
care centra. At the tima, the Marine Parade Community Developmen! Council {CDG)
was also ready to halp fund such a centre. With the help of the CDC, parmission
was obtained from the HDE 1o buid on the void deck of Block 508, Badok Avenue
North Street 3, just three minutes from the schoal. While the Manne Parada CDC
paid 75 percent of the cost of builing the centre, the remaining 25 percent came
from the Metla Welfare Association. Tha first baich of pupils enrolled on 1st
Saptember 1998. The Centre was officially openad by the Member of Parliament
for East Coast GRC, Mr Ghew Heng Ching on 18th April 1398,

Tha school arranged for regular volunteers to help atthe Centre. Two arg parents
providing tuition for weak students and three are teachers, These teachers act as
Haison persons meeting tha centre staff once a weex to discuss pupis’ work and to
help in maintaining the Centre’s resources such as software programmes, teaching
aids efc. In addition, the school also arranged for some brght P6 pupils 1o tutor
sorma of e wery weak pupils as part of the school's CIP programme.



The Centra is run by a Managemert Commitiee which maets once a month lo
discuss the progress of the centre. The commitiee members represent tha Kaki
Bukit Community Centre, the School Advizory Commitiee, the Alumni Association
and the Metla Welfare Associalion. Tha day-10-day running of the Centre is under
ihe Centre Supervisor with the help of 4 full-ime staf, 6 pant-time workers as well
as the voluntears who sge their role as “a mix of playing parant, teacher, nanny
and Iriend” as explained by Ms T. Bararinah, the Centre Supervisor,

The Canlre also provides enfichmen! activities such as Drama lessons, Art classes
and musical activities at no extra charge. The Centre charges a nominal fee of
5210 per month for each pupll and this account covers the daily lllmun-break
and regular work under supervision. The children also go swimming once a week
and weak pupils are given axtra help in the form of tuition. The full-time staff at te
Cantre is paid from the monthly fee collaction fram the pupils. The pupils have their
lunch at the schaol tuck shop, using lunch coupons worth §1.50 to redeem theis
food Irom any stall, The Centre has a spacial arangement with the tuck shop
vandors who have to provide a well-batanced lunch,

Children in the moming session come 1o the centre after lunch and stay from
1.30p m. ¥ 6.00 p.m. when they are micked up by their parents atter work. Children
in the afternoon session come in as eary as 7.00 a.m. when the centre opens and,
aftar a snack, stan en their hamework. Thay alse have a me-table for art, speech
and drama, reading, rest and play. On finishing their homework, they get dressed
and ready for lunch in school, which is a short 3-minute walk away,

The centre's staff lunction as & link Datwesn the weachers and home, If it is noted
that & child cannot understand his schoohwork, the centre staff may see his 1eacher.
Or, i a teacher canndl ge1 a boy to hand in his work, the centre is infermed and the
cenfra staff will then inform the parants when they come 1o pick-up the child.

The success of the Cenire may be measured by lcoking al the overwhelming
response — the increasing number of pupils who have bean put an the waiting list
to enrol at the Centre, Another way is to track the pupils’ ; resulls and
improvement in their general behaviour at the centre and in class. gh r

avary pupil showed improvement in thair examination
of the Centre’s firat intake did show some form of
and SA1 performances were compared. Their
they are now suparvised and guin_!ﬂi'

The Centre startad with 60,5

to 80. Enrolment since lh ﬂ?
is unable 1o lake in any m
Parade CDC and the

Tan Kah Teo is fiw Fnng



Schools as PDS Leaders

Neil Riley

Three schools took the fead in adopting the People Developer standard and results have

Three Singapore schools have successfully achieved the People Developer
standard. Zhangde Primary School in Bukit Merah was the first to win the award
last March. Nl has sinos been followed by Pioneer Primary Schoal in Jurong West
and Anderson Secondary School in Ang Mo Kio the only secondary schodl to have
achieved the standard.

Though the schools already shared a belief in training and upgrading staff skills, all
involved falt that the programme offered by the People Developer course was
more systemalic and organisad,

Selling the concept

The first step was for e principals At each school to sell the Poople Developer
concapl to the staft. "l embarked on a ‘sofl-sell’ approsch o "buy 0" by sharing the
benefits of baing a People Developer organisation,” said Zhangde principal, Ms
Elsie Lim.

“At our regular meelings and sharing sessions, | stressed that the rationale was to
bring out the best in the staff 50 as to increase their capacity te contribute positivaly
to the school.”

The schools then sei goals and sub goals and canvassed feedback, “One thing
that was different was the communication and talking about our duties. Much more
communication has been generated as a resull of People Daveloper,” said Anderson
Secondary School principal, Ms Low Khah Gek.

Through stall surveys, personal goals and needs wera determined, then senior
managemant at the schools looked at thase as well as the schools' activiies goals
and opportunities. They then strove 1o match the differant goals and decided what
training courses would be suitabia for each member of staff

“Everybody has been trained. On People Developer, everybody must receive at
Ileast 40 hours training per year and most of us have excecded that,” Ms Low
added,




Training took place both on courses held oulsige the schoals am:tnn Courses neld
in the schools. Pioneer Primary princigal Ms Shirley Hu—wwemhimd that at her
schoal, framing was aiso thiough exposure,

“We would sit down in a circle — we call it & Yeaming circle’ — and talk about problem
areas and share SuCcEss stores and fips, We would then go away 1o praclica:
whal we had leamed and later coma back to share cur successes and falures.”

At Pioneer, teachers grouped by imerest or comman problem met with & facilitator
and outside axpaits were available if needed.

For new staff, induction courses were held and mentors were chosen o guide
them through their settling in. Mentors were alsa usad for more established staff
though on a hess formal basis.

Big house problams

When ewery member of staff is undergoing intensive training as well as perdoming
regular duties, problems are bound to occur. At ona point, communication was an
is50e at Ploneer,

“The school is very large. We have over 2,400 pupils, so gefting every piece of
news was difficult. We had la implement a lot of mezsures o enhance
communrication,” Ms Ho-Woo explained.

At Zhangde Primary, time was often a major constraint in implementing PO and
schood holidays had o be used ta catch up.

"Having the tirme to maet 1o review the systems was anather chalienge. Schools do
nel have a HR manager, sa | had to double may roleas one.” Ms Lim said. adding
that it she were to go through the process again. she would appoint & human
resource manager 1o coordinate the varous systems. '

In some cases, he benefits of participating in the People Developer are cbvious.
This year, Anderson Secondary has done well academically as well as non-
academically.

In the GCE O tevels, it was the lop neighbourhaod school — a pasitic
since 1892 In he top 10 schools, it was ranked rinth wilh other m
or aided schools,

Mhahﬂ

In tasl year's results, its students excaeded expeciations and the schoo
awarded the Ministry of Mbnﬁmmmmﬁm&hm
Faslval, Anderson received & gold award and cama wllﬂemd in the MIND

Spors Oympiad.




Inihe fourth Inter Schodo! Law Quiz organised by Temasek Polytechnic. the school
Wi ahampion — the first ima a neighbourboeod school had won

Af tha othar two schools, the nesulis may not be g0 immediately obvious, but both
report an ouerall bonst in marale. "Worale is high and #t 15 a happy schoot. From
feedback | ged, people are proud to ba part of the school © said BMs Ho-Wiao.

Non-academic staff

And Ms Low beleves thal non-academic siaff now feel more involved. “They leel
that more discussion is going on and feal more included the school's programme
Arnd when we anrcuncsa any achisvemant by the school, thay fael par of it

M= Ho-Woo and the other principals all recommended the Feople Developer. “Other
schools shoubd try i The investment means a ol more work, but it's 50 systematc

and vou will reap a lot of rowards,” sawd Ms Ho-Woao,

all thres schaols now inlend o swestain, review and rafine thair Pecple Developar
standard, and also aim o go on to the Singapore Quality Award

Modgy Ths article firsl apceared iri The Siirls Tirmes Supoiomon! on People Excoliovmeoe
2000 November 13, 2000 Neil Riley is 2 fraplance wiiar.
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Teachers’ Glinboard...

o
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“Far away there in the sunshine are my
highest aspirations.” | may not reach
them, but | can look up and see their
beauty, believe in them and try to follow |
where they lead.” "

Q - Louisa May Alcoft - '
- -
P i
.

R S R e

“l am only one; but still | am o
one. | cannot do everything, =

but still | can do something;

I will not refuse to do the

something | can do.”

e i

TSR

- Helen Kealler -

“I never notice what has been done. |
only see what remains to be done.”
- Madam Curie -







