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LOW GUAT TIN

Inviting School Success

Ibelieveinreading,lhus I had told
all my 133 Further Professional
Diploma in Educaton (FFDE) par-
ticipanis this year that they will learn
more from books than from my lec-
tures. T told them that they should
take this golden opportunity to read
and thus mot only upgrade themselves
but to update, uproot and, in the
process, be uplifted.

As many have come with all kinds of
unfounded apprehensions, [ felt that
to get them into the reading mode, 1
should introduce them to some very
casy, readable and hopefully helpfully
books. I thus told them they could
start with "The One Minute Manager
meets the Monkey" by Kenneth
Blanchard and William Oncken
(1989). I had chosen the book for a
varicty of rcasons. Firstly, it is ex-
tremely readable, but the main reason
is for them to critique the One-Minute
Manager series, which was very
popular in the 80s,

Two wecks later at the start of class,
a participant raised the issue that his
friend in the private sector told him
that this oné minute book of time
management is outdated, and that
there are mew packages on time
management in the market. Were
they therefore reading outdated stuff?

A number of issues were then raised.
Can knowledge be outdated? Can les-
s0ons on hme management be out-
dated? Can there be one answer to
how time is to be managed? If
knowledge in this case is outdated,
does it mean that all the great writings
of the past are no longer relevant
today?

A further issue which I had to grap-
plr. with 1s "Is there a bﬂdy of
knowledge that T have to impart to the

FPDEs? And is this body of
knowledge going to help them to be-
come more effective heads of depart-
ments when they graduate? Can there
in fact be a body of knowledge that we
have to impart (o children from 7-16.
If we are into this body of knowledge
issuc would it not mean that pupils
would have to "heap it up and display
it when called for? (However) this
static, cold-storage ideal of knowledge
is imimical to educative development.
It not only leis occasions for thinking
go unused, but it swamps thinking”
{Dewey, 1916). But is this what we are
about in school? Will the accurate
regurgitation of the body of
knowledge help a child to succecd in
today’s educational system?

With knowledge becoming obsolete
at such a fast pace, it is no wonder that
schools today are teaching processes
and applications. These are impor-
tani skills that we want Lo help chaldren
learn and we need to accept the fact
that with information multiplying at
such a rapid rate, we will become rela-
tively more ignorant each day.

The topicis "Inviting success” but just
what is success? What does a success-
ful person look like? What does a
successful school look like? Because
we believe that nothing succeeds. like
success, or success begets success,
success has for many become the
means and end of education. The
ranking of secondary schools could
lead 10 a more focussed curnculum, a
narrowing in subject offerings, a trim-
ming of ECAs, and a increase in
remedial classes, and possibly ateach-
ing to the test. This may or may nof be
bad. As educators, each of us has to
evaluate our programme and stand ac-
countable for what we do. If success

is ability to pass examinations well,
and that has been given higher priority
than learning (the two are not similar)
and if that has hindered learning, we
may nced to take a re-look.

What is Sucoess?

1 asked a number of people what is
success. In fact 6 years ago [ started
intervicwing successful people and I
have not stopped talking to successful
people even though I have just pub-
lished the book on "Successful Women
in Singapare.” | am interested today
to find out what differentiates a suc-
cessful person from a non-successful,
iaking a number of variables into con-
trol.

BEesides distinet gender differences

Success is when our
students know how to
think for themselves.
They know how to
make decisions, after
thinking through
alternatives.




where females feel uncomfortable
with the word "success” the following
are what they tell me in response to the
question "What do you think help you
to succeed?” Many, in particular,
males told me it is "the ability to strike
when the iron is hot or to take risks.”
This is often mentioned as an impor-
tani ingredient to their success. The
power to go on when you fail. Many
talked about their commitment to
their work and also their convictions.
Some are prepared to work 12-14
hours a day. They bave a great
capacity for work. They talked about
persistence, discipline, singleminded-
ness and dedication.

For the few who tan their own com-
panies, they talked about their visions,
a businesswoman of the year talked
about her dreams to go global, "the
sky’s the limit" she told me. There was
a sense of purpose.

They also talked about their tenacity,
that they would grapple with a prob-
lem and seck multiple alicroatives.
They also get along well with their
staff, i.c., they have good human
relationship skills and they know how
to get people to work. The successfil
gentleman who was written up in life a
month ago talked about yigi, some-
thing he said he got from The Chinese
High School. Lastly, something which
came through for many I talked to is
their enjoyment of work. Be they
stockbrokers or regional directors,
they shared their love for their work.
Some cven spoke with such passion
and conviction.

Now why do 1 digressed into this?
When [ talk to these men and women
I often ask in what ways are schools
responsible for their success? Did
they learn commitment, risk-taking,
singlemindedness, discipline, human
relationship skills from their schools?
Do we teach our students such values
or skills in our ¢classrooms? Two told
me they attributed their suceess to the
uniformed group which they joined.
The uniformed group taught them
leadership skills, persistence and the
ability to get along with others. Both
these successful women were nol our
brilliamt scholars in their school days.

What are we teaching in schools?

Teamwork? Risk-taking behaviours?
Discipline? Human Relationship
skills? You have the answers. And
what is school success? As principals,
what do we want to see in our
graduands? What is the distinctive
mark about the graduands from your
school? At the end of 6 years, or 4-3
years in the secondary school or better
still for those who run full schools,
10-11 years later, what do you want to
see in your graduands for you to say
that you have succeeded? Do your
graduands leave your school with a
distinctive mark that you want to iden-
tify with?

To me success is when our studeats
know how to think for themsclves.
They know how to make decisions,
after thinking through alternatives.
Do our students know how to think?
John Dewey advocated that the
schooling experience is designed to
cultivate habits of mind, Students to
him should internalize the discipline
of critical and responsible thinking
Besides thinking, school should teach
students how to learn. In this day and
age with knowledge exploding at such
a rapid pace, success to me is whea
students know how to learn on their
own. They de not need teachersto iell
them what to learn and where to get
the information. Students carry on
developing themselves once they hawve
learned how te learn, no one can stop
them from learning what they want to
learn.

Success in school is to me when
schools help to twn students round
from a negative, looser’s mentality to
a pasitive one, where instead of saying
"I can’t”, students are saying "I can"
and "I did it too!"

Success is when my students can ask
questions, substantive questions for
knowledge comes from questions.
Knowledge is a response to questions.
New knowledge, according to
Postman and Weingartner (1969),
comes from asking new questions,
quite often new questions about old
questions. When we ask questions, we
become "active producers of
knowledge". We become active
lcarners not passive recoipicols.

One of the things which bugs me is

Supportive
leadership is
vital when we
want teachers
to be productive
as well as

to enjoy their
work.




Effective teachers
spend time
establishing
purpose and
helping students
understand the
worth of what
they were going to
study and the
contribution that
knowledge will
make to

their future.

that my students ask convergent ques-
tions and I guess I can't blame them
because I ask such guestions too. We
often ask "What am I thinking?® ques-
tions", What's frustrating is the sort of
questions students ask of tcachers
even al university level, and it’s mot
peculiar to Singapore because they
ask the same questions in Australia
and the United Siates. Questions
such as "When is the exam? How
much should we write? Will this come
out in the exams? What about giving
us some hinis?" No guestion turns me
off more than these questions for they
scem to show that the students are
only interested in getting through the

CXams.
Most students and sadly teachers too
are answer-centred not problem-
centred. The school is the place
where answers arc found. Studcnts
seem to think that there is a right
amswer for every question, It is hear-
tening that schools are moving away
from this and no longer are students
rewarded for sheer pood memory.

What can teachers can do

Lest I be accused of rambling I will
now talk about things which we can ask
our teachers to try out in the class-
rooms, or to become aware of in their
own teaching.

First an awareness issue. Many of
our students, ourselves included, are
very quick to bring closure to our
learning and in this way cheat oursel-
ves of significant learning. We are
quick to name things. When I teach
somelimes my students say "Oh yeh,
it"s that theory, and we know it al-
ready.." When they say that, they
close their mind. McLuhan calls this
the "label libel gambit® which is “the
tendency Lo dismiss an idea by the ex-
pedience of making it™. You libel by
label. We find the right label for some
processes and we close off, It happens
all the time.

What is worst is when we take the joy
out of learning from young children. A
child sees abird, isexcited, starts chas-
ing it and says, "Mummy, mummy..."
points to it and shouts with delight.
And what does mummy or daddy say?
"Yes, girl, it's a bird. Now say bird."
The excitement of sceing different
colours, different sizes, different

specimens etc is almost gone when the |

child says "Bird". Just as we have
taken the wonder out from our
children, schools I feel should
rejuvenale in our pupils this spirit of
"wonderment"” again - to help them to
stand and stare inwonder at the sunset
or a little insect. Eisner (1991) believe
that school "should create the kind of
environment and provide the kinds of
tasks that elicit and develop respect
for wonder and stimulate the imagina-
tion."

McLuhan also discussed about the

"rearview mirror” syndrome. He said
that most of us are like drivers whose
eves are fixed on the "rearview mirror"
i.e., looking at where we are coming
from and not where we are going to.
When confronted with new packages,
techniques, our question is will these
help my students to pass the "0" level
examination or the "PSLE?" It is this
syndrome which prevents success, in-
novation or creative ideas from
emerging.

Yet another important area is the
need for teachers to keep on updating
themselves. Recently, I was asked to
show a film which I refused because
there are such exciting new videos and
film in the market and [ think it’s our
responsibility to know about them par-
ticularly if we want to use video or film
in our classes, Why show "Goodbye
Mr Chips" when there are films like
"Dead Poets society?™ Two of the best
videos I've ever watched and I'm never
tired of watching them are Joel
Barker's "The Business of Paradigms”
and "The Power of Vision." The third
is coming 5600,

People who develop others must
constantly develop themselves for "A
lamp can never light another lamp un-
less atself is lighted. A teacher cannot
really tcach unless s/he is constantly
learning" (Tagore). The same goes for
those who are in leadership positions
for you are people developers.

Promoting Success in School -what can
Principals do?

Let me at this stage turn to another
issue - what teachers think principals
can do or should do to engender suc-
cess in school. How can you go about
“principaling” for success? What does
Literature have to say about principal’s
behaviours or actions which seem to
promote school success? Csikszen-
timalyi (1990) described a condition
which enable people 1o be mast
productive - pleasure and produc-
tivity. He found that given the right
conditions, the best part of people’s
lives is when they are engaged in their
daily work. From my own experience,
I cannot but agree tolally with him.

Teachers who are productive are




those who love their work, their school
and the kids of course. Now what con-
ditions ensure pleasure and produc-
tivity in work? To Deming (1988),
there must first be a constancy of pur-
pose. Why are we doing what we are
doing? We like to know that what we
arc doing is mecaningful and is pur-
posciul. When I can see the end and
how I can get there and the end is
meaningful, it establishcs for me a
clear and energizing sense of purpose.
The end must be clear and unified.
People also work with greater com-
mitment towards a collective goal.

Secondly, there is a need to see that
we are getting better at what we do.
This is quite a basic need, when people
see improvement they are excited. |
have the great pleasure of working
with a couple of my colleagues recent-
ly and when they saw results they were
so excited. [ get phone calls to go and
sec the latest creations and you sec a
couple of menin their forties gesturing
cxcitedly in front of a little computer.
Besides improvement, people also like
to make things bappen. To de Bono
(1985) this is a "direct extension of the
child’s wish to place one block on top
of another in order to make something
happCIL"

Thirdly, Deming says there musi be
a democratic atmosphere. Teachers
and students alike can voice their
vicws and know that they will be lis-
tened to.

Fourthly, supportive leadership is
vital when we want teachers to be
productive as well as to enjoy their
work. When the principal is suppor-
tive of their work, teachers feel good.
In the Singapore contexd, I asked the
current batch of 133 FPDE par-
ticipants to brainstorm a list of
principal’s bechaviour or actions which
could help schools to become success-
ful and one point that crops up very
often from your Heads of Department
(HODs) is suppori. Your HODs feel
that it i£ very important to have your
support. They say that if principals
were supportive, leachers would feel
very encouraged and would be
prepared to go beyond the call of duty.
The FPDEs also felt that principals
should support their students espe-

cially when they represent their
schools in national or district events.
The chiel function of management is
to encourage and support employees.

And finally, create an atmosphere
where teachers would not only be
productive but would find teaching
pleasurable. Dcming noted that
teamwork and collaborative effort is
important. In short, a purposeful,
democratic and collegial environment
is very important.

Deming felt that management, and in
our case, principals should take pains
to creale a positive and a productive
climate in which workers are kept
abreast of the most effective methods
and practices. But before you think of
developing your teachers, freeing your
teachers’ mindset, you as people
developers must develop yourselves.
It is important for leaders to grow for
how then can they grow people?

But what do I mean by developing
your leachers. As a people developer
I am not only thinking of inservice
courses, I am thinking of job rotation,
job enlargement for your teachers,
Some people are discipline masters
year in and year ouf. Let others have
a go. The tone of the school may be
totally changed with a different dis-
cipline teacher. Some of us keep files
of ecach event and when the event
crops up, the file is pulled out and the
same teachers are assigned the same
jobs. One of my participants tell me
that it's safer to do it this way. Safety
(often it's unnecessary fears) at the
expense of developing teachers?

When teachers are stretched and I
don't mean giving them more periods
or more extra-curricular activities, but
when they pick up new skills like run-
ning a camp they are excited and their
self-esteem could be enhanced and
when that happens you have a winner
- a positive, excited teacher who in
turn would benelit students they
teach. Your job as a people developer
is to help teachers to see themselves
positively. Teachers need to have a
positive and realistic attitude about
themselves and their abilities before
they are able to reach out to like and
respect others.,

In our case our teachers are fairly

When children
have a vision
about their future,
what they would
like to do in

the future,

this vision

will guide and
steer them on.

well in-serviced and they are kept very
up-to-date. The issue thus is to know
what to adapt and not to adopt lock
stock and barrel, to know what works
and to use the methods intelligently.
Way before the ranking of schools
started, T know that most principals
analyse their "O" level and PSLE ex-
amination resulis. Some have even
gone into great details. This is impor-
tant for we need to know such data.
However, getting the data, interpret-
ing the datais one thing, the pext is to
scek ways to improve. It is important
that this sensitive process is dome
without any blame. Once fingers are
pointed, teachers will defend and
withdraw and this will only aggravate
the situation. Dispel fear and blame




and people will work betier. Data is
collected to look for ways to improve.
As leaders your job is to get the data
and to ask the right questions nol to
tell your teachers what to do.

What do your 133 HODs say are
things which you can do to help en-
gender success in scheol? Of the
many responses, I categorised them
roughly into four categories. Top of
the list, one which was mentioned by
many of the FPDEs is what I termed
"Pupilitcacher relationship™. In this
category, your HODs feel that prin-
cipals should (in order of frequency):

# be [irm and fair to all teachers:
o talk/relate to teachers;

& support teachers;

# not flog the willing horse;

@ crcate a high staff morale;

® (rust teachers;

#® give recognition when its doe.

These are the ones that cropped up
a fair bit, those that were only men-
tioned by a few are not included in this
list. Here we see your HODs stating
that one factor that will engender suc-
cess is your relationship with teachers.

Next on the list is the principals
leadership role. Your HODs feel that
the principal should have a clear
vision. This was mentioned by a great
number of them. In this category,
HODs feel that a clear vision will
enable you Lo prioritize activilies and
be selective and focussed. They also
felt that realistic goals are important.

The third category is that of "Prin-
cipal and Pupil Relationship®. The
HODs feel that the princpal should
give strong moral support to students
and to attend national or distriet
events where the pupils are participat-
ing. They claimed that if the prin-
cipals take a real interest in the pupils,
talk to them and such likes, pupils
would be encouraged to succeed.

Finally I have named the last
category the principal's behaviours.

FPDEs feel that principals could be a
bit more decisive, also be more
thorough in planning and be a role
model. From this we could see that
what the 133 FPDEs have listed as
variables that could invite success are
quite similar to what was discussed
earlier.

Enhancing school sueress

One of the issues that I'm interested
in is to seek out variables that we can
alter to enhance success. When we
talk about family background, neigh-
bourhood gangs etc, these are not
something which we in school can
alter; we have no control over them.
It is no wonder that Edmonds found
that in effective schools he identified,
if the students did not learn, the
schools do not blame them or their
families, their background or the
neighbourkoods. Effective schools in
his study did not alibi. Schools took
full responsibility and they discarded
whatever was not successful.

With the focus on input and output,
I want now to look at some processes.
What arc some things which we can do
in the classroom to help our students?
One of the first things that comes to
my mind is again the issue of "pur-
pase™. Even teaching at my level, we
have to spend lime telling FFDEs why
we teach certain modules, and how
these modules will help them in their
work. FPDEs want (o know why they
are spending time learning things
which seemingly are of no use to them.
The literature tells us that effective
teachers spend time establishing pur-
pose and helping students undersiand
the worth of what they were going to
study and the contribution that
knowledge will make to their future.
William Glasser (1990) remarked that
"We should explain much more than
we do now.._aboul why we teach the

Secondly, give students a vision - a
vision of their future, a scenario about
their future, In the video "The Power
of Vision™ Barker talks in depth about
this need for a positive vision. When
children have a vision about their fu-
ture, what they would like to do in the

It is important

for teachers and
principals to stop
and ask themselves
a vital question
which is

"Of all the

things we do,
which help or
hinder learning?”




future, this vision will guide and steer
thcm on. He told us how a positive
vision of their future empowered a
whole cohort of black students to sue-
ceed in their academic carcer. We
could get our studeats to think about
their future, what they would like to be
and how they could get there.
Thirdly, we nced to refocus and
relook at the way we think about our
students. When I asked secondary
school teachers what is the most excit-
ing thing for them in the new year, they
told me about all kinds of things. Then
when [ asked what is one thing which
they dreaded most next year, nearly all
told me without any hesitation "Nor-
mal Tech." Ewven before these stu-
dents step into your schools, the
anxicties they gencratec among your
teachers, the fears some of them have
- ar¢ these not quite unfounded? The
vocational institutes and the primary
schools have had them all these years.
Numerous studies by Brophy and
Goaod {1974}, Rosenthal and Jacobsen
(1968) have shown that teachers’ at-
titude and np'mil;ms rc@di.ng their
students have a significant influence
on their success in school. When
teachers believe that their students
can achicve, the students appear to be
more successful. It seems self evideni
that for students to learn in schools,
they require sufficient confidence in
themselves and their abilities to make
some effort to succeed, If I know I
have a fighting chance I will fight, but
if I think there is hardly a scrap of
hope, why work? One of the greatest
gift you can give your students is con-
fidence. We limit ourselves.
Fourthly, students learn best when
there is freedom from threat. But here
I am not suggesting that you be per-
missive. A teacher who disciplines
shows he cares. And a word about
discipline. As leaders in your schools,
take a look at how your discipline
master disciplines, Some discipling
masters shame teenagers in front of
the whole school, other nag, scold, yell
for hours! All these often cause stu-
dents to react negatively and com-
pound the situation.
Fifthly, provide an educational at-
mosphere of success rather than

failure (Purkey, 1984). Some schools
make you feel so good when you enter
the gates. Staircases are turned into
reading cornérs, extra space are
turned into study areas and such likes.
They have such conducive almos-
phere for students to study. Others
are shockingly bare of life and spiris.

If you walk around most schools,
you'll see so many "NO" signs, no talk-
ing (in the library); no running (along
cornidors); no food o be taken out of
the tuckshop, no eating etc. Put up
encouraging cheerful signs rather than
"NO" signs and rules. Put up witty one
liners.

Speak to your students, do not talk
down or scold. Tell your studenis your
concerns, tell them their plusses, ask
them to help make their school count,
make them proud (o be associated
with their school.

Now what about some "handles" that
I can share with you? I think amongst
yourselves you have a lot of "handles”
- tap each others ideas, When I was
teaching in Kim Seng Technical, many
of my students could not write. After
two periods of writing, some only
managed to write two paragraphs and
most have to take their work home o
complete. What does one do? One of
the most cffective ways to get students
to write is called "Spontaneous writ-
ing" or "Composition Derby” (Holt,
1967). When | was studying for my
Maluy cxaminations in the sixties, |
wrote an essay everynight - gave myself
rwenty minutes and no more. The aim
was to help me to wnite. By the time |
sat for my exams. 1 was writing so
fluently. When I taught ELZ students
I used this method too and it was ex-
tremely effective. Composition Derby
literally is getting kids to write quickly
as in a race, without worrying about
spelling, grammar or senlence con-
struction. Write about anything that
comes into their mind which is related
to the topic.

I suggest that Composition Derby be
carried out everyday, five to fen
mianules per dﬂ}*. This 5hquf|.l nflso b-r,
a whole school effort. Now, you may
ask "What about marking?" You don't
mark. Through this method I have
seen great improvements in my stu-

dents. The length of their writing
doubles, triples in no time. Now what
topic? Any topic that excites, We
learn writing by wriling not by reading
about writing,

For those who are shy, lack con-
fidence, do not talk, have "Talking
Derby” - where the class is divided into
twa groups and members in cach
group take turns to give one-minute
talks. The issue again is not content or
grammatically correct sentences.

I have been told that many students
cannot read and in the oral English
examination in Primary 6, some stu-
dents score as low as 1/10 for reading.
I believe in peer teaching because both
the teacher and the taught will im-
prove. Have patiénce - something we
don't have in this fast lane which
demands instant results. You could
pair up a Primary 3 class with a
Primary 1 class and have the Primary
1 children read to the Primary 3
children, Research tells us that if a
weak reader say in Primary 3 is given
the task to help another student who is
in Primary 1 to read, his own reading
improves. He becomes interested and
is concerned that be cannot read
Primary 1 work so he begins to work
hard on his own. T wonder if we could
make more effcctive use of USSR
(*Uninterrupted Sustained Silent
Reading’).

We have a way of making students
dislike reading and writing. We ask
them to read and after that we follow
up by asking them numerous gues-
tions to check on their understanding
and also to check if they have read.
Why write book reviews? They can
get the review from the back of the
cover. Also if a 12 year old reads a
book meant for an 8 year old it's per-
fectly okay. And even if he reads one
chapter and goes on to read another
book, it is okay. Even if he reads the
first and the last chapter, it is still okay.

| The aim is to nurture and help them to

cnjoy reading.

We should also examine some of our
rules and regulatiops. I remember in
my school day | have to do correction
and "re-re-corrections” because [ may
get the part I am supposed to correct
right, but I made another mistake else-




where. Some teachers have a rule that
if pupils make three mistakes or more
they must redo the whole piece of
work. The goal is neat and careful
work. Bul by applying it rigidly, the
teacher, instead of getting neater and
maore carcful work, received more un-
tidy work because pupils were 5o con-
cerned about not making three mis-
takes that they could not concentrate.
Having pupils to redo the whole thing
creates boredom, anxiety and they be-
come less sharp and make more mis-
takes.

I feel it is important for teachers and
principals to stop and ask themselves
a vital question which is "Of all the
things we do, which help or hinder
learning?" "Of all the things principals
do, which help or hinder teachers
from giving their best or from enjoying
their work? Can I cut down on them?"
"Of all the things I do as an inspector
of school what help or hinder the prin-
cipals whom 1 am supervising fo be
more or less effective?™ How can we
do things that will help others in their
work, how can we become more aware
of the things we do which hinder
people in their work?

We assume that when teachers
teach, students learn, that all teaching
produces learning. 1 feel that some-
times some form of teaching hinders
or prevents learning. Once we can
honestly answer these questions and
realise that some things we do are not
helpful, others useless, yel others
harmful, we can begin to improve.
Principals should ask where we are
trying to go (goal) and is what we are
doing now helping us to gei there?
Another basic question is "Do we
know for real why our students fail?"
What actually cause their failure? Do
we know? Is it a lack of mental ability?
Lack of discipline? Poor teaching?
Lack of time for sludy'!' What s 1?

It has been said that children enter
school as question marks and leave as
full-stops. If this were true we certain-
Iy have a lot to answer for. The pur-
pose of education to John Dewey
"should be to ingrain into the
individual's working habits, method of
inquiry and reasoning, appropriatc to
various problems that present them-

selves." He saw cducation as prepar-
ing the learner to "fit" into his society,
yet fitting the individual into society to
Dewey is a process of helping the in-
dividual to grow, helping the in-
dividual "to progressively realise
present possibilities and thus make in-
dividual better fitted to cope with
later requirements. Growing is a con-
tinuous leading into the future.” If we
can achicve this, if our students were
to leave us with working habits that
question and reason then we have suc-
ceeded.
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LESLIE SHARPE

That’s my child

you're educating : the changing face
of home-school relations.

Hmu far parents should be involved
in their children’s education has
become a central, if not the central,
issuc in the process of educational
reform, particularly in the USA and
Britain, In the interests of reform,
parents have been led down a path
leading from marginalization (o em-
powerment but somewhere along the
way their 'real’ needs and reguire-
ments have become obscured.  This
paper sccks to locate the 'real” parent
by searching through the theoretical
structures in which he has been set to
work, and in doing so to draw out from
overseas experience those aspects that
have relevance for developing parent-
school relations in Singapore.

Pareni’s Role : Four Conceptualisations

The role of parents in education is
always a socially constructed one and
as a consequence is constantly chang-
ing. In earlicr papers (Sharpe, 1987,
1992) | have identificd four broad
ways of conceptualising the role of the
parent in state-provided education
systems.

Marginalisation or Exclusion

The first conceptualisation is one of
marginalization or even exclusion.
This coincides with the introduction of
mass education and the view that
education is a form of moral and intel-
lectual rescue of childrea from their
parcnts, Nineteenth century school-

buildings in London were built with
high walls not simply to keep the
children in, but more so to keep the
parents out. Often white-lines would
be painted on school playgrounds to
demarcate the respective roles of
teachers and parents. Parents in the
slate sector were expected to pass on
their genes ({the dominant
psychometric tradition) but that was
about all; given that these genes were
assumed to be inferior, it followed that
their voices could be ignored.

Partnership

Major in-roads into this way of think-
ing did not really occur until the 19%60s
with the rise of the notion of
meritocracy to challenge that of a
finite pool of inherited talent. The
climate of panic following Sputnik was
ideal for sociological cntigues of the
psychometric tradition, and for the
*discovery’ of the home as an impor-
tant agency of motivation. This was
the period of the Plowden Report i
Britain, of commumity education and
of the birth of compensatory educa-
tion in the USA. Parents had been
discovered to be a "hidden-hand’ in
cducation, a hand that had to be
grasped in 'partnership’ by teachers,

Consumerism

Just as previous shifis in concep-
tualizing the parent’s role can be
traced to changes in the broader

society, so teo with the reworking of
the parcnt as consumer in an cduca-
tional marketplace. Here, many
would argue, the major impetus was
the sense of economic decline ex-
perienced during the 1980s in western
countries, notably the USA. This
decline was laid squarely on the school
system which had pui the 'nation at
risk’ (National Commission on Excel-
lence in Education, 1983), The main
culprits were centralization,
burcaucratization and uniformity in
the school system, which had led to
mediocrity (Chubb and Moe, 1990).
The rationale was that educational
standards could be improved by sub-
jecting schools to an entreprencurial
and competitive marketplace environ-
ment meeting the needs of consumers
rather than professionals and
bureaucrats. State educational sys-
tems, it was argued, needed to reject
command economics in favour of
demand economics. Choice, com-
petition and freedom of information
were to be the new key words. Though
begun in the USA, it is in Britain that
marketplace ideology finds its fullest
expression, where a long list of educa-
tional reforms has been enacted to
crecate an environment in which
schools can function as small busi-

MESSES.

Empowerment

Radical as markeiplace changes are,

| for some they do not go far enough,




Critics argue that though parents have
gained choice and information, they
have not gained the right to influence
school policy directly, and that crucial
decisions affecting curriculum and as-
sessmeni have in fact become even
maore centralized in the hands of
government. The increased powers of
parents, especially in their capacity of
parent-governors, however, should
not be undercstimated. Parents in
Britain, for example, not only have the
right to hire staff and the principal;
there have been cases of where they
have been successful in driving school
principals to resign. As the leader
writer in the Times Educational Sup-
plement puts it, "The cry of high-oc-
tane parents in full pursuit of a disap-
pointing head teacher is not a pretty
sound”. Cases of eminent head
teachers resigning after disagree-
ments with their school governors in-
clude the head mustress of St. Paul's
Girls’ School in London, the head-
mistress of Haberdashers' Monmouth
School for Girls and the headmasters
of the Dragon School, Oxford, and
The Hall in Hampstead (TES, 8,
1992). Principals ignore governors at
their peril. No doubt in Britain these
deeds were done with a certain
decorum. In the States, however,
where democracy is often synonymous
with carnival, the following example of
parcnt power deserves some space.
The writer (Fine, 1993), is discussing
the operation of local school councils
in Chicago, where since 1939 parents
have had a majority representation
and are empowered to take major
decisions such as the hining, firing and
evaluation of the principal :

*ljoined a group of parents and community
members in one of Chicago's poorest
slemantary schools, At the school, parants,
isachers, and community mernbers were in-
terviewing their top four candidates for prin-
cipal of their school, in front of & gymnaehum
filled, from 5:00 pm until B:00 pm with
parents, community members, children,
teachers, and food and dhink...The smaks of
democracy wera sweet"

Will the price of stocks goup 7

It is probably too carly to evaluate
the success of reforms, given that they

are not all in place, and those that are
have been in operation for a relatively
short perind. A case in point is the
educational woucher, the flag ship of
consumerism, where implementation
has been bogged down in disputes in
the USA over the First Amendment
prohibition on the cstablishment of
religion, In Britain, with local manage-
ment of schools in place, and with a
voucher scheme already underway in
the financing of youth training
schemes, a widening of the scheme
cannol be very far away. A further
obstacle has been the inability to pro-
vide clear performance charts and
suspicion of the British government’s
well publicised preference for "clean
figures . League-tables remain rela-
tively unsophisticated, as statisticians
grapple with problems of defining and
mcasuring nolions such as
‘effectiveness’ and 'value-added’. The
number of applicants for parent-
governor posts in Britain has been
mixed, leading to accusations that
parents typically do not want to be
empowered, Not all parents seem to
choose schools on rational grounds,
often preferring the nearest to the
best, and where choice is exercised it
is not always honoured. More
perplexing still, "bad" schools have not
readily faded away, as parents go to
great lengths to keep them open, even
banding together to pay the salaries of
threatened staff. Nor is it always
parents who choose schools : there are
a growing number of cases where
popular schools choose parents.

Research into Choice

There is little published research as
yet on the results of the market experi-
ment, though there have been a flood
of books and articles on the issue, most
especially on the maiter of choice
(Goldring, 1991; Johnson, 1990;
Cookson, 1992). One study, con-
ducted in Scotland (Willms and
Echals, 10, 1992), where choice of
schools has been in operation since
1980, suggests that choice dis-
criminates against working class
parents, The researchers report that
the main findings of their five-year

Nineteenth century
school-buildings in
London were built
with high walls not
simply to keep the
children in, but
more so to keep the
parents out.
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The conventional
wisdom is that most
parents expect
teachers to teach
and most teachers
only call in parents
when problems
occur, usually over
discipline.

study were increased segregation be-
tween working class and middle class
children and minimal changes in
academic results. Apparently, mid-
dle-class parents were found Lo
choose schools on social rather than
on purely academic criteria: tradition,
reputation and social mixwerc the key
factors for such parents. Similar find-
ings are reported by Lareau (Lareau
1987) in the UUSA.

The *real’ parent

On this kind of evidence, skeptics
have begun to question once more
whether reform is really in the inter-
ests of all parents. Perhaps, however,
the point is that proposcd changes
were never based on the needs of real
parents at all, but rather on Lhe needs
of conceptual parcnts. Parcots have
been caught up in conceptual
schemes. Some would say this is in-
evitable. This paper has seen them
characterised as reproducers,
motivators and consumers. There has
been ’genctic-parent’, "motivational-
parent’, "market-parent’ and "power
parent’. Their work has never been
dull. However, one wonders whether
they have been put to work for them-
selves or for others. Is there such a
thing as the real parent? What do
parents want from the educational sys-
tem and particularly from their
children’s teachers ?

Partnership Revisited

If concepts like power and conirol do
not readily spring to the minds of
parcnts when thinking about schools,
which do? According to Epstein
(Epstein, 1991, 1993 ) there are three:
information, communication, and par-
ticipation. Though legislation may be
necessary in some situations to oblige
schools Lo accede to these require-
menis, the ideal is that schools should
take the initiative themselves. This is
more conducive to good relationships
as the politics of power often produce
conflict and disharmony.

Though educated parents - a grow-
ing number - will be more likely to
avail themselves of school initiatives,

international experience has shown
that less well educated parents, often
from low socio-economic groups, will
need considerable encouragement
from the school. Epstein sugpests a
step-by-step programme for school
principals for such parents to help

them strengthen the support they give
to their children:

# increasing information, both
from the school to the home,
and from the home to the school

® encouragement of parentsio at-
tend school events and to act as
volunteers

® advising parents how they can
help their children at home

® cncouraging participalion in
parent-teacher organisalions,
comimittees or councils

® using community resources to
strengthen familics and aid

schools

For Epstein there arc mumerous
ways of developing each of these
stages, Some schools will be ready 1o
encompass all five, others will find dif-
ficulty moving beyond the first stage.
How far, and how fast development
ocecurs is a local matter and cannot be
prescribed beforehand. The guiding
principle, however, as Sallis (Sallis,
1988) urges, is that schools should take
the lead in projecting themselves as
service institutions.

Discussion

Most would agree that the dominant
model practised in Singapore is that of
exclusion. The conventional wisdom
is that most parents expect teachers to
teach and most teachers oaly call in
parents when problems occur, usually
over discipline. Statistics on the rela-
tive levels of education of parents and
children (Depl. of Statistics, 1993), as
well as the overall level of education in
the population, do much to cxplain
this thinking. Parecmts typically have
not been well educated and improve-
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menis in their children’s level of
education have represented a form of
intellectual, if not moral, emancipa-
tion from the home. There have been
good reasons, therefore, for parenis to
leave teaching to the teachers,
However, changes are occurring, as
evinced by the community education
schemes organised by MENDAKI,
SINDA and CDAC; by the growing
numbers of schools operating home-
school programmes; by the provision
of more information and choice to
parenis in such forms as the Straits
Times 100 exercise; and the introduc-
tion of independent and autonomous
schools. Tn part, these developments
can be traced to rapid changes in the
economy and the consequent expan-
sion of the education system which
have resulted in a marked increase in
upward mobility (Quah et al. 1991), an

expansion of the white-collar work- |

force, a general concern over man-
power shortages and educational
wastage, and an attempt by govern-
ment to involve the population more
directly in matters of immediate con-
cern.

If overscas expericnes can be used as
a rough guide, increases in the levels
of education of young parents are like-
Iy to result in increased numbers of
them wanting to take an active part in
their children's education. There will
be many more voices saying, "That’s
my child you're educating”, as parenis
begin to think about education and to
see that the teacher’s job is to help
them to educate their children and not
the other way around. At the same
time there will be the attendant risk of
an "underclass’ developing as edu-
cated parents seek (o reproduce’ their
own cducational levels in their own
children, thus reducing the upward
mobility chances of the less fortunate,
especially in a situation of lower
economic growth., It is such a
polarization of parcats that has in part
led to consumerist and empowerment
strategies GVErseas,

Whal overseas experience shows is
that parent-school relations are likely
to flourish best in a non-confronta-
tional context, where parents arc al-
lowed to be parents and their needs,

rather than the needs of concepiual
parents, are addressed. Despite its
shortcomings, the partnership model
comes nearest to meeting these real

needs.
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WONG SIN ENG

Successful Parent-teacher
Communication Through

Tc establish good rapport between
parents and schools, there must be
effective two-way communication. At
Red Swastika School, we believe that
home visits are an effective way of
achicving this. During homc wisils,
teachers can establish good relations
with parcnts, provide feedback to
parents regarding their child's
progress, learn more about the child
and his home environmeni.

Main Features of the Programme

The Home Visit Programme (HVF)
requires the teachers to visit the
homes of their pupils. The main idea
is to reach out to parents and com-
municate with them.

In the early 50s, when the school’s
enrolment was small, all pupils’ homes
could be visited in one day. Some of
the pupils would serve as their
teachers’ guides as the latter did not
know the village very well,

‘When [ became the principal of Red
Swaslika, the programme was sircam-
lined and reorganised. With the
relocation of the school to Bedok in
1981, there were new needs and
demands. Hence, the Home Visit
Programme (HVP) was restructured
1o meet the demands of the 80s. The
emphasis then was to establish good
relations and rapport with the parents.
It was also to provide an opportunity
to enlighten the parents on our school
policies, programmes and activities.
This was one of the strategies that the
school used (o raise the community's
awareness of the school in the new
neighbourhood and hence encourage
parents to enrol their children in our
school.

Home Visits

To meet the challenges of the 90s,
there is a greater need to ensure that
the school communicates effectively
with the parents so as to get their sup-
port and involvement.

Ovrganisation of Programme

The school’s aim is Lo visit the homes
of all its Primary One pupils. Besides
that, we also visit the homes of newly-
admitted pupils at other levels and
pupils with special needs. At the
beginning of the year, teachers verify
the accuracy of pupils® addresses. The
Head of Department in charge of the
Home Visil Programme arranges the
addresses in convemient groups and
form pairs of teachers for the wisits,
Teachers are paired according to their
language proficiency (English or
Chinese), experience and car owner-
ship (to facilitate travel). Each pair of
teachers is assigned an average of 10
to 12 homes to visit, All the homes of
every pupil of Primary One will be
visited during the period of the June
holidays to the first week of the third
term. The Principal and Vice-prin-
cipal are involved in the home visits as
well.

Teachers are given a list of homes
they will be wvisiting aboul a week
before the launch of Home Visit Day.
They will then meet the pupils to con-
firm the addresses and telephone
numbers. Theywill alsoiry (o get some
background information frem
teachers who have taught these pupils
previously so that they could provide
feedback to the parents. Guidelines
on how the visits are to be conducted
are also given to the teachers involved.

The programme is launched on the
first Saturday of the first Semester
holidays and this exercise goes on until
the first week of Term 3. On the day of
the launch, teachers attend a short
briefing before they set off on their
wisits. After each visit, the teachers
write a report and the data collecied is
entered into the pupils’ cumulative
record card.

The aspects covered in the report
are:

¢ Home & Family Background of
the Pupil

® Development of the child
e Feedback from parents

o Teacher's Commenis

The teachers will also report on their
visits and raise suggestions and other
comments made by the parents during
the school’s contact time. Wherever
possible, follow-up action will be
taken.

Outcomes

"The Home Visit Programme and re-
search on families with children in the
elementary and middle grades have
shown that families of all socio-
economic, racial, and ethnic groups
want to leara more about how to help
their children learn and succeed.
What families do alfect children’s
learning. Behaviours linked to
children’s success include parents’
positive reinforcement of children’s
academic efforts, supervision of
homework and reading, talking and
telling stories.” (Davies 1991)




BEFORE THE VISIT

DURING THE VISIT

1 Be diplomatic, fricndly and courtcous.

or of your colleagues,

AFTER THE VISIT

to be covered:
® Home and Family Background

® Development of the child
@ Feedhack from parents
@ Teacher's commenis.

Guidelines for the Home Visit

1 (Check the address and telephone numbers of pupils whose homes you are visiling.

2  Discuss with the pupils’ teachers so that you have a better undemstanding of his work,
attitude and behaviour in class and in school.

3 Sont out the cumulative record cards of the pupils you are visiting.

4 Be well prepared for the visit. If necessary, chart your roule and ofganise all your
materials 5o that a fruitful discussion could be carned out durning the vist.

2 Try to conduct a conversation with the pupil’s parenis. [t should be a two-way com-
munication, Do not turn it info an interview session.

3 Bevery tactful, Respect the parents’ opinions, suggeshions and commenis.

4  Be seasitive to the parents. Byercize professionalism. Do not be critical of the parenis

1 Discuss the report wath your partner. 1t should be made after the visit,
2 Enter all the observations and data collected on the cumulative record card.  Aspects

It is indeed heartening to note that
the programme was well-received by
both the parents and the teachers.
They were happy to meet the teachers
as the visits provided opportunities for
them to express their views in a non-
threatening atmosphere and in the
comfort of their homes, This informal
interaction with the parents has
fostered rapport and greater trust be-
tween the school and the home.

‘While we have received very positive
comments on the programme, we en-
countered some problems. One such
problem was the difficulty in arranging
the tume to meet the parents. As they
are working parents, meeting them on
a Saturday morning or éven on a week-
day may pose a problem. The visiting
teachers will have to try to accom-
modate them by arranging for a more
convenicnt time. However, those who
are supporlive of the programme
would apply for leave so that they
could meet the teachers on Home
Visit Day. Another problem faced was

the small number of parents who have
planned their holidays for their
families as soon as the school vacation
begins, Special arrangemenis will be
made to visit them after their trip or in
the first week of Term 3.

Benefits

Pupils are excited about their
teachers’ visits to their homes and
many of them have pleasant memories
of these occasions. They understand
their teachers better and barriers and
unwarranted fears are removed. They
realise that the visils are not occasions
to be used to complain about them but
are used to find out how their teachers
could help them more.

Parents have a better understanding
of the school’s palicies and aspira-
tions. They have the opportunity to
provide constructive fecdback on the
school’s instructional programmes
and facilities.

The teachers have a better under-

standing of the kind of training that the
children receive. They get to know that
pupils attend lessons like ballet,
music, art or tac-kwan-do outside
school hours.

With the records thai we have from
the home wisils, teachers who take
over the class the following year would
be able to understand the pupils bet-
ter. Teachers would also be able to
understand parents’ interest in the
progress of their children.

Parents have a greater trust for the
school and hence their support and
co-operation were more forthcoming,
Parental involvement in the school's
actlivities is a sign that they care and
are willing to provide whatever assis-
tance 1o the school.

Teachers are generally positive
about the programme. They feel that
home visits provide a personal touch
between the school and the home. The
visits have been enriching experiences
for them and are an effective way of
establishing parent-teacher relation-
ships,

Conclusion

The school will continue to maintain
this strong link between teachers and

parents, Through home visits, greater
trust and co-operation could be
generated from the parents and this
could lead to betier pupil perfor-

mance.
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GRACE LCH

Teacher Expectations
and Academic Performance

escarchers are concerned about
Rl:eacher expectations and their ef-
fect on students” performance. Will
teachers form impressions of their stu-
dents on the basis of the limited infor-
mation available to them? Will this
initial impression lead to teachers” un-
realistic cxpectations about their stu-
dents and will teachers’ expectations
in turn affect students’ performance in
the school? In Siagapore where
children in the schools are streamed as
early as Primary 4, these questions are
of particular relevance.

Much research on this area have al-
ready been done in countries such as
America, Canada, Britain and
Australia, but till now, very few em-
pirical studies of this type have been
conducted in Singapore. A quick way
to follow the progress made with
respect to these questions therefore is
to cxamine closely what has already
been written by other researchers.

A review of the literature oo the for-
mation of teacher expectations must
not be too narrow in its focus. It must
not concentrate only on the studies
which have provided information con-

cerning the bases of academic expec- |

tations. It must also examine the work
that has been done in other areas,
Studies in areas like the communica-
tion and impact of teacher expecta-
tions have to be considered because
they have contributed additional data
concerning the development of

teacher expectations.

Studies on the impact of teacher expec-
tations

Research in the impact of teacher

expectations, for example, has shown
the importance of having a better un-
derstanding of the formatiom of
teacher expectations. Without know-
ing how teachers develop expectations
or the kind of expectations which are
formed, researchers will not be able to
determine the effects of teacher ex-
pectations on their students’ academic
achievement. This is evident from the
work that has been carried out by
Rosenthal and Jacobson (1968). In
their study, Pygmalion in the Class-
room, the researchers tried to induce
teachers to form certain kinds of ex-
pectations of students” academic
achievement. At the beginning of the
school year, elementary teachers in
the "Oak’ school in San Francisco were
given a list of names of students in
their classes who had the potential to
‘bloom® academically. These stu-
dents had apparently been selected on
the basis of their results in the
"Harvard Test of Inflected
Acquisition’, In actuality, the test
could not predict academic blooming.
Instead it was an IQ test-Flanagan’s
Tests of General Ability (TOGA).
The students also were not selected on
the basis of their performance in the
test. They had been randomly chosen
by the experimenter. These students
formed the experimental group whilst
the rest of the pupils represented the
control group. When the TOGA was
readministered again, the rescarchers
compared the students’ performance
in the tests. They reported that stu-
dents from the experimental group
performed better. This was especially
marked in the first and second grade
levels. On the basis of these findings,

Rosenthal and Jacobsen concluded
that children in the experimental
group showed a greater improvement
because teachers were induced to ex-
pect more from the students.

The results of this study were sub-
sequently challenged by researchers
such as Elashoff and Snow (1971).
Elashoff and Snow pointed out that
the 'treatment’ administered to the
teachers may not have been effective.
They cited as evidence, the comments
made by the teachers involved in the
study. The teachers mentioned that
they had hardly glanced at the list of
potential ‘bloomers’. Some teachers
were also unable to even recall the
name of these bloomers, If teachers
did not remember which the students
were bloomers, then the better results
of the experimental group could not
have been due to favourable teacher
expectations.

Was the shortcoming of the Rosen-
thal and Jacobson study due to the fact
that teachers could not be induced to
form opinions about others, or was it
because the experimenters had not
done enough in inducing teacher ex-
peclations?

Apparently, Rosenthal and Jacob-
son did not take into account teachars'
natural expeeiations. Although these
teachers did not know the students at
the beginning, they might have
developed their own expectations
towards their students as time passed
by. Hence, they could not remember
or may nof have believed what the ex-
perimenters had told them.

Hundreds of studies bave been con-
ducied since the publication of the
Raosenthal and Jacobson paper. Pro-




cedures adopted by their studies are
more or less the same. A typical study
will start with a manipulation (in the
case of induced teacher expectations)
or an assessment {(in the case of
naturally formed teacher expecta-
tions) of teacher expectations. A time
interval is allowed to pass during
which no attempts are made to in-
fluence teachers' behaviour or
opinions regarding their students,
Teachers’ behaviour n the class or
students’ performance at the end of
the interval are then taken as evidence
of whether teacher expectations does
have an effect on teacher behaviour or
student performance.

Studies on induced and naturally
formed teacher expectations seem to
indicate that teacher expectations do
affect teacher behaviour and studeat
bebaviour. Although evidence shows
that the effects are more likely to
oceur when the teacher’s expectations
are naturally formed, it does not rule
out the possibility that induced
teacher expectations can also lead to
similar effects. The crucial point is
timing. A teacher who has known the
students for some time would have
already formed his or her own expec-
tations and hence is less likely to be
induced to change his or her impres-
sions. If the inducement comes al a
time when the students arc still new to
the teacher, the chances of forming
cxpectations under induced condi-
tions will be greater.

Studies on the commumnication of teacher
expectations

How do icachers convey their expec-
tations to students? Researchers like
Good and Brophy (1981) suggest that
the teacher forms differential expecta-
tions for the academic performance of
different students. On the basis of
these expectations, the teacher begins
to treat the students differently. Asa
result, the students begin to react to
this differential treatment. Teacher
expectations over a period of time may
affect the students if the latter passive-
ly accept the teacher's opinion of their
academic ability. Finally, when this
oceurs, the students will conform to

the teacher’s expectations.

If teachers convey expectations in
the manner suggested by Good and
Brophy it is essential for researchers
to pay attention to whatever happens
in the first phase. This is necessary
because the expectations formed in
that stage will later be translated by
the teacher into differential classroom
behaviour.

This brings us to another pertinent
question: How does one [orm expec-
tations about other people? In the
school situation, where teachers are
constantly secing new faces, what in-
formation are most likely to draw their
attention? What are the things or in-
formation that are used most often as
the basis of forming impressions or
expectations?

Studies on the formation of teacher ex-
peciations

Research on their bases of teacher
expectations often adopt a simple pro-
cedure. In many cases, teachers are
simply asked to make inferences about
some siudent’s present or future
academic achievement on the basis of
certain kinds of preperformance in-
formation. Most of these are
hypothetical cases.

In one study, Cooper (1979) asked
124 university studeats to predict the
performance of one student from an
average third grade class in spelling
iests. The participants were asked to
make their judgements based on five
kinds of information about the imagi-
nary student. They were also asked to
rank the five sources of information
according to their accuracy for es-
timating a student’s ability. Afler
analyzing the participants’ responses,
Cooper reported that they ranked the
sources of information in the follow-
ing order of importance:

classroom observation; standardized
tests; comments from previous
teachers; family background and
physical characteristics.

This rank order is significant be-
cause it indicated that the more
academically pertinent information
concerming the student were the ones
shaping teacher expectations.

Cooper also found a tendency for
university students to regard expecta-
tions based on these sources of data as
heing more accurate.

Other researchers like Bennett
(1979) reported quite similar results.
She found that the academic history,
race and social class of a student are
related to the teacher's expectations
of that student’s academic perfor-
mance. Dusek and Joseph (1983) also
carried out a meta-analysis of research
findings from seventy-seven studies.
Both researchers discovered five
bases which are related to teacher ex-
pectations. The bases arc cumulative
folder information, conduct, student
attractivencss, race and social class.
Of the five, cumulative folder informa-
tion and conduct were identified as
the ones providing teachers with ob-
jective and academically relevant
data. The teachers perceived these
sources as being highly reliable and
acecurate.

There was evidence, however, that
bases for forming expectations may
change as the teachers become more
experienced. Marwil, Marwit and
Walker (1978) noted that initially pre-
service teachers did not bave any ra-
cial bias but afier their teaching prac-
tice they scemed to be affected by the
race of the students. They also be-
came less tolerant of the transgres-
sions of black students, The three re-
searchers speculated that these pre-
service teachers may have been in-
fluenced by the supervising teachers.

The present study focus on the
*formation® aspect of teacher expecta-
tions. It will investigate whether cer-
tain kinds of preperformance data are
related to the formation of academic
expectations and if so whether the
choice has anything to do with
teacher’s experience, children’s own
ability, or subject content.

From the review of pertinent litera-
ture, we have scen that information
such as cumulative folder information,
standardized tests, conduct, race, so-
cial class and attractiveness have often
been used as the basis for forming
teacher expectations. In the present
study, however, only four types of in-
formation are provided. They are tesi
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score, conduct, social class, and at-
tracliveness.

The authoer’s prediction is that since
Singapore is a highly examination
oriented society, most of our teachers
will place their priority on the
children’s past performance, ie. scores
of previous tests.

However, it is ficlt that tcachers with
more experience in teaching will
realise that it is not right to consider a
single test score as an indication of a
child’s academic performance. This
impl.it:s that lhl,:]- aall not ];m!, 50 much
weight on lest score.

As teaching experience may be an
important factor in determine teacher
expectations, the sample in this study
consists of the 1984 intake of Certifi-
cate in Education (A’ Level) and
Diploma in Education (English
programme) trainces and in-service
teachers in the Further Professional
Certificate in Education programme.

Instruction

Two questionnaires are designed for
the study, each consisted of a series of
questions concerning the academic
achievement of a hypothetical student.
In all cases, the participating pre-scr-
vice and in-service teachers are asked
to choose from among the list of four
students, the one who is most likely to
perform well in a classroom test. The
questionnaires deal with students’
performance in Mathematics and
English. The subjects, Mathematics
and English, have been selected be-
cause it would be useful to find out if
pre-service and n-service teachers
rely on the same bases of information
for subjects which are very different in
nature. The two subjects differ, for
example in terms of concepis, con-
tents and skills. In view of these dif-
ferences, will teachers still use similar
sources of information about students
as indicators of the studeats’ academic
ability?

Each questionnaire consists of two
parts. In Part 1, pre-service leachers
and in-service teachers are presenied
with three cases about so-called top,
average and weak students, Three dif-
ferent ability levels are presented be-

cause in the Singapore situation, it is
normal practice to stream students ac-
cording to ability. It is therefore im-
portant to find out whether teachers
use different criteria to assess the
academic pcrformance of students
with different levels of ability.

In each case, positive or negative in-
formation about four students in a
class are given. The respondents are
asked to make a guess as to who is the
student who did particularly well in
the English or Mathematics tests at
the beginning of the year, and then to
predict which student will be more
likely to performwell in the end of year
examination. The information that is
provide includes details about the
student’s attractiveness, social class,
conduct and previous test score.
Thus, for one studeant, the information
given describes the student’s attrac-
tiveness in appearance, For another
student, the information indicates that
the student comes from a higher social
status famaly.

To illustrate, one of the cases states
that:

Someons says that Student H's family lives
in a semi-detached house. The student's
father iz a doctor.

Student G has been praised by a teacher
for being wall-mannered. The student e
very polite to the teacher.

Student J has an attractive appsarance.
The student is also neatly dressed.

Student R scored BOMDO in last week's
English test.

This is then followed by a short intro-
duction which states that at the begin-
ning of the school year the teacher
gave the class a test. After marking
the iest papers, the teacher an-
nounced that one student performed
extremely well. This student is one of
the four students described above.
Two questions are asked:

1.Who is this student?
2. Why did you select this student?

In Part 2, pre-service teachers and
in-service teachers are asked to
predict the four students® perfor-
mance at the end of the school year,
The respondents are required to rank
the four students (A rank of 1 is con-

sidered as the best performance and 4
is the indicator of the poorest perfor-
mance). Researchers like Cooper
have indicated that it is important to
find out if teachers continue lo use the
same source of information to form
opinions about students’ academic
ahility. In view of this, this part of the
questionnaire intcnds to find out if
teachers in the present study also con-
tinue to use similar sources of infor-
mation to predict student perfor-

mance at the end of the school year,
Procediires

The two guestionnaires are ad-
ministered in one sitting. Before the
questionnaires are distributed to
either the pre-service teachers or in-
service teachers, they are stapled
together. The stapling is donc in a
particular way. Half of the question-
naires dealing with the students’
Mathematics performance are placed
before questionnaires dealing with the
students’ performance in English.
This order is reversed for the
remainder of the English question-
naires and the rest of the question-
naires dealing with students’ perfor-
mance in Mathe matics. The question-
naires have becn arranged in this man-
ner in case the first questionnaire af-
fects the second questionnaire,

The questionnairés were randomly
distributed to the participants. The
participants were asked to complete
both the questionnaires in 30 minutes,
Instructions were also given that
should they feel that they did not want
to answer the questions they might do
so but they must return the question-
naires to the lecturer in charge of the
administration.

Of the 124 Cert Ed and 135 Dip Ed
trainees who were present, 112 Cert
Ed and 72 dip Ed trainees respectively
submitted the questionnaires duly
completed. All the 33 FPCE teachers
completed the guestionnaires.

Results and Findings
A frequency count of the returned

questionnaires showed that whilst
100% of the FPCE teachers com-
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pleted the questionnaires, many of Lhe
pre-service teachers did not respond.
9.7% and 46.7% of the Cert Ed and
Dip Ed trainees respectively opted not
to respond to the questionnaires.

The 12 Cert Ed and 63% Dip Ed
trainces provided a variety of reasons
to explain why they did not complete
the questionnaires. Some of the
traince teachers expressed indigna-
tion at having to respond to such ques-
tionnaires. For example:

You can take the questionnaires and
stuff it! Who or what do you think we
are? (A Cert Ed trainee comments)

Frankiy, this test insuits my intellect!
(A Dip Ed trainee comments)

Other trainees cxplained that they
could not form any judgements as in-
sufficient information had been

provided. For example:

There’s no way of answering. Infor-
mation provided is insufficient to come
up with any judgements. (A Cert Ed

trainee comments)

Data insufficient to draw conclusion.
No comelation. (A Dip Ed trainee
comments)

In the case of the FPCE group, one
would expect with their teaching ex-
perience they would be more reluctant
to form impressions of students on the
basis of a few sources of information.
However, contrary to the
investigator's expectations, all the
FPCE teachers completed the ques-
tionmaires. This could have been due
to their attitude. Being a more ma-
tured, highly motivated and enthusias-
tic group, they might have been more
co-operative and hence more willing
to participate in this study.

The Use of Four Sources of Information
Concerning Students as Indicators of
Academic Ability

For those who responded to the
questionnaires, the  study

hypothesised that of the four types of
information made available to the

teachers, (ie. students’ attractiveness,
social class, conduct and previous test
score), a student’s score in a previous
test would be used as the most prob-
able indicator of the student’s
academic ability ie. they would choose
the student with good test score in &
previous test Lo be the one who would
perform best in a later test.

The teachers’ responscs were
generally supportive of this
hypotheses. Most teachers (pre-ser-
vice and in-service) comsidered the
one with a good previous iest score as
the student who did best in the test
The FPCE teachers’ choice seemed fo
be affected by the known ability of the
students. Good SES was associaled
with good performance on the part of
top students whereas previous tesl
score of average students was taken as
an indication of good performance in
the test. For weak students the FPCE
teachers chose test score (Mathe-
matics) and SES (English) as in-
dicators of academic ability.

When the information about nega-
tive attributes were provided, the
teachers responded differently. Con-
trary to the previous case (positive at-
tributes), in the case of top studeats,
the most popular choice was conduct.
In all instances cxcept one, the
majority of pre-service and in-service
teachers chose the top student with
poor conduct as the one who did best
in the present test. The Dip Ed
trainees chose low SES as an indicator
of good academic performance of a
top student in Mathematics.

For average students, there was a
subject difference. For English, the
choices of pre-service teachers were
for unattractiveness. In the case of
Mathematics, the pre-service teachers
chose low SES. An equal number of
FPCE teachers selected unattractive-
ness and low SES as indicators of good
academic performance in English. In
the case of weak students, the teachers
considered students with low SES as
the best achievers in Mathematics and
English.

At first glance, the data obtaincd
seem to contradict the hypothesis that
teachers would tend to base their
choice on previous test score. But ac-

tually what we found bere are rather
consistent with the hypothesic. I the
fact that teachers chose the student
who had a good test score in the pre-
vious test to be the one who did best in
the test reflected this tendency to
focus on test score in predicting
academic performance, then their
belief that someone who did badlyina
previous test could not do well in the
test can be taken as a reconfirmation
of the importance of test score.

Implications

It is evident from the present study
that many pre-scrvice and in-service
teachers do form expectations on the
basis of limited sources of information
concerning students. This finding is
an important one as it shows exactly
what Tversky and Kaheman (1973)
found. These researchers have sug-
gested that people generally deter-
mine the probability or likelibood of
an event by using a number of heuristic
principles. The principles of
availability and representativeness,
for example, are often used by people
in making predictions. As testscore is
normally used as an indicator of
achicvement in school learning, it is
not surprising that when asked to pick
a student who was most likely to per-
form well in a test, most teacherschose
the student who had done well in a
previous test to be the one but did not
select the student who had done poor-
ly in the previous test. There is noth-
ing wrong to base one's expectations
on a single test score, What concerns
us more are the implications. Are
teachers aware thal their assessment
could be wrong? Will they treat stu-
dents differently when they hold dif-
fercnt expectations? And if so, will
the differential treatment affect the
students’ social and academic
development?

Even if pre-service and in-service
teachers can form judgements about
students before they have an oppor-
tunity to observe the students in class,
the teachers should realize that the
student who performed well in a test
may not have the same good perfor-
mance a year later. Pre-service and
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in-service teachers in the present
study, surprisingly, did not seem to be
aware of this and continued to rank
the one with good previous test perfor-
mance as the best achiever at the end
of the year examination,

That teachers may not change their
opinions has been stressed by re-
searchers. This brings us to the gues-
tion of whether it is safe to allow
teachers to have access to data con-
cerning a student’s record of past per-
formance, If teachers are exposed’
early in the school year to data con-
cerning students, then this may have
affecied their perception of the ability
of students concerned.

If information were to be released to
teachers, then more information
needs to be given as they will help the
teachers to be more objective in their
judgement of the student’s academic
ability. If teachers are exposed to only
limited data from the very beginning,
they may form an 'unbalanced’ view of
the student.

The fact that pre-service teachers
and in-service teachers have the ten-
dency to use test score as an indicator
of academic performance is of par-
ticular relevance to an examination -
oriented society like Singapore. The
possible effect of teacher expectations
on student performance is also a mat-
ter of concern. If self-fulfilling
prophecies do happen, then the stu-
dents who will suffer most will be those
being streamed into a "Mormal’ class.
It is interesting, however to note that
the FPCE teachers, being more ex-
perienced, have also taken SES and
even conduct into comsideration in
making judgements about studenis.

Conclusion

The findings and implications of this
study should, however, be viewed in
the light of its limitations. As the
population sample only consists of the
1984 intake of Cert Ed and Dip Ed
trainees and FPCE teachers cnroled
al the then Institute of Education, this
will necessarily limit the generalisa-
tion based on this study. Generalisa-
tions arc limited by the sources of
preperformance information that

have been selected. The pre-service
teachers and in-service teachers only
responded to four kinds of data con-
cerning the students. Finally, as the
study is simulational in character, its
findings may not be generalised to the
classroom setting.
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TAN YAP KWANG AND BEATRICE TAY

Education in the 21% Century
A Peek into the Future

The wise one knows what time it is.
Zen proverb

ow aware are we of the times we
live in? To what times do our
classrooms and we, as teachers
belong? These are questions we need
to ponder upon if our schooling
processes are Lo remain up-to-date,
There are two schools of thought.
One believes that sigmificant improve-
ments can be made under the existing
model of teaching, so long as there is
more of what appears to be linked with
improvement (like better qualified
teachers, more in-service training,
more homework). The other, an
emerging school, believes that once a
maturing system has reached its end,
there has to be a fundamental redesign
before significant progress can be
made.

The Aircraft Analogy

Robert Branson (of the State
Uniw:sity of Fk]rid;l} cites the hislul}f
of aircraft design as an analogy.
Speed, payload (how much a plane
can carry) and range (how far a plane
can fly) - these are the 3 factors that
have to be taken into account for any
defined mission. All threce cannot be
maximised simultancously. If you
wanl more speed, you must give up
cither range or payload. The first
aircraft use piston engine technology.
By the time of World War I (1940),

aircraft design in terms of airframe
and engine cfficiency had reached the
upper Limit of capability for piston en-
gines.

So, how did aircraft designers im-
prave the performance of piston-en-
gine aircraft beyond their theoretical
upper limit? They didn’t A totally
new power concept was introduced in
the 194is - the jet engine, which rep-
resents afundamental advancement in
technology. With the greater power
capacity of the jet enging, all of the 3
major flight variables, speed, range
and payload, could be completely
reset and reconsidered. The same 3
mission requiremcnis must still be
traded off, but aircraft with jet engines
fly faster, further and carry bigger
payloads than was possible with piston
cogines. What is important is that
aircraft designers were aware of the
technological advance, and knew what
to do with it when it was made avail-
able.

The pertinent question for us in
education is: "Are we at the piston
engine stage, and trying to make our
aircraft go faster by waxing its wings
more often? OR Have we found the
jet engine of education?” Our mission
requirements will rcmain the same,
but which system we use will deter-
mine the extent to which they can be
maximised.

Paradigms of Schooling

Let’s consider some paradigms of
schooling to determine what stage we
arc af:

The Socratic Oral Tradition

In the oral tradition, the teacher was
the focus, the transmitler of
knowledge and experieace. The criti-
tal issue is that instruction was a one-
way delivery. Later, students recited
orally, or prepared written work which
was evaluated by the teacher.

The Current Paradigm

Under the current model, the
teacher is still the principal source of
knowledge and experiemee, the
deliverer of information & the
gatckeeper and controller of the
knowledge-base. Compared with the
oral tradition, there is increased inter-
action between teacher and students.
Through time, better and more varicd
instructional materials have also be-
come available. Interactions among
students arc also a possibility. Never-
theless, a vast proportion of instruc-
tional time is still spent on transfer-
ring/presenting information, rather

We, like most other educationisis
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around the world, belong to the first
school of thought. We believe in the
improvability of the current system.
Hence, we look at what others are
doing, regarding say, different course
provisions, longer school days and
year, better and more intensive
teacher training, higher teacher
salaries, parental choice. There are
however, increasing numbers from the
second school who label reform at-
tempts as mere "quick fixes" which will
have no lasting effect. Why? Because
the process of schooling remains the
same --- a process which they see as
having reached its upper limit of
capability and which essentially is
technically obsolete.

Is the Current Paradigm Obsolete?

The current system of schooling is
teacher-centred and group-based.
Critics also liken current education to
being taken to the world’s greatest res-
taurant and being fed the menu, that
is, instead of eating the food, you eat
the menu card on which is printed the
food items. Students learn about
other’s thoughts and discoveries,
rather than explore ideas and make
meaning for themselves. This rather
extreme view illustrates how a
teacher-centred model may lose sight
of what learning is all about.

And even if learning the menu were
important, consider the advent of the
microchip which has in recent years
powered a rapid technological and
knowledge expansion. The microchip
has been responsible for develop-
ments in personal computers, digital
communications and factory robots.
There are now CD-ROMS, CD-Is,
computer networks, fuzzy logic, and
neural logic is on the horizon. In the
near future, all possible repre-
sentations of knowledge will be made
instantly available on notebook-sized
computers.

How possible is it for the current
system to keep up with information
expansion and technological advance-
ment? How time-efficient are
teacher-chalkboard presentations
and how much time and effort is there
left-over to deal with problems posed
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and monitor studcnts’ learning? To
begin with, we must mave away from
looking at the world from teachers’
eyes to looking at the world from
learncrs’ eyes.

The Technology-Bayed Paradigm

The proponents for change argue for
a new paradigm which incorporates
technological advances currently
available. Im the technology-based
model, the schooling process em-
phasizes leaming rather than teaching.
It allows the student 1o learn directly
from a daiabase, an experl system or
from other students, without having to
wait for the teacher to present instruc-
tion. There is an increase in the quan-
tity, and through time, quality of inter-
actions among students and with the
knowledge and expericnce bases. Stu-
dents access, exchange and process
information independenily of the
teacher and at their own pace. Those
who advocate this paradigm estimate
that the rate at which information is
accessed, exchanged and processed
will increase.

Of key importance is student initia-
tive in deciding how be learns, as well
as the breadth and depth of what he
learns. Teachers are then free to deal
with exceptions and problems, rather
than with routine, repetitive presenta-
tion of subject matter. Teachers are
facilitators and managers of pupils’
learning, not controllers and
regulators of the teaching process.

The assumption of this paradigm is
that technology is a learning- rather
than a teaching aid. Education has to
centre on how students learn.
Teachers cannot lead learning. They
can only encourage the learning
process by presenting ways of know-
ing, thinking and finding out about the
world to their students. Through
doing, sceing and manipulating sym-
bols, student construct their own
realities, their own understandings.
The starting point is to know that "All
understanding begins with our not ac-
cepting the world as it appears”, for
learning/reconstructing is about ques-
tioning and finding out for oneself.

Educating for Tomorrow's Werkplace

The technology-based paradigm
models the processes of the workplace
of tomorrow. Both learners and
workers will have to ask themselves
the same question, which is, "What do
I need fo leam so I can decide where
next to proceed I rather than “How can
I prepare myself for the next promo-
tionfexamination?" In this sense, there
will be no fixed and predetermined
learning or career path. Learners will
have to learn how to learn and how to
manage their own learning, just as
workers will have to learn how to
manage their own caréers,

Technology is evolving so fast that it
has changed relationships at work,
and concomitantly, jobs themselves.
It is estimated that the shelf life of
work skills will rarelyexceed ten years,
Lately, a series of articles in
Newsweck (June 14 issuc) and Straits
Times (July 19 & 20) addressed the
question of Jabs in the workplace of
the knowledge age. The main mes-
sage is: "If you leam something today
and you 're still doing it five years from
now, the only thing you can guarantee is
that you're doing it wrong.”

In fact, companies engaged in high
value-added activity recognise that, to
be at the forefront of business and
industry, retraining has to be integral
and on-going. Companies like IBM &
Apple Computer are already retrain-
ing their workers one day a month, just
so they can keep up in their fast-
changing industriecs. What can
schools do to prepare students for the
changing workplace? Let us consider
how views in the world of economics
and management have changed.

Economic Paradigms
Yesterday: The Command Model

Peter Drucker, the guru of modern
management, sees the world economy
as shifting from a command model to
a knowledge model, The command
model embraces Taylorism which
considers production workers to be
incapable of understanding the whole
"complex” production process.

Hence, the production line setup,
whereby supposedly complex work is
broken down into a multitude of
simpler repetitive jobs. And since
workers don’t kmow betier, products
are inspected for defects at the end of
the assembly line. Management has
the monopoly of knowledge and ex-
pertise, and assumes responsibility for
what is produced on the production
line. Mass production and inspection
for defects are the key characieristics
of the assembly line model.

Today: The Knowledge Model

Forty years ago, W. Edwards
Deming and J.J, Juran begam to
preach the gospel of quality. But it
wasn’t till the Japanese economy took
off that the Americans heeded the
message of Total Quality Manage-
ment. The most essential requirement
is to stop inspecting for failure and to
focus on empowering workers to do
productive work which prevents
failures from occurring in the first

place.
Let’s consider Deming’s 14 poiats of

Education has to
centre on how
students learn.
Teachers can only
encourage the
learning process by
presenting ways of
knowing, thinking
and finding out
about the world to
their students.




Creale constancy of

Institute training on the job.
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DEMING'S 14 POINTS TOWARD QUALITY

for improvement of product and service.
Management must be responsible for change.

Do not depend on mass inspection; build quality inte the product.

Do not award coniracts on the basis of price alone.

Improve constanily, and thus decrease cosis.

Supervisors should aim (o help people do a better job.

Drive out fecar, so that everyone may work effectively.

Break down barriers between departments to make teams.

ll] Eliminate slogans and targets for the workforce.

11. Eliminate numerical quotas for the workforce (& management).
12. Remove barriers that rob people of pride of workmanship.

13. Encourage education and sclf-improvement for everyone.

14, Take action to accomplish the transformation.

Quality: Central to Deming’s Way is
that workers must have a stake in con-
tinual product/service improvement
and that supervisors/managers are
facilitators, rather than taskmasters.
Peter Drucker defines such a manager
as: “responsible for the application and
performance of knowledge.” Workers
have expertise. It does mot matter
whether the job was formerly clas-
sified blue-collar or white-collar,
What matters is that knowledge rmust
be trealed like a resource.,

For example, machinists can just fol-
low orders given by their supervisars,
or they can use what they know in their
job to anticipate customers needs,
take charge of programming their
machines to fill highly customised or-
ders, anticipate troublespots, explore
possible solutions and in fact, io take
initiative and responsibility for
productivity and the guality of the
product pmdw:l:d.. To be the latter
kind of machinist would require con-
tinual upgrading of skills, to keep up
with market demands and improve-
ments in technology. Peter Drucker
would classify such a worker as a
knowledge-worker, whereas the one
who just does what he is told would be
called a service-worker.

The knowledge-worker is not a new
phenomenon to us. For aboul a
decade, we have had Quality Control
Circles and the Productivity Move-
ment. The question is: How can we
ensure that when our studenis leave

us, they have the skills and competen-
cies to be effective participants in such
workplaces?

Relevance of the Knowledge Age
Warkplace to Schools

Let’s pull the different strands
together: The model of schooling we
use is still basically the Secratic
teacher-centred model. The em-
phasis is on teaching. We present in-
struction and set the whole group the
same tasks, to prepare our pupils to
achieve fairly similar academic goals.
This is not dissimilar from Taylor’s
philosophy of production. Out in the
workplace, the emphasis on customer
service, quality products and on-time
delivery has made it necessary to ac-
knowledge workers as decision-
makers. Continuing advances in tech-
nology bave made necessary a
workplace cthos of continual learning.

The disjunct between the two sys-
tems is clear. There is no way that
teachers will be able to keep up in
terms of knowledge, Some crifics of
ihe teacher-centred model coniend
that reforms pertaining to teacher's
pay, qualifications and (raining will
not work because teachers are already
performing at their best, with piston
engine technology.

Up until recently, it was difficult to
envisage catering to individual
learner's needs without coming up
against the problem of high manpower

costs. Critics also contend that
teacher presentation of information is
variable, not just between teachers but
also for the same teacher from day-to-
day and from child-to-child. The ad-
venl of computer technology has
opened new vistas. Instruction can be
more leaming-centred. Computer
aided instruction does not vary, and
improvements made Lo that instruc-
tion are incremental, that is, they are
additive since they can be stored.
There is the opportunity too for the
individual pupil to learn at his or her
ownm pace - there is no holding back of
other’s progress and the possibility of
deciding how much breadth or depth
he or she wants to explore say a certain
topic.

A Different Role for Teachers

The role of teachers will therefore be
different. The teacher will have to be
a manager of learning and be able to
help students do a better job of learn-
ing. This is less content-based and
more skills- and competency-based.
The way we look at schooling is dif-
ferent and therefore changes in objec-
tives and in programmes are needed.
Schools, that is, principals and
teachers will have to "refool” towards a
jet engine of education. Just as
aircraft designers knew about and
knew what to do when faced with a
technological advancement, we
should not just be aware of advances
in computer technology, but explore
ways of incorporating that technology
into the educational process. That
way, we cosure that our students arc
ready to participate in the workplace
of the knowledge age when they leave
school. i

Preparation for Life After School

So what are the skills and competen-
cies needed in the workplace of the
knowledge age? The US Department
of Labour established a group, the

s Commission on
Necessary Skills (SCANS) to identify
the skills and knowledge students
need to make the transition from
school to work successfully. Their




first report, What Work Requires of
Schools: A SCANS Report for America
2000, identifies two elements in
"workplace know-how": a sct of 3 foun-
dation skills and a set of 5 competen-
cies that are at the core of job perfor-
mance.

Foundation Skills
There are 3 foundation skills:

® Baysic skills, such as the ability to
read, write, perform arithmetic
and mathematical operations,
and to listen and speak effec-
tively,

® ihinking skills, such as the ability
to think creatively, make
decisions, solve problems,
visualize, and know-haw to

learn; and

® personal gualities, such as dis-
playing responsibility, sell-es-
teem, sociability, self-manage-
ment and integrity and honesty.

Workplace Competencies

The 5 broad competencies which
employees need are:

@& Resource management, that is
the ability to identify, organise,
plan and allocate resources
(such as time, monecy, human
resources, materials and
facilities);

o interpersonal skills, that is the
ability to work effectively with
others, eg participating as a
member of a team, teaching
others mew skills, serving
clicnts, exercising leadership,
nepotiating and working with
different kinds of people;

® information use, that is the
ability 1o acquire, evaluate, in-
terpret and communicate infor-
mation, as well as to usc com-
puters to process information;

e systemns analysis, that is the
ability to understand complex
interrelationships within (and
betweein) systems, monitor and
correct performance within the
system, and improve or design

SECRETARY'S COMMISSION ON ACHIEVING
NECESSARY SKILLS (SCANS)

An illustration of the need for the five competencies
in the value-added workplace.

A worker in the manufacturing sector might be expected to:

® develop a plan to show how a production schedule can be maintained
while siaff members are being trained in a new procedure [resource

managermeni];

® help brainstorm ways to involve two limited-English-proficiency
team members in discussion on quality control [{nterpersonal skills|;

® analyze statistical control charts to monilor error rates [information

usel;

# analyze a painting system and suggest ways (o minimise system-down
time and improve paint finish [systems analysis];

® evaluate and make recommendations on the mapagement of three
new spray guns, laking into account the costs, health and safety

[technology use].

new systems;

® fechnology use, that is the ability
to select appropriate tech-
nologies or tools for a task,
apply technology 1o a task and
maintaia and troubleshoot
equipment.

Relevance of SCANS list

The skills and competencies listed
are generalised from more specific
ones required of workers in high
value-added workplaces. We cater
for the basic skills, and to an extent
thinking skills. Developing the other
skills and competencies im our stu-
dents will require classrooms to be
shaped differently, to enhance the
chances for learning. The emphasis is
on 'uility". Just as in the workplace,
the cmphasis has to be on applying
knowiledge, on knowledge as a means
to an end (obtaining social and
economic results).

To this end, the Commission argues
that learning in order "to know” should
not be separated from learning in
order "to do®. Concomitantly, SCANS
concluded that learning should be "in
context”, that is learning content
through solving realistic problems.
One example given is the application
of chemistry to say the problem of
growing grass/weed control (in our
context), Another example addresses
the question of more realistic contexts
for writing tasks. SCANS points to the
greater purpose-orientation of
workplace writing tasks. This suggests
that even for basic skills, the "how" and
the contexts within which we develop
these skills need to be reviewed con-
tinually.

Central to the changes are the tech-
nologies that have caused the changes
in the workplace. Computer technol-
ogy can provide a range of contexis
and resources for learning: There is
computer-based instruction which
gives feedback and monitors the
progress of individual students. On a
simpler level, word-processing makes
it easier for studenfs (o wrile multiple
drafis of a paper. The computer can
be used to access and store informa-
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The role of teachers
will be different.
The teacher will
have to be a
manager of
learning and be
able to help
students do a
better job of
learning.

tion. And with the development of
networks, databases all over the world
can be tapped for information.
Through networks too, opinions and
results can be sent and exchanged on
joint projects, between participants
around the world.

Your reaction could well be that this
is nothing new, and indeed our schools
are very well-resourced.  Whatever
our level of physical resources, the
change-driven times in which we live
require that we continually reflect on:
"Who are our custorners and how besi
can we serve them?” and "What is the
bestuse we can make of our resources”
Managing change means that we our-
selves have to learn to learn and to
question what and how we do things.

The above-mentioned uses of tech-
nology represent possibilities by which
different modes of learning can be

combined - computer-based with
more convenlional material, indoor
exploration and outdoor data-gather-
ing, individual and teamwork. More
importantly, the student is an active
learner, making choices as to what
next to explore and making decisions
as to which issue(s) to address, which
sources more reliable. He or she
needs to be so in order to learn inde-
pendence and responsibility for his or
her decisions. The workplace of the
knowledge age offers freedom. Owr
students need to learn how to manage
that freedom, for then theywill be able
to make sense of and manage change.
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Transformational Leadership

In the past quarter century, rescarch
on leadership has consisiently
focused on two dimensions of leader-
ship behaviour, These behaviours
reflect a concern for accomplishing
the tasks of the organisation and a
concern for relationships among
people in the organisation. The chal-
lenge has been to identify attributes to
effective leadership and circumstan-
ces which particular behaviours or
styles are the most effective in dif-
ferent settings.

Characteristic traits of effective leaders

Stodgill (1950) defined leadership as
"the process of influencing the ac-
tivities of an organised group toward
goal setting and goal accomplish-
ment.” He had earlier attempted to
search for common traits in effective
leaders but found Little consistency in
his findings. In 1981, however,
Stodgill’s analyses revealed a number
of traits which consistently charac-
terised effective leaders. These in-
clude

® sense of responsibility

e concern for task completion
® EneTgy

® persistence

# risk-taking

& originality

® self-confidence

# capacity to handle stress

# capacity to influence

® capacity to coordinate the ef-
forts of others in the achieve-
ment of purpose

Situational contingency theories

Situational contingency theories had
been proposed by Hersey and
Blanchard (1982) and Fielder,
Chemers and Mahar (1977). Accord-
ing to Hersey and Blanchard the situa-
tion is defined by professional
maturity and psychological maturity
and leadership behaviour bas two
dimensions: the task behaviour and
the relationship behaviour. The theory
proposes four types of leadership be-
haviours, each of which is appropriate
to a particular level of maturity. With
increasing maturity, the leader should
move through styles from telling to
selling to participating and delegaling.

To Ficlder, leadership style is an in-
nate attribute of our personality which
provides our motivation and deter-
mincs our gencral orientation when
exercising leadership. Leadership be-
haviour refers to particular acts which
we can perform or not perform if we
have the knowledge and skills, and if
we judge them appropriate at the time.
Task motivated leaders tend to be best

fow__RELATIONSHIP _high

low

TASK

telling selling

high

Fig. 1 Situational Contingency Theory
(Hersey and Blanchard)

suited to situations which are either
highly favourable or highly un-
favourable according to the extent to
which tasks are structured, where
there are good leader-member rela-
tions and when the leader has position
power. Relationship-motivated
leaders are best suited to situations
which are moderately favourable on
these dimensions.

Management and Leadership

Kotter (1990) made a significant
gontribution by making a clear disting-
tion between the concept of manage-
ment and leadership. "Management is
about coping with complexity ... Good
management brings a degree of order
and consistency to key dimensions like
the gquality and profitability of
products. The activilies of manage-
ment are planning and budpgeting, or-
ganising, controlling and problem

Leadership is about
coping with change.
The activities of
leadership are giving
directions, aligning
the workforce and
motivating the

‘ people.




solving. In contrast, leadership is
about coping with change, The ac-
tivities of leadership are giving direc-
tioms, aligning the workforce and

Emergent trends

Today, we recognise some emergent
trends from the recent advances in
knowledge about leadership.

1. Emphasis should be given to
Transformational rather than Trans-
actional Leadership. In 1978, James
MacGregor Burns identified two
broad kinds of leadership, transac-
tional and transformational. Accord-
ing to Burns, leadership is exercised
when persons with certain motives and
purposes mobilize resources so as to
arouse and satisfy the motives of the
followers. Transactional leadership
focuses on basic and extrinsic motives
and needs. It is based on exchange; the
leader and the follower exchange
needs and scrvices in order to ac-
complish independent objectives.
They do not share a common stake in
the enterprise and thus must arrive at
some kind of agreement. This kind of
leadership tends to maintain status
quo and works within the
organisation’s culture. It leads to
recognised reward for meeting stand-
ards and does mot lead to high levels of
personal commitment and personal
growth. The followers are not ex-
pected to change personally and the
focus is mainly on operational details.

In transformational leadership,
leaders and followers are united in
pursuit of higher-level goals common
to both. Transformational leadership
is first concerned with higher order
psychological needs for estecm,
autonomy and self-actualization and
moral questions of goodness,
righteousness, duty and obligation.
Transformational leaders create a
vision of the future and communicate
the vision to stakeholders, organisa-
tion members and the public. They
seck to implement the vision in the
organisation, putting great faith in
people and creating a positive role
model. The focus of such leaders is on

big issues, on what is right and good
and not on what is normal or popular.
They display self-confidence and
inner strength and is seen by followers
as being fair, of high integrity, open,
supportive but firm and with high ex-
pectations. Symbolism is used to
simplify complex issues. Transforma-
tional leadership has significant ef-
fects on the followers. It Lifts the fol-
lowers to higher levels of needs; pet-
ting them to transcend their own self-
interest for the sake of the team, or-
ganisation, or larger polity. The fol-
lowers become self-motivated and
self-regulated and display higher self-
confidence and increased awarcness
of the organisation’s culture - its
values, philosophy and goals and ways
of reaching them. The organisation
focuses on big issues. Followers are
able to produce extraordinary effort
beyond the stated expectations of the
leader and they display trusi, respect
and admiration for the leader. This
leads to a sense of community, loyalty
and commitment among the followers
and produces greater productivity,
better outputs and increased
creativity.

Bass (1985) added the "expansion of
the followers” portfolio of needs and
wanis instead ol just altering the need
level on Maslow’s hierarchy of needs.
Secondly, Bass differed with Burns in

Transformational
leadership is first
concerned with
higher order
psychological needs
for esteem,
autonomy and
self-actualization
and moral questions
of goodness,
righteousness, duty
and obligation.

Leadership forces

Technical

Human

Educational

Symbolic

Cultural

Theoreiical construct

the capacity to plan, organise, coordinate and
schedule

building and maintaining morale, encouraging
growth and creativity and involving pcople
in decision-making

the capacity to work with stalf to determine
student needs and develop curriculum
and to provide supervision

selective attention, purposing and modelling

developing climate, clan, culture, having
tightly structured values and a loosely
structured system, having an ideology and
providing meaning

Fig. 2 Leadership Forces




Real education will
depend on a
relationship
between the leader
and the teacher, the
teacher and the
teacher, the teacher
and the pupil, and
the pupil and the
pupil.

that he placed emphasis on the ob-
served change in followers and argued
that the same dynamics of the leader’s
behaviour can be of short or long term
benefit or cost to the followers. Burn,
on the other hand, emphasised on
whether society ultimately benefits
from the leader’s actions. The actions
are transformational only if socicly
bencfits from them. Thirdly, Bass ar-
gues that conceptually and empirical-
ly, leaders will exhibit a varicty of pat-
terns. of both transactional and trans-
formational leadership in different
amounts and intensitics.

2. Transformational leaders have a
vision for their organisations and this
is communicated to the followers who
also share the vision of the leader. A
vigion is defined by Bennis and Nanus
{1985) is a mental image of a possible
and desirable future state of the or-
ganisation ... as vague as a dream or as
precise as a goal or mission statement.
Starrat (1986) emphasised that the
school vision must pervade day-to-day
activities. One facet of this theory is
that *the leader articulates the vision in
such compelling ways that it becomes
the shared vision of the leader’s col-
leagues, and it illuminates their ordi-
nary activities with dramatic

significance’. Institutionalising vision
with its meaning and values embedded
in the culture of the school is also im-
portant in bringing about 'communal
institutionalising of meaning’.

3. In transformational leadership,
symbols are important for the com-
munication of meaning by leaders and
according to Bennis and MNanus, the
communication of vision requires the
communication of meaning. Ser-
giovanni (1987) the person who ap-
plicd Burns’ theory to education as-
serted that "At the heart of these chan-
ges is the view that the meaning of
leadership behaviour and events to
teachers and others is more important
than the behaviour and events them-
selves. Leadership reality for all
groups is the reality that create for
themselves, and thus leadership can-
not exisl separate from what people
find significant and meaningful.” Sym-
bolic and cultural aspects of leader-
ship have to be a feature in the studies
of transformational leadership. Ser-
giovanni contributed by providing a
useful classification of what he called
“leadership forces", ¢ach of which "can
be thought of as the means available to
leaders to bring about or prescrve
changes needed to improve schooling’
(Fig 2). Sergiovanni also emphasized
that the leader has an important role
in developing the culture of the or-
ganisation.

4. Sergiovanni (1990) developed the
stages of leadership by bartering - the

| leader and the led strike a bargain

within which the lcader gives to the led
something they want in exchange for
something the leader wants [still trans-
actional|:

@ Leadership by building - the leader
provides the climate and wnterper-
sonal support that enhances the
led’s opportunities for fulfilment of
need for achicvement, respon-
sibility, competence and esteem.

e Leadership by Bonding: leaders
and led develop a set of shared
values and commitments that bond
them together in a common cause.

s Leadership by Banking: leader
banks the fire by institutionalizing
improvement gains into the
everyday life of the school.

@ Leadership by building, bonding
and banking is more transforma-
tional.

5. An effective leader empowers his
followers by involving him in every-
thing that happens in the organisation
and encouraging everyone to take in-
itiative and developing self-managing
teams. To foster involvement in the
tcam concept, a leader has to listen
carefully, share ideas and information,
recognize achievement, and celebrate
the "small wins" of day-to-day perfor-
mance.

6. The leader needs to make a
paradigm shift and include reflection
in his pedagogical paradigm. His
paradigm includes the context, ex-
perience, reflection, action and
evaluation. Reflection will give depth
and quality to the leader especially in
a fast paced, complex and technologi-
cal world. This is especially essential
because education is a human
enterprise. However much the learn-
ing process is pervaded by technology
and information now and inthe future,
the learners will still be human beings
with all of the same needs and at-
tribuies that humans have throughout
history.

Real education will depend on a
relationship between the leader and
the teacher, the teacher and the
teacher, the teacher and the pupil, and
the pupil and the pupil. Human rela-
tions will continue to lie at the heart of
educational leadership.
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Instructional Leadership:
Principal and Teacher Perceptions in

Some principals say
I don’t know how

Primary Schools

Some principals do

Manage school routinely with

organized systems, and

I'wasn’t trained or
prepared

I don’t have time

school is headed by a principal
whose role has changed over the
years. In the 1930s, he was looked
upon as the head teacher. Later on, he
was rcgarded as the ‘leading
professional’ - a master teacher in the
school. In the early 1980s, his role was
redefined as the “chief executive of-
ficer and leading professional’ (Mor-
gan & Bell, 1982), a concept which is
still widcly accepted today. The
school is a complex social system of
people where ‘everyone is an observer
of others and thus bas certain percep-
tions and expectations of bow those in
other roles will behave' (Dwens,
1970). Hence, the organisational
productivity of a school, its academie
achievement, was suggested to be re-
lated to the perceptions of staff mem-
bers. Itis with these as a backdrop that
a study of principal and teacher per-
ceplions in Singapore primary schools
was made i 19851990,
The literature on ¢ducational
leadership has established the impor-
tance of the principal’s instructional

Demonstrate knowledge of
instruction and curriculum, and

Work with teachers on instruction

- Hord, 1984

leadership role in primary schools.
However, researchers and academics
{e.g. Brown, 1981; Larsen, 1984;
Acheson, 1985; Andrews & Soder,
1987) have come up with different
definitions of instructional leadership
- SOMme narrow concepts and some very
wide oncs. The narrow concepts
limited it to classroom supervision and
curriculum matters only whercas
some others included other dimen-
sions like staff development, stalf
relationships and student discipline as
well. Despite the varied definitions,
most of them cover several underlying
arcas of commonality. In this study,
Brown’s (1981) four dimensions of
"management of instruction”, “cur-
riculum concerns”, "supervision of in-
struction”, and "personncl concerns”
were coupled with the dimension of
*staff development” identified by Ser-
giovanni & Elliot (1975), Larsen
(1984) and Acheson, (1986) to make
up the five dimensions of instructional
leadership,

The Instructional Leadership Dimen-
sions

For the purposes of the study, these
five dimensions were defined as fol-
lows:

Management of instruction

This refers to the principal’s
management of the school program-
mes. The instructional programme
refers directly to the mode of instruc-
tion that goes on in the school. His
ability to guide or co-ordinate the
work of committees responsible for
reviewing plans and teaching
methodology can enhance the cur-
riculum. Other activities that come
under this aspect of mstructional
leadership include supervising the
selection of materials, the planning
and/or selection of the programme
scope and sequencing of instruction,
unit construction and the design of

activities.
Supervision of instruction

This is a very familiar aspect of what
principals do as instructional leaders
in schools. He has 1o ensure that the
instruction benefits the pupils. Super-
vising and monitoring teaching/in-
struction in the school assures the
principal that there is effective in-
struction going on in the classrooms to
achieve the curriculum goals. The
classroom visits should diagnose
problematical teaching method-
ologies and offer constructive sugges-
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tions to improve them. The principal
should also check on student work and
test scores, and be aware of their inter-
ests, aptitudes, motivation and values.
All these have an impact on how the
principal supervises instruction in the
school.

Curmiculurn concems

The principal has to provide a mean-
ingful curriculum programme for the
pupils. He has to co-ordinate and or-
ganise the curriculum as well as ad-
dress issues related to the teachers
and pupils. This will enable him to
attain the school’s curriculum goals.
The concern should also be
manifested in his willingness to work
with the teachers to study and inter-
pret the changing demands of socicty
that would require a concurremt
change in the curriculum and instruc-
tional strategies.

Persornel concemns

The principal has to ensure that the
human resources at his disposal are
judiciously deployed to benefit the
school. He needs to know his teachers
well - their interests and abilities - (o
caable him to sclect and deploy the
best teachers for each appointment or
task. To do this, the principal has to
adopt an open, professional outlook
which contributes to staff morale

upliftment.
Staff development

The school depends on the expertise
of its members for organisational
productivity. Teachers, being closest
to the classroom situation, have direct
influence on the success of the instruc-
tion and curriculum, The principal has
to focus on staff professional develop-
ment through the reading of profes-
sional and related Llcrature, atfen-
dance al in-service courses,
workshops and seminars and the con-
duct of staff sharing sessions. He
would also have to induct mew
teachers, identify the needs of
teachers and select suitable courses
for his staff.

Methodology and Data Collection

The study employed an ex-post facto
correlation design where the re-
searcher “rather than creating the
treatment, examincs the effects of a
naturally occurring treatmeant after
the treatment has occurred” (Tuck-
man, 1988).

Data for the study were obtained by
surveying the perceptions of 70
sclected principals and 350 teachers.
Five teachers were randomly selected
from each of the seventy schools. Only
those principals and teachers who bad
served in the present schools for at
least two years were included in the
survey, To minimise the occurrence of
misinterpretation of the items, only
English-medium tcachers were sur-
veyed.

The 149 schools with principals who
have served the present schools for at
least twa years were categorised info
two strata of high-achieving and low-
achicving schools based on the 1988
Primary School Leaving Examination
data with 86.0% being taken as the
cut-off point between the two
categories. A random sample of 35
schools was taken from each of these
two strata.

A 34-item Principal Instructional
Leadership Questionnaire, adapted
from Brown’s (1981) study, was
utilised to gather data for the study.
Parallel questionnaires were dis-
tributed to the principals and teachers
in the sample. The study received a
very high response rate of 98.6% from
the principals and teachers sampled.
This facilitated the drawing of con-
clusions that could be generalised to
schools in Singapore with similar char-
acteristics.

The study focused on research ques-
tions related to the perceptions of
primary school principals and
teachers regarding the principal’s per-
formance of the instructional leader-
ship role. Among the qucstions ad-
dressed were:

1. How different are the percep-
tions of principals in high- achieving
schools on their instructional leader-
ship role performance as compared

to their colleagues in the low- achiev-
ing schools?

2. How different arc tcacher per-
ceptions of the principal’s imstruc-
tional leadership role performance in
the high-achieving schools as com-
pared to those of teachers in the low-
achieving schools?

3. What is the extent of disagree-
ment between principal and teacher
perceptions of the principal’s instruc-
tional leadership role performance in
the high-achieving schools as com-
pared to the extent of disagrecment in
the low-achieving schools?

These three questions gemerated
eleven null hypotheses which were
analysed descriptively and inferential-
ly.

Main Findings

An analysis of the data collated from
the principals of high-achieving and
low-achicving schools show no sig-
nificant differences between their self-
perceptions in each of the five dimen-
sions of instructional leadership. The
overall ratings, however, show that the
principals in the low-achieving schools
rated themselves higher than their
counterparts in the high-achieving
schools. The highest scores in three
out of the five dimensions i.e. super-
vision of instruction, curriculum con-
cerns and staff development, were
returned by principals in low-achiev-
ing schools. Both groups of principals,
however, ranked the five dimensions
of instructional leadership in the same
order: personnel concerns, staff
development, supervision of instruc-
tion, curriculum concerns and
management of instruction.

Owerall, teachers in the high-achiev-
ing schools perceived that their prin-
cipals performed the instructional
leadership role more frequently as
compared to the perceptions of the
teachers in the low-achieving schools.
The difference in perceplion is sig-
nificant in all the five instructional
leadership dimensions. This finding is
in line with the earlier research find-
ings of Andrews & Soder (1987), Lar-
sen (1984) and Wellisch et al (1978).




An interesting observation was that
teachers in both types of schools
ranked the five dimensions of instruc-
tional leadership in the same order of
impaortance as the principals did, with
personne] concerns and staff develop-
ment similarly being identified as the
two most important CONCErns.

When the principal-teacher dif-
ference of perceplions were analysed,
it was found that there was less dis-
agreement (or greater congruence) in
perceptions between the principals
and teachers in high-achieving schools
as compared to their colleagues in the
low-achicving schools. However, in
both high-achieving and low-achiev-
ing schools, the principals’ self-per-
ceptions were higher than the
teachers’ perceptions regarding their
principal’s performance of the in-
structional leadership role.

Comments

The finding that principals of both
high-achieving and low-achicving
schools did not hold significantly dif-
ferent perceptions of their instruc-
tional leadership role performance
suggests that more frequemt perfor-
mance of this role by the principal
does not indicate the presence of high
school academic achievement. This
does not scem to be in line with the
garlier research findings of Pink
(1983), O'Day (1984), Krug (1986),
Andrews & Soder (1987) and Collins
(1987) that support a positive relation-
ship between the performance of in-
structional leadership and school
academic achievement. They found
that a higher level of instructional
leadership performance was linked to
high school academic achievement.

The principals” high self- perceptions
of their instructional leadership role
performance in this study suggest that
all principals perceived it as an impor-
tant responsibility, similar to whait the
literature has always maintained (e.g.
Gorton, 1976; Siefert & Beck, 1981;
Hallinger & Murphy, 1982; Keele &
Jenkins, 1984). In contrast, Acheson
and Smith (1986:12-13) suggested that
principals should project a lower
profile as the instructional leader by

delegating part of the role to their
vice-principals and heads of depart-
ments. The study data however, did
oot seem to support this suggestion
since the principals in the study took
on the instructional leadership role
very often even though more than half
of the sample schools had the services
of vice-principals and heads of depart-
ments,

The non-significant differences be-
tween the principals’ sclf-perceptions
as well as the high self-ratings is in-
compatible with most of the literature.
This should alert administrators and
others interested in the perceptions of
principals regarding the instructional
leadership role to the possibility of
simultaneous over-rating and
similarity of perceptions of the prin-
cipals as subjects of research.

In contrast, the teachers in the high-
achieving and low-achieving schoals
had significantly different perceptions
of their principals’ instructional
leadership role performance. This
maftches the research literature which
repeatedly indicated a positive
relationship between the principal’s
instructional leadership and school
academic achicvement (e.g. Wellisch
et. al., 1978; Pink, 1983; Larsen, 1984;
'Day, 1984; Collins, 1987; Andrews
& Soder, 1987). Based on these as a
premise, anyone collating data on
principals based on perceptions
should seriously consider the percep-
tions of ‘significant others” - teachers
in this case - and not rely solely on the
sclf-reports of the principals themsel-
ves. This is significant in the contexi of
Gorton’s (1976) statement that
‘teachers are in the best position to
develop expectations of the principal’s
role’.

The study also found less disagree-
menl between principal and teacher
perceptions in the high-achieving
schools as compared to the data in the
low-achieving schools. According to
Hencley, McCleary and McGrath
(1970), “if principals are not perceived
by their staff - significant others in the
complex school organisation - to fulfil
the expectations of the role and paosi-
tion, the teachers’ satisfaction, effec-
tiveness, confidence in the leadership,

and, attitude to work, will be affected’,
This could explain the magnitude of
the difference in perceptions between
principals and teachers in the low-
achieving schools. Purkey and Smith
(1982) put it more succinctly when
they hypothesised that congruent
principal and staff perceptions of the
principal’s instructional leadership
may be expected in high-achieving
schools. Greater congruence between
principal and teacher perceplions in
the high-achieving schools could have
resulted from good staff support for
the principal which Davenpaort (1984)
insisted was a mecessary condition if
principal instructional leadership
were to have an impact on school
academic achicvement. On the other
hand, the lack of rapport between the
principal and teachers in the low-
achieving schools could have
generated a fecling of ignorance or
reseniment of the principal’s actions
as the instructional leader. This, ac-
cording to Caldwell and Lutz (1978),
dampens school organisational
productivity - school academic
achievement.

Conclusion

The study has shown that principals
and teachers in our primary schools
regard instructional leadership as a
very important role played by the prin-
cipal. It has alse shown that there
seems to be an association between a
high performance of principal instruc-
tional lcadership and high school
academic performance even though
there was no attempt o uncover a
causal relationship between them.

Improving congruence or reducing
disagreement between principal and
teacher perceptions of the principal’s
instructional leadership role will ob-
viously be advantageous for the
schools. School principals maywant to
pay attention to this aspect of their
activities since this congruence of per-
ceptions somehow co-exists with
higher school academic achievement.

Since principals perceive themselves
as good instructional leaders, it is left
to the ingenuity of the principals to
decide how they can ensure that their
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stalf arc not ‘ignorant’ of or ‘resent’
their attempts at performing the in-
structional leadership role well. It
might be prudent for us to guard
against being detracted from perform-
ing this role well, since,

‘A lack of clear parceptions of the
principal's instructional leadership may
divert the principal towards parforming mons
perfunctory administrative tasks instead of
carrying out the instructional leadership rola’

(Mazzarella, 1976:12).
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LEE Ol KAM

Forging A School Identity -
The Clementi North Experience

Clﬁmcn:i North Primary School,
like any other institution, strives to
create an identity. The term "school
identity’ is a multi-faceted expression
which can be interpreted differently
by different people. To borrow an ex-
pression from the corporate world,
identity means "the sum of all the ways
a company chooses to identify itself
with allits publics.” (Margulies, 1977).
However, in the Clementi North con-
text, it refers to the task of developing
a distinctive character and an image
with which pupils and tcachers can
identify with pride.

This paper describes a project car-
ricd out at the school with the aim of
creating such an identity.

Background Of The School

Clementi North Primary School was
established in 1984, It is a typical
neighbourhood school. Its first batch
of pupils and teachers was drawn from
a cross-section of schools in Clementi,
Queenstown and West Coast. When il
first started functioning, it had a
school population of 980 pupils and 49
teachers. The majority of the pupils
cam¢ from homes whose parents were
blue-collar workers and the most com-
mon home languages were Mandarin
and Malay, The pupils and teachers
came to the school bearing their dif-
ferent identities and aspirations.

Forging An ldentity - The Rationale

The "Clementi North’ identity serves
as a binding force for its pupils, staff
and parcnts so that they can identify
with the school’s aspirations and
goals. Clementi North Primary School

has no illustrious history. Meverthe-
less, the administration firmly believes
that no matter how modest a school
may be, it has the potential to grow and
scale new heights in terms of pupil
achievement and development. All it
needs is proper guidance for it to get
onfo the achievement bound track.

Objectives OFf The Project

To inculcate in pupils and staff a
sense of :

e corporate pride

@ ownership of shared vision and
goals

e teamwork and responsibility

e loyalty and love for the school
Project Description

The scope of this project spanned a
two-year period from January 1989 to
December 1990. It wvolved pupils,
staff and parents.

A commitice comprising key person-
nel of the school was formed in
January 1989. Its main objective was to
look into different aspects of the
school and explore strategies which
would help to forge a school identity.
The emphasis was on promoting
school pride and spirit,

Before mapping out the strategies,
the administration examined the
sirengths and weaknesses of the
school in terms of pupil input, quality
of staff, parental support and track
record. In the context of Clementi
North, it was necessary to rescue the

Clementi North
Primary School has

no illustrious
history.
Nevertheless, the
school firmly
believes that no
matter how modest a
school may be, it has
the potential to grow
and scale new
heights in terms of
pupil achievement

and development.
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school from inertia and ‘imject’
momentum into it. The key lay in stir-
ring the human will and motivating it
to optimum performance. This in-
volved capturing the heart and minds
of the school community and this
psychological thrust could best be ef-
fected by the forging of a school iden-
tity.

In forging the school identity, the ad-
ministration had recourse to a reper-
toire of mechanisms. The mechanisms
are the declared goals of the school, its
vision, the strategies to promote
school pride and spirit, and the at-
tempts made to involve parcnis as
partners in education. Parents are the
best advertisers for the schoal.

Implementation
Forging a Common Identity

For a school, a badge or a mottois a
statement of its cherished values and
its mission. The significance of the
school flag, the crest and its motio
were carcfully explained to the pupils
at assembly. The school’s motto 'Strive
to Excel’ is reflective of the school
vision, that is, all pupils can achieve
and that the school population plays a
pivotal role in making the vision a
reality. Sharing the school's aspira-
tions with the pupils gave them a sense
of direction.

A "Code of Conduct’ - the 4Cs, was
introduced to the pupils. The 4Cs are
"Courtesy, Co-operation, Carcfulness
and Consideration." This code of con-
duct secks to foster a sense of identity
words were set to music by the music
teacher. It was, and still is sung by the
pupils at Assembly every Monday and
at special school functions. This
served as a constant reminder that
such were the beliefs and values of all
those who were part of the school
coOmmuNIty.

Every aspect of the 4Cs was high-
lighted. An example was the Let’s Be
Considerate Month. A 'Good Deed
Tree’ was set up for pupils to record
their friends’ acts of consideration, A
talk on consideration was given by the
maoral education teacher at Assembly,

Sketches and essay competitions were
also conducted. Another activity to
help pupils internalise the considera-
tion aspect was "The Task for the
Week® for the whole school popula-
tion. The identified task was
prominently displayed at the foyer.

The school cheer "Nothing less but all
the best’ was yet another way of raising
pupils’ consciousness of what the
school hoped to achieve. The words of
the school cheer were composed by
the pupils. A Cheer Competition was
held to select the best cheer. In addi-
tion, the teachers created a design that
embodied the school spirit. This
design was then printed on T-shirts. In
this way, both teachers and pupils
were encouraged to refleet upon the
schoal’s aspirations. The school cheer
team made its appearance at school
functions and competitions to ener-
gise the school spirit.

School functions were celebrated
with solemnity and dignity. Each func-
tion had its own set of procedures
which were carried out from one year
to the next. An example is the Sports
Day. The March-Past signalled the
commencement of the Sports Meet
and ended with the school population
participating in the school cheer. In
the same vein, the Chinese New Year
Concert always ended with the
prefects giving oranges and cards to
the teachers as a sign of respect.

Thus, by resorting to visual and be-
havioural manifestations such as the
crest and its motto, the 4Cs as the code
of conduct, the school cheer and fixed
procedures for school functions, a dis-
tinctive character for the school would

gradually emerge.

Projecting a Positive Irmage

It was important that a visible signal
be conveyed to the school population
that Clementi North intends to be an
achieving school. The atmosphere of
the school contributes quite sig-
nificantly to the development of a
positive image. Step into Clementi
North and the *Strive for Excellence’
spirit permeates the air. The Achieve-
ment Board, the series of photographs
depicting the highlights of the year, the

The atmosphere of a
school contributes
quite significantly to
the development of a
positive image.




Good Deed Tree to record good
citizenship and the wall mural depici-
ing the school's vision and the 4Cs are
proudly displayed at the foyer in full
wview of visitors.

Trophies and plagues won from ex-
ternal competitions take pride of
place in the outer office. The school
improved and upgraded its facilities.
Besides having a well-kept garden, the
school is proud of its air-conditioned,
well-stocked library, Reading Corner,
Study Corner, Mathematics Activity
Room and Computer Room. The
message was loud and clear.
'CLEMENTI NORTH IS ON THE
MOVE’. The stage was now set 1o
reonientale the mind set of the school
population from one of mediocrity to
that of an achieving school.

Enharncing pupils’ Self Esteem

"People in the school must have pride
in themselves if they are to belicve in
quality and its existence’ (Stott, 1992).
A concerted effort was made to en-
hance pupils' self esteem, thereby
helping to further raise their level of
performance.

We capitalised on opportunities to
boost the school’s image. In the arca
of extracurricular activities, we iden-
tificd arcas we could excel. Intensive
training in these arcas was then given
to pupils.

Our strategy paid dividends. The
school was first runner up in Sepak
Takraw, badminton and table-tennis.
The school cheer team was first run-
nerup in the National Cheer Competi-
tion, On the cultural side, we were
awarded a distinction in the 1990 Sin-
gapore Youth Festival for our Chinese
Dance. Pupils’ pride and confidence
in the school was increased each time
a success was chalked up.

Praisc and reward were used to
molivate pupils so that they feel the
need to achieve results. Noteworthy
pupil performances and achievement
were recognised during award
ceremonies at assemblies and
publicised in the school’s newsletter
and the 'Achievement Board’. The
main objective was to enhance pupils’
self esteem and inspire others to strive

to excel.

Opportunities were created for

leadership training so that pupils
could carry themsclves with con-
fidence. Pupils compered school func-
tions, entertained visitors from other
countries and participated in Talen-
time, story-tclling sessions and quiz-
7es,
Based on the concept of the self-ful-
filling prophesy, 'Pep’ sessions were
held for pupils from the Extended
Stream to enhance their self-esteem.
Quotations were used to wnspire them.
They were also entrusted with respon-
sible tasks. An example is the murals
done by these pupils. These murals not
only enhanced the attractiveness of
the school but also gave pupils an op-
portunity to express themselves crea-
tively and to feel a sense of achieve-
ment at having made a positive con-
tribution to the school. A positive self-
image is essential if pupils are to
achieve success.

The school maintained its tics with
its former pupils, Their presence at
school functions especially Speech
Day, reminded the whole student
population of their success and helped
the current pupils to see themselves as
belonging 1o & school that produced
results,

Promoting Espnt De Corps Among
Pupils

Steps were also taken to promaote a
sensc of belonging and ownership of
the school among the pupils. The
Buddy System implemented at the
beginning of the year for Primary 1
and Primary 4 pupils generated a
caring spirit among the pupils.

The celebration of one another’s fes-
tivals helped to foster a communily
spirit. A Heritage Board was sct up so
that pupils could be involved when the
festivals of different ethnic groups, for
example, Chinese New Year, Hani
Raya Puasa and Decpavali, were high-
lighted.

During Art and Craft lessons, pupils
would prepare the relevant pictures
and make articles depicting the
various aspecits of the festivals. Con-
certs and quizzes were also conducted

in conjunction with these festivals.,
Sketches highlighting customary eth-
nic practices were performed together
with somgs and dances. These ac-
tivities helped pupils to understand
and appreciate onc another’s customs
and beliefs thereby cementing ties
with one another.

Pupils enjoyed performing
housekeeping tasks such as maintain-
ing the Nurture Room, Study Corner
and Reading Corner. Camping, excur-
sions and 'victory' parties were also
occasions for pupils to experience a
corporate sensé of belonging - it
helped them to fecl acoepted and that
they were a part of a happy family.

The pupils were involved in decision-
making. They themselves, formulated
their own class rules. As such, they
would feel the obligation to comply
with these rules.

Pupils were also involved in the
nomination of the ‘Most Courteous
Pupil’ Award based on guidelines
provided by the school. The Students’
Council was another avenue to which
the pupils could air their views and
provide invaluable fecdback on issucs
ranging from the quality of tuckshop
food to services rendered by the book-
shop vendor. A sense of ownership
would thus be felt.

Fostering a Collaborative Culture

The principal's task in forging a
schoal idcul_ily should not be an i80-
lated one, but rather, one of a col-
laborative nature. The more we in-
volved the teachers and pupils, the
better it would be, for ‘less authority’
translates into greater achievement
when the principal join teachers and
pupils in decision-making teams
(Macniff 1993).

The School’s Vision was shared with
the staff so thar their help could be
enlisted to translate the vision into a
reality, To foster a collaborative cul-
ture in the school, a concerted effort
was made to promote joint work,
mutual trust, shared challenges and
togetherness. For example, the staff
brainstormed to draw up a profile of
what a Clementi North teacher should
be, using the acronym PMCC’. It




To foster a
collaborative
culture in the
school, a concerted
effort was made to
promote joint work,
muftual trust,
shared challenges
and togetherness.

stands for "Pride In One's Profession’,
‘Motivated to Excel’, *Committed to
Grow Professionally’ and "Confident
to Perform’. Since the profile was
drawn up by the teachers themselves,
they would take ownership of it and
seek to acquire these qualitics.

The adminisiration also pitched in to
provide support by promoting co-
operative professional development.
This included organising school-
based workshops, small teams of
teachers working together to achieve
joint goals, small group discussions at
Contact Time and peer coaching.

Newly-qualified teachers were at-
tached to their more experienced
counterparts for the "developmental’
process. Pair teaching was practised
and imteresting classroom lessons
were video-taped for viewing by the
staff. Teachers were thus provided
with crucial collegial support in their
efforts to 'Grow Professionally and
thus be "Confident to Perform’,

Quotations pertaining to the
'PMCC’ qualities were shared with the
staff at Contact Time under the agen-
da "Food For Thought'. Articles from
professional journals were also circu-
lated. This would help to reinforce the
impoftance of 'Pride In One’s
Profession’, The PMCC qualities, re-
lated gquotations and articles thus
served as motivational tools to inspire
and focus the stafls efforts in working
towards the school’s vision, A climate
of mutual trust and shared challenges
would prevail since teachers were not
working in competition with one
another but in tandem.

In Clementi North, there was a shifi
towards a more consultative styls of
leadership to foster a sense of joint
ownership of the school. The ad-
ministrative and organisational styles
of the school were revamped. The new
organisational structure provided
greater participation, opportunilics
and collective decision-making
process by the key personnel of the
school. This was done through EX-
ECOM, the acronym for an exccutive
council, comprising the Principal, as
Chairman, the Vice-Principal as Vice-
Chairman,the Heads of Department,
the Sports Secretary and the Coor-

dinators. Any decisions made would
be noted by the Coordinators con-
cerned, who would meet the members
of the respeciive subject commiitees
to deliberate and plan the implemen-
tation strategics. Within EXECOM is
CORCOM (Core Committee), a
standing commitice, comprising the
Principal, Vice-Principal and Heads
of Department, which would handle
issues that required immediate or ur-
gent decisions.

On the social front, activities like
folk-dancing, sing-a-long sessions and
party games were well received by the
staff. Opportunitics for teachers to so-
cialize outside school hours were
created by the Staff Welfare Commit-
tee. The staff also looked forward to
"Pot Luck’ sessions to celebrate im-
portant festivals like Chinese New
Year and Hari Raya Puasa, The non-
teaching staff was not forgotien. There
was a concert to celebrate Labour
Day. School attendants also received
presents from the Staff Welfare Com-
mittee as a token of appreciation. A
sense of belonging was thus estab-
lished.

Strengthening Ties with Parenis and the
Commurnity

The role of parents in image building
cannol be under-estimated. If parents
are salisfied with the school’s
progress, they are the best advertisers
for the school. Parents must be ac-
guamted with the school's special cur-
riculum and extra curricular strengths.
During the Primary 1 orientation,
parents viewed a slide presentation
entitled ‘Profile of Clementi North
Primary School’. Our mewsletter
‘Reaching Out’ further served to up-
date parents on the school's activities
and achievemcnts. This sirengthencd
communication lines with parents.

Meet-the-Parents’ sessions helped
to drive home to parents the message
that the school cared for the academic
progress of their children, and ex-
pected, in return, parental commit-
ment and support. Altempis were also
made to involve parents in school ac-
tivities so that they would know the
school's aspirations and achieve-




ments. Parents were also involved in
the giving away of prizes on Sporis
Day and at other school functions.

We were also concerned about
having a favourable image in the eyes
of the community. We invited resi-
dents to sit on the School Advisory
Committee. The response was good
and we selected eight residents. They
gave full support to school functions
such as Speech and Prize-Giving Day,
Sports Day and Teachers’ Day.

Every year, our pupils perform at the
Bukit Timah Community Centre's Na-
tional Day Concert. At times, the
Community Centre also makes use of
the school hall for games. Through
such interactions, the school was
brought closer to the community.

Outcomes

The greatest pay-off for the school
was in the realization of its vision as an
achieving and effective school. The
academic performance of the school
improved. The pass rale increased
from 77.5% in 1987 to 94.3% in 1990,
The school bas also achieved cham-
pionship status in Sepak Takraw, Bad-
minlon and Table-Teanis at
Queenstown District level for the past
three consecutive years. We have also
made our mark in the Singapore
Youth Festival 1990. Our Choir has
also been given a Merit Award.

The project also yielded the follow-
Ing Qulcomes;

® Improved school image
@ Beiter pupil behaviour

@ Improved self-esteem of pupils
and staff

® Climate of high expectations

e Better pupil performance

® More co-operation and involve-
ment among members of the

school community

® Demonstration of a caring and
sharing spirit

Conclusion

Forging a school identity is a long
process which takes time, energy, en-
thusiasm and self-confidence. How-
ever, once achieved, it can add
strength and vigour to the school. Tt
also serves as an impetus for pupils to
strive for excellence and for the school
to grow from strength to strength.

Clementi Morth Primary School has
been able to sustain its growth. Since
1991, the school continued to improve
its Primary School Leaving Examina-
tion (PSLE) performance; its pass
rate of 95.69% in 1991, for instance, was
increased (o 96.7% in 1992, The Ex-
tended Stream, in particular, made
significant improvement. Iis pass rate
improved from 81.6% in 1990 to
94 4% in 1992. Inthe area of extra-cur-
ricular activitics, the school graduated
from first runner-up to National
Champion for Table-tennis and Dis-
trict Champion for Sepak Takraw and
Badminton.

Perhaps, its greatest test came about
when the school had to share premises
with another school. Despite con-
straints, the school managed to
achieve. Our dance item 'Healthy
Eating Healthy Life’ was selected for
the Closing Night of the Singapore
Youth Festival 1993. Pupils cven par-
ticipated in the "Flow Display’ for the
National Day Celebrations at the
Padang.

Clementi North Primary School bas
shown that the school, by itself, is
nothing more than a building. Its suc-
cess is dependent on the degree to
which it can cultivate and apply
productively the taleats of both its
pupils and teachers.
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TAN YAN SONG

Project YUMIN

Making Mathematics More

The school adopted its name
YUMIN as the acronym for its
project. It stands for "Yes, to Uplifting
Mathematics through INterest”. The
project aims to improve her pupils’
academic performance in Mathe-
matics by generating and susiaining
interest in the subject with both
teacher and parental involvement.

Rationale

A study of the school’s Primary
School Leaving Examination (PSLE)
Mathematics results showed an over-
all declining trend from 73.1% passes
in 1985 to 64.6% passes in 1989.
Pupils’ performance in Mathematics
in the school-based exams had also
been disappointing. Teachers
reported that it was a subject not well-
liked by many. It was certainly a cause
for concern.

We felit that there should be a schoal-
wide effort to arouse and sustain
pupils’ interest in Mathematics. This
was (o be achieved by introducing
many highly interesting and suppor-
tive activities outside curriculum time.
With greater interest and motivation,
learning will be enhanced and lead to
better academic results.

Teachers” teaching strategies and
the extent and effectiveness of paren-
tal involvement in pupils’ work were
considercd crucial to sustaining a high
level interest among pupils. Hence,
there is a need to raise the effective-
ness of teachers’ pedagogy in Mathe-
matics and to help parents to be more
actively and effectively involved in

Interesting for Pupils

their children’s learning.
Project Objecti

The objectives of project YUMIN
are:
® To raise the percentage of pas-
ses in the PSLE from 64.6% in
1989 to at least 75% by 1993,

® To cultivate a love for Mathe-
malics.

# To enhance teachers’ com-
petence in the subject.

e To increase parental involve-
ment and cffectiveness in their
children’s education.

Carrying out the project

FromJanuary to March 1990, the
school's Excoutive and Mathematics
Committee met to seriously discuss
the school’s Mathematics programme.
During the next four months, the prin-
cipal, vice-principal and teachers car-
ried out a needs assessment to identify
problems and determine the ap-
propriate interventions. Project
YUMIN was launched in July 1990,
starting with activities conducted to
generate pupil interest in Mathe-
matics at all levels, This was followed
by a Staff Development programme
initiated in August 1990. In January
1991, we involved parents by forming
the PArcnts as PArtoners (PAPA)
committee to implement various ac-
tivities.

Project Activities

The main focus of the project is to
generate and sustain interest in Math-
ematics among pupils through a host
of innovative and supportive activities.
These are to be carried oul mainly
outside curriculum time. The activitics
include:

Mathematics Camp

This is an annual 3-day camp for
Primary § pupils. The camp, beld
away from the school, aimed at ena-
bling pupils to learn Mathematics in a
fun way. Pupils arc divided into small
groups and given interesting and prac-
tical tasks to do.

Mathematics Week

This is organized bi-annually to
make our pupils realise the impor-
tance of Mathematics in everyday life
and that Mathematics can be fun. Ac-
tivities like guessing the number of soft
drink cans, rubber bands and the
volume of a tank, and the making of
Mathematics apparatus attracted
much interest, This activity is for all
pupils and prizes are given for each
adjh-il}-’.

Mathernatics Trail

The trail brings pupils from the
school canteen to the ficld and the
eco-garden. At each station, the upper
primary pupils are given activilies o
experience Mathematics in everyday
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situations and they are challenged to
work on the tagks presented. This ac-
tivity is held once in two years.

Mathematics Brain Staiion

This station is easily accessible
within the school building and involves
outdoor activities which allow pupils
tc be purposefully engaged in interac-
tive Mathematics displays and
workcards either individually or in
groups. Pupils gain access to this arca
on production of their activity card on
the days allotied for their level. The
area was developed in 1992 with a
grant of 32000 obtained from Ministry
of Education.

Monithly Quizzes

An average of 15 puzzles and quizzes
are put up on the notice board each
year. They are highlighted at the
school asscmbly so as to give all pupils
a chance to participate. The objective
is Lo stimulate interest in Mathematics
among our pupils. Prizes are awarded
to the best 3 entries for cach puzzle
and quiz.

Think Abous ... Tadk About

This is a 10-minutc activity in the hall
whereby a problem, task or discrepan-
cy is presented to the pupils on the
overhead projector. Pupils are asked
to 'think’ about the problem for about
1-2 minutes. Next, they are asked to
talk’ quietly with their classmates be-
side them (o find the solution. Pupils
are encouraged to come forward to
present their answer. This activity is
carried out monthly.

Mathematics Club

The Club was started in 1992 to give
pupils enrichment Mathematics ac-
tivities and to promote creativity,
thinking and solving of mathematical
problems. Activities include tangram
puzzles, visual thinking mazes, brain
teasers, Mathematics investigation,
quizzes and Young Mathcmatician
Badges aclivities.

Parenial  Involvement Weekend

Worksheets

These are enrichment worksheets,
with tasks presented in interesting and
novel ways. Each worksheet starts off
with a short introduction inviting
parents to work on the tasks with their
children. The aim is to involve parents
in their children’s schoolwork so as to
increase the children’s motivation to
learn. About 8 such worksheets are
produced in a year. A survey among
the Primary 2, Primary 3 and Primary
5 classes in July 1990 showed that
64.7% of parents were directly in-
volved in working with their children
on the tasks presented.

Reward Tokens

This activity rewards pupils for good
work., It was started in January 1990
by a few teachers. After a sharing ses-
sion at Contact Time, il soon caught
on (o become a school-wide effort.
Teachers reported that pupils looked
forward cagerly Lo be rewarded with
stickers or small stationery items for
good work shown. To-date a total of
$2039.18 had been spent om the
matcrials, It was generously funded by
the schools’ School Advisory Commit-
tee members.

Staff Development

As efficient and effective teaching in
the classrooms is important (o susiain
interest, the following siaff develop-
ment activities are conducted:

# in-house workshops by Cur-
riculum Planning Specialist In-
spectors, CDIS officers and
teachers of the school,

® sharing sessions at conlact time,

o professional discussion at level
and subject meetings,

# collation and dissemination of
useful articles

» developmental supervision.

Parental Involvement

In order that parents can play 2 more
active and effective role in their
children’s education, the PArents as
PArtners (PAPA) Committee was
formed. Parents were invited to help
out in many of the school’s activities
because of the positive influcnee they
have on pupil achievement. We
believe that parental involvement will
bring about a happy relationship
which can enhance pupils’ learning.
Two Mathematics workshops were
conducted to enable parents to be
more effective in giving help to their
children. PAPA parenis also helped
out in the making of Mathematics
workcards for our Mathematics Brain
Station.

Monitoring

Feedback and review of each activity
were carricd out either immediately or
termly so as to identify areas that re-
quired attention as well as enhanced
their effectivencss. The Mathematics
Trail and Camp activities were
modified to make them less intensive
and more enjoyable, Stickers and
small stationery items which were
used as rewards were introduced on a
larger scale when teachers reported
that these greatly motivated their
pupils. The procedure for the loan of
English tapes to parents to listen to
with their children was simplified.
This resulted in all tapes being loaned
out. Pupils responded enthusiastically
to each "Think About...Talk About'
sCssion,

Evaluation

The overall PSLE Mathematics
results from 1989 to 1992 and the
Mathematics final term results of 3
cohorts from Primary 3, Primary 4 and
Primary 5 in 1989 were analysed to
determine if the programme had any
significant effect on the academic per-
formance of these pupils. Unobtrusive

observations and survey question-
naires were also used to evaluate the

pProgramme.




Overall PSLE Mathematics Results
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The PSLE Mathematics results for
1992 showed an improvement of 6.6%,
from 64.6% in 1989 to 71.2%. Quality
grades in terms of grades A and A's
rose by 5.9%, from 21.7% in 1989 to
27 6% in 1992, while thosc at the na-
tional level remained fairly constant at
about 37%.

As the programme involved maore of
the upper primary pupils, the Mathe-
matics final term results of 3 different
cohorts of pupils in the school from
1989 were traced. The performance
of the 1989 Primary 3 cohort of pupils
in Mathematics improved by 163%,
from a pass rate of 64.4% in 1989 to
80.7% in 1992. The performance of
the 1989 Primary 4 cohort also im-
proved significantly. The percentage
of pupils passing Mathematics
jumped from 55.6% in 1989 to 84.7%
in 1991, Likewise, a greater propor-
tion of the 1989 Primary 5 cohort
passed Mathematics, from 53.4% in
1989 to 79.0%.

Unobtrusive checklist observations
of pupil participation and interest at
the various Mathematics Centres of
Interest revealed imcreased levels of
interest in the subject. Of the 48
parents who responded to a survey on
the school’s Mathematics
Programme, 83.4% reported that the
school had been able to stimulate and

their children were now more inter-
ested in Mathematics than in the past.
More pupils are taking part in the
school’s monthly quizzes. In March
1992, three pupils of the school cap-
tured both the individual and team
championship titles in a Mathemalics
competition organised by Tampines
Secondary School for all the schools in
the East Zone. In September 1992 the
school excelled at the annual Mathe-
matics Olympiad Competition or-
ganised by the Singapore Chincse
High School. In spite of having to com-
pete with pupils in the gifted
programme, Zheng Jinx beat all the
primary schools in Singapore to
emerge as the overall champion in the
individual section, while he and his
classmates came in third in the team
championship. This has motivated the
school to intensify its programme.

Teachers now have a more pasitive
perception of the school's Mathe-
matics programme and have shown
greater competence intheir classroom
tca(:h'mg.

Parental support has been very cn-
couraging. Project PAPA is now on a
firm footing as we have a list of about
25 active parents involved in various
school projects, 12 to 15 of them meet
every month 1o discuss their involve-
ment in many of the school’s activities.
With the assistance of the PAPA

members, the school conducted 2
mathematics workshops for parents
who wanted to know how to help their
children in mathematics. 220 parents
attended Workshop I on 8 May 1993
while another 130 attended Workshop
11 on 22 May 1993. In a survey on
parents, 79.2% of respondents
reported that the school had suc-
ceeded in increasing their support for
their children’s work while 70.9%
reported that the school was able to
increase parents’ support for various
activities of the school.

Coaclusion

Project YUMIN is well on its way in
achieving its stated objectives of in-
stilling in its pupils a love for Mathe-
matics as well as raising its perfor-
mance at the PSLE. With the neces-
sary co-operation and the unity of
perception among the staff, active
parental involvement, the availability
and high utilisation of resources, the
project will achicve success. We owe it
to all our pupils to make Mathematics
interesting and meaningful to them.

This paper was prescated at
Principals’ Conference 1993,

Tan Yan Song is principal of Yumin
Primary School, Singapore.




SEAH YONG MIN

Helping Academically
Less Inclined Pupils to Achieve

Pnpils’ academic success, while
being the direct outcome of an ef-
fective feaching strategy, is also de-
pendent on a host of other pasic fac-
tors. [ would Like to discuss how the
principal can use a few of these basic
factors to complement an effective
teaching strategy in order to bring
about success for his pupils who are
academically less inclined.

Characteristics of academically less in-
clined pupils

Tobegn, I would like to describe the
academically less inclined pupils.

(1) These children are aot despon-
dent, On the contrary, they are cheer-
ful, optimistic and physically active.

(2) They like hands-on work, work
belter in groups and are visual
learners. They are not keen on chalk-
and-talk method of teaching and have
difficulty picking up absiract
academic concept.

(3) They have short altention span.

(4) They may even possess qualities
that promote disruptive behaviours.

Some basics that need to be attended to

A school with a pupil intake ranging
from average to weak is likely 1o have
a large proportion of pupils that can
be considered as academically less in-
clined. To help these pupils 1o
achieve, the school should con-
cenlrate on some essential basics in-
stead of rely on short-cut methods or
short-term programmes to address
the problem.

The few important basics that I |

would like to talk about are:
Academic emphasis

It is very important that the school
set its academic expectations clearly.

(1) The principal should make it
known to staff and pupils that
academic learning time is very pre-
cious and should be jealously guarded,
since it is difficult to arrange for sup-
plemeniary or remedial lessons,
Teachers should set a gnod t.mmpi.e.
by going to class punctually and ensur-
ing that teaching and learning take
place in class all the time. They should
also ensure that teaching time is fully
utilised, that written work is generally
done at home and that notes are
printed for distribution.

{(2) The school should have a well-
planned calendar so that school func-
tions, examinations and other school
activitics do not encroach too much an
curriculum time,

(3) The GCE ‘N’ level examination
ends some time in Scpicmber after
which there are still about seven weeks
before the school closes for vacation,
During this period of time, 4N pupils
should attend lessons as usual so that
5N syllabus can be taught.

(4) Teachers should administer ade-
quate class tests to monilor pupils’
progress. But the school should en-
sure that the same test papers are not
used repeatedly for tests conductied
on different days and that test papers
are marked promply.

(5) Pupils would adopt a serious at-
titude towards the school examination

if it is well prepared and properly con-

ducted. Assoon as the examination is
over, the results should be analysed
and immediate actions taken to
remedy the identificd arcas of weak-
LSS,

{6) If remedial lessons are to be con-
ducted, then their effectivenessshould
be closely monitored.

Efficacy of teachers

The next important basics to take
note of is the efficacy of teachers.

(1) It is important that teachers
know their pupils® capabilities so that
only suitable topics are taught and at
a pacc that suits pupils’ abilities.

(2) When teaching in the classroom,
teachers should help pupils progress
through small steps by giving clear in-
structions, ample examples, immedi-
ate guided practices, corrective feed-
back and positive reinforcement.

{(3) Teachers should guide their
pupils how to identify activities that
waste time or are unproductive,

School elimate

A very important basic factor for
schoc? success is its chimate. What arc
the indicators of a favourable school
climate?

{1) The school's aimosphere should
be an open and caring one,

{2) There is much rapport between
teachers and their pupils, Teachers try
1o reach out to their pupils. They dis-
cuss and plan activities and program-
mes with their pupils so as to give
pupils a sense of shared ownership.
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They have empathy with their pupils
and adopt a positive view about them,
It would be good if an informal contact
time could be held we.ekljr to en-
courage teacher-pupil interaction,

The support sysiem

For the basics that T have just dis-
cussed to be effective, there must be a
strong support system in the school.
This support system can be built in
three areas:

(1) Principal’s support. The prin-
cipal must have the vision and energy
to create an environment conducive
for teaching and learning. He should
have good knowledge of the teachers’
workload, so that all the tasks per-
formed by the teachers including
ECAs, remedial lessons, marking
load, duties at special functions etc are
accounted for in their workload,

(2) Parental support. The school
should keep parents informed of their
children’s academic progress, con-
duct and ECA from time to time and
encourage them to discuss their
children's progress reports with
teachers. Parents are also encouraged
to provide a good learning condition
in the home. Their assistance is also
sought in discouraging their children
from taking on part-time cmployment
and in reducing other competing
demands on their children’s time.

(3) Pupils’ peer support. Low
achicving pupils lcarn better in co-
operative groups. They are strongly
motivated to learn since their achicve-
ment will win them acceptance by
other group members. Therefore
study groups should be encouraged.
Facilities should be made available in
the school for pupils who want to study
in groups.

The last basics that 1 would recom-
mend that you focus on is the all im-
portant factor of pupil motivation.
Academically less inclined pupils

need an extra dose of motivation than
other pupils. The school can con-
tribute much towards this need.

(1) The school should try hard to
promote learning opportunity by or-
ganising relevant projects and mean-
ingful activities to stimulate pupils’ in-
terest in studies.

(2) Pupils need constant encourage-
ment. Due recognition should be given
to them when they deserve to be
rewarded.

(3) The school should strongly en-
courage school attendance and dis-
courage tardiness. Tt could consider
the use of class diaries for the checking
of pupils’ attendance every period of
the day.

(4) While teaching, the message that
should be explicitly put across is "1
believe in you, and I won't give up on
you.”

A Test and Retest Strategy

The tasks involved in implementing
this strategy include the following
steps:

® Split each core topic into small
units so that each unit covers
about two weeks.

® Sei unit objectives and mastery
level.

® Write formative tests which are
not 1o be used in pupil evalua-
tion but rather in diagnosing
learning errors.

# Plan and develop corrective
measures.

@ Set up "item bank” to facilitate
the setting of papers for retests.

® Arrange a time schedule for
remedial lessons so that they
would not clash with other
school activities.

e Develop summative examina-
tion which can be used to assess
and grade pupils oa their attain-
ment at the end of the term or

semeslér.

® Sel up a "learning development
centre” where peer tutoring is
offered to those who need more
tirme o attain mastery of certain
topics.

Monitoring the implementation of the
strategy

Close moniloring of the test-retest
strategy includes:

& Checking written assignments and
lest scripts regularly

To facilitate checking, pupils should
be trained to file their written assign-
ments and marked test scripts proper-

ly.

& [ssue progress reports in March and
September

Parents should be kept informed of
their children's progress in school and
their support solicited

@ Analyse the school examination
resulis

Analysis of mid-year examination
results serves as a good indicator of
the progress of strategy.

e Conduct developmental supervision

Offer assistance to those teachers
who have to reteach very often and
also to those whose pupils have to sit
the third test frequently.

o Unflapping effort to cope with some
behaviourial problems

Behavioral Problems

There are a few behavioral problems
that affect pupils’ studies greatly. They
are late-coming, truancy, skipping
classes, not bringing lexibooks to
school and not handing in homework.
The school should come up with some
effective measures to deal with them.
Parents’ co-operation should be
sought when dealing with recalcitrant
cases. The school could consider set-




IDENTIFY THE CORE TOPIC

Heads of Department and Level Coordinators to Daecide

TEACH THE TOPIC

A topic may need to be divided into srnaller instructional units

]

TEST

Formative test, basically short objective tests, for immediate
feadback

| = |
RETEACH THE SAME TOPIC CONDUCT REMEDIAL LESSON
Inside curriculum time if a majority fail Outside curriculum time for the minority who
fail
I |
RE-TEST

To be conducted outside curriculurmn time, and 1est should be
similar to the previous one. but nat the same test. Pupils who
passad are allowed to take the re-test, but the test and re-test
marks will ba averaged out

1

RETENTION

Pupils who still fail will be ratained in school and coached by
pear tutors for the third test,

L §

SYSTEMATIC REVISION

Owur pupils need help, guidance and supervision i doing
revision before sxamination.

1

SUMMATIVE EXAMINATION

Questions on the core topics which have baen taught will carny
about 50% of the total mark for the axamination paper

A test and relest stralegy

ting upa "retention centre” where peer
tutering is provided for those who
have missed lessons or are unable to
do homework.

Mounting special programmes

Some special supportive academic
programmes need ta be implemented.

(a) English Programmes - Uninier-
rupted Sustained Silent Reading
{USSR) and Vocabulary Programme.

Every pupil reads for 20 minutes
every day. A short, simple multiple-
choice test is administered afier a
pupil bas read a school reader for two
weeks, s0 as to monitor his reading
progress, For the next two wecks, the
pupil will read a book of his choice
from the school library and complete
a review questionnaire.

Voeabulary Programme : Pupils
learn 10 new words in confext every
week wunder the WVocabulary
Programme. A vocabulary test is ad-
ministered weekly and reinforcement
tests are carried out aflter every four
weeks.

(b} Mathcmatics Tutorial Programme

At least once a week, all lower secon-
dary pupils attend mathematics
tutorial classes where pupils’
capability in doing exercises is closely
monitored and weaker pupils are
given more attention.

Counclusion

To sum up, we can help less academi-
cally inclined pupils to do better in
schoal,

We need

# A BELIEF that all children can
learn and achieve.

& An environment with
ACADEMIC EMPHASIS

e GOOD DISCIPLINE and

e some EFFECTIVE TEACH-
ING STRATEGIES.

ALL these will MAKE a DIF-
FERENCE in school academic out-
COMmES,

This paper was presenied at
Principals” Conference 1993,

Seah Yong Mim is Senior Inspector
of School, Ministry of Education, Sin-
gapore.




Pn;-j.-:.d SELP, or Spoken English
through Listening and Practice,
was initiated as Enghsh language
teachers at St. Margaret’s Primary
School became more and more aware
that our pupils were not using English
as a medium of communication as fre-
quently as they should.

Rationale for Project

A survey was carried out before and
after Project SELP, The pre-project
survey results showed that only 40% of
our pupils used English in their con-
versations. This finding and the fact
that only 50-60% of our pupils came
from familics where English was not
the language most frequently used at
home prompted us to launch Project
SELP. Our pupils lacked the oppor-
tunity to listen and practise English.
They found it easier to use Chinese,
for example, as a tool for communica-
tion because to them it was a more
convenient language to use. We view
English as the foundational language
of the other school subjects because it
is taught as the first language. In the
light of these facts, project SELP was
formulated. Project SELP was not in-
tended to downplay the importance of
the mother tongue languages.

Project SELP aimed al encouraging
our pupils to form the habit of speak-
ing English and to reduce the tenden-
¢y among our pupils to use literal
translation in their conversations. For
example, they tend Lo say, "Faster run”
instead of "Run faster” and "You go
where?® instead of "Where are you
going?, Project SELP also tried to
provide our pupils with more oppor-
tunities to listen and practise English.

MAY CHEW

Project SELP

Activiti

To achieve our objectives, we
devised a game to encourage our
pupils to use English as a means of
communication. All the pupils in our
school, from Primary One to Primary
Six, were involved in the game. Each
game lasted a fortnight and this is how
we played the game. At the beginning
of each game, every pupil was given
twenty tokens. The idea of the game
was to use English in all conversations
except during Mother Tongue lessons.
Any pupil who was caught speaking in
another language would lose a token
to the one who caught her. At the end
of the fortnight, a review was made
and special badges were awarded to
the first three pupils in each level, who
had collected the highest number of
tokens. Thosc who had lost all their
tokens were identified and parinered
with a pupil in the same class who
always spoke English. The tokens
were then redistributed and the game
staried again,

Next, lo give our pupils more ex-
posure to the English language, com-
mercially produced audio cassette
tapes of songs with good, clear English
lyrics and children’s stories told by na-
tive speakers were played through the
Public Address System al recess lime
every day, except Wednesday. On
Wednesdays, at recess time, we had
story Lelling sessions by pupil story-
tellers. These story-tellers were pupils
from the Upper Primary classes who
had good diction and a flair for telling
stories. They stationed themselves al
shady areas around the school field at
recess lime and told or read their
stories to all those whowere interested

in listening to them. Mats were placed

on the ground for the pupils to sit on
and posters were made to advertise
and to draw the crowds.

Outcomes of Project

A survey was conducted at the end of
the intervention. This was carried out
in the same way as the pre-project
survey. Sclected pupils were stationed
around the school at recess time at
strategic spots such as the tuck-shop,
the basketball court, the school field,
the bookshop, the exercise stations
and play area and also ouiside the
toilets.

Each of our "agents" listened to the
conversations of the pupils as they
came into the area where she was sur-
veying. She then noted the language
used by ticking in the appropriate
column on the Observation Sheet. She
‘listened in’ to as many groups of
pupils as possible and after recess, she
would hand in her Observation Sheet
to the teacher-in-charge. The ticks
were then added and the percentage
calculated.

The post intervention survey showed
that the percentage ol pupils using
English in their conversations had
risen from 40%: to 90.5%. There was a
marked increase of 50.5%. The
English language teachers were
delighted. Project SELP was a suc-
CIEss.

The outcome of the project were as
follows:

# Both the pupils and the teachers
became more aware of the
beneflits and need to practise

spoken English.

e The pupils became less self-




Use of languages before and
after Project SELP

English
40.0%

Other languages
60.0%

BEFORE

conscious and less apprehen-
sive when using the English

Language.

e The increased usage gave the
pupils a better grasp of the lan-
guage.

After the intervention and during the
follow-up period, the percentage of
As and A*s for English rose from 64%
to over 70%. This could have possibly
been due to our intervention.

To sustain the trend of using English
in school, a serics of follow-up ac-
tivities were carried out to further en-
courage the listening and the praciise
of spoken English.

Selected parents were invited to tell
storics in the Library. These parcnt
story-tellers were given time slois
after school hours. Pupils who were
dismisscd carlier or who were waiting
for extra-activities 1o begin would go
to the Library for these sessions if they
s0 wished.

An English programme, ESOL
{English for Speakers of Other Lan-
guages) was introduced. Pupils who
were inferested in improving their
spoken English attended these classes
which were conducted once a week.
These pupils were prepared for the
examinations conducted by Trinity
College, London. One of our former
pupils, even while attending secon-

English
90.5%

[]
[

Other Ianguages
9.5%
AFTER

dary school returned for lessoms to
complete Grade 12. She went on to
become a compere in a local
children’s television programme.

English video programmes were
screencd during lunch break for
pupils who stayed back for extra cur-
ricular activities during English Lan-
guage Weck. Sclected English video
tapes were also screened at the end of
each semester after the examinations,
for the different levels.

Library Week Activities were con-
ducted on a yearly basis and provided
more opportunities for the pupils o
listen and practise English.

A Drama Club was set up and the
members have been very active.

Concerts and plays were staged at
the end of each year by the pupils.

A mew game, "Passing the Key Tag’,
was introduced. This was played
within the class. Pupils who were
"landed" with the tag too often were
made to do forfeits at the end of the
week such as telling a story, talk about
a given topic or sing a song.

A Buddy Check system where
Primary One and Primary Two
pupils were paired ofl with Primary
Five and Primary Six pupils respec-
tively during recess time was intro-
duced.

This provided opportunity for the
older pupils to interact with the
younger ones in English, This activity

was carried out during the first two

weeks of the second semester.

Wt; are in the process l;lr bu“ding up
an audio and video cassette library for
pupils to borrow home to listen/listen-
and-view. We have yet to conduct a
singing contest and to develop our
Talk Show.

In conclusion, we would like (o say
that we are greatly aware that it is
beneficial for our pupils, if we main-
tain a high Jevel of spoken English
amongst our pupils. To do this we have
to continually promote the use of the
language so that our pupils can be
effectively bilingual.

This paper was presented at
Principals’ Conference 1993,

May Chew is Principal, St Margaret’s
Primary School, Singapare.




DORIS AND DANIEL GWEE

The Montessori Method:
A Local Experience

In this article, we will discuss some of
the well-known principles of scien-
tific education which Dr Montessori
discovered in her practical rescarch
on the education of young children.
These are the ABSORBENT MIND,
PREPARED ENVIRONMENT,
NORMALISATION and SENSI-
TIVE PERIODS, We will also dis-
cuss the teaching methodology in
Montessori education,

The Absorbent Mind

In her book, THE ABSORBENT
MIND, Dr Montessori said "At three,
the child is already a man. Yet he is
still far from having exhausted this
strange power that he possesses of ab-
sorption from his surroundings.”
Much research has already been done
since the time of Dr Montessori and
many experiments have proven that
children have a great capacity for
learning from the time of birth till the
age of 6. After this, the learning
capacity begins to diminish. Accord-
ing to Dr Montessori, the child has laid
down the foundations of his per-
sonality as a human being by the time
he is three. The conquests he has
made are so great that he is already a
little man. 'We work on this premise in
our centre and we set up an environ-
ment with as many interesting learning
materials as we possibly could. We
allow the child to absort as much of
the surrounding colture as he 1s able
to. We try to make our teaching
methods interesting in order to build
up a stimulating environmenl,

The Prepared Environment

The child must be given a stimulating

environment o work in if he is
going to utilise his absorbent
mind. By Prepared Eoviron-
ment, we mean that the en-
vironment must be thoughtful-
ly and deliberately provided
with materials and equipment
which are appropriate to the
child’s stage of development.
So, one would find for in-
stance, that a Monlessori en-
vironment would have ap-
propriately-sized furniture,
materials laid out in neat order
on low shelves so that the child
can get at the materials casily,
a meat room with simple decor
so that the child will not be
unduly distracted by too many
posters and clashing colours, a
peaceful environment where
the directress (teacher) and
children are to speak slowly

and softly to one another.
With such an environment, a
child can be encouraged to
work with the materials
suitable for him and to learn
the art of concentration.

Normalisation

It is unlikely to find a two or three
year old child coming to a centre fully
prepared Lo concentrate and work on
the materials provided. Many of the

children go through a short period of |

insecurity where more crying than
learning is done. It is at this time that
parents get worried and wonder if
their children will ever learn. The
amxety is of course unnecessary as the
children get over this phase soon, In-
itially, children are usually unable to
concentrate on any of the materials

... part of "Practical Life” traininig

they work with and move from onc
item to another. This is partly due to
their short attention span at this time
and the fact that our children have too
many toys to play with these days.
They flit from one toy to another when
they play in their own homes, thereby
not learning to concenlrate on any
item long enough for the learning
process to take place

In the Montessori method, we initial-
ly allow the child to go through a
process we call normalisation. Our
children do not play with the materials
because they are not toys as many
people mistakenly believe, During the
process of normalisation, we show the




child how to string beads, fold nap-
kins, open and close bottle lids, polish
silver and so on. This is not play but
work as it is a beginning to helping the
child learn how to be independent.
However, the most important feature
of these exercises is to teach the child
to concentrate. Some of our children
are so fascinated by these items, they
can work on them for long periods,
repeating the process again and again.
Once the ability to concentrate is
achieved, the child is given more intel-
lectual forms of work to do.

Sensitive Period

What is this sensitive period in
children? This is a certain period of
time when a child begins to show great
interest in a particular area of learn-
ing. Tt could be writing or reading. At
such a time, which a directress im a
Montessori programme must learn to
recognise, the child must be given the
appropriate materials immediately to
encourage himto learn. According to
Dir Montessort, if this is not done, then
the interest for learning will diminish
and it becomes difficult later for the
child to regain the same level of inter-
est in learning. So, if we want our
children to be competent in the
various skills he has to learn, we must
learn to recognise his sensilive
periods. These periods occur af cer-

tain ages but may be different for each |

child. In our experience it varies from
half a year earlier to half a year later
for the majority of our children, for
any particular interest in learning to
surface. Some children learn faster
and others slower. A Montessori
programme allows children to learn at
their own pace so that a strong foun-
dation is attained before they eater
school. Many children are confused
when they first go to school and our
observation indicates that the children
were not given the proper foundation
at pre-school stage.

Learning Materials

Learning materials are designed to
allow the child to ultimately acquire
skills such as writing, reading and
numeracy. The control of error is
either done by the directress or built
into the material for the child to cor-
rect himself. For example, 45 spindles
are required to fill up the 10 compart-
menis in a box numbered 0-9. The
child is to place the appropriate num-
ber of spindles according to the num-
ber shown in cach compartment. If
there are any spindles left over after
the last compartment, the child will
know that an error has occured. He
will then have to check the number of
spindles in each compartment once
again to hind out where the error oc-

Visual

miuscular perception of dimensions

cured. Three year old children are
able to do this, i.c., after going through
a short learning process.

Learning materials help children to
enhance their sensory skills during the
Inaming Process, This means that
they will learn to be sensitive to sight,
sound, touch, smell and taste and we
learn through our five senses
throughout our entire lives. It is also
believed that our brain’s learning
capacily increases in proportion o
skills we achieve with the use of our
scnses. So the aim is to develap
children’s sensory skills and to guide
them into independent work.
Through every piece of teaching aid,
children are given the opportunity to
learn how to improve their motor, sen-
sory, language and numeracy skills.
For example, since the decimal system
is used, the maths materials are num-
bered in tens or are fixed in exact in-
crements from 1 to 10. A child not
only sees exact increments in size but
can also feel exact increments in
weight. This is truly lcarning through
the use of the senses. The materials
are designed so that the child begins
with the concrete and eventually
proceeds to the abstract form of learn-
ing. This helps to build a solid under-
standing and provides a strong foun-
dation for more advanced learning.

Learning in a Montessori Environment

How is the lcarning done? Montes-
sori courses concentrate on 5 arcas of
learning. They are Practical Life Ex-
(Chinese is included in our centre),
Maths and Cultural Activities. Practi-
cal Life Exercises help the child to
lIearn how to care for himself and his
environment. Sensorial Traiming
belps the child to be more sensitive to
his environment through skilful use of
his 5 senses. Our Language
programme teaches the child letier
sounds from the earliest stages. This
is to help the child understand that
words are a combination of letter
sounds. In Chinese, children are
taught to recognise the basic strokes
which combine to form words. In ad-
dition, there is the writing programme




"Spindle Bax" for counting in The Zero Concept
Mathematics Frogramme

and the learning of basic grammar,
The Mathematics programme helps
the child to understand the concept of
shapes, sizes and values. The lan-
guage of Mathematics such as more,
less, lonper than, shorter thar, and the
like is also lcarned at the same time.
In cultural activities, the children
learn how to be creative through
varions forms of artwork. They lcam
about simple plani and animal life,
landforms and the passage of time
with reference to present, past and
future. They also learn to appreciate
music and !

All children learn through the 3 stage
lessons. In the first stage, the child is
shown how to use the material correct-
ly. Then, the directress names a com-
ponent of the material, and the child is
expecied to identify it. In the third
stage, the child is to name the com-
ponent he identified earlier. The child
is now encouraged to work with the
malerial as long as he wishes in order
for him to thoroughly understand the
p:ml;:]pk‘,ﬁ Thl; child haa frl:::dnm 10
work with any material. However, the

direciress’ duty is to
observe the work of
the child without in-
terference. This is to
allow the child to
concentrate. If the
material is too dif-
ficult for the child,
the directress per-
suades the child to
work wilh something
more appropriate.
Children are not al-
lowed to play with the
materials. In other
words, the child is
made aware that
rules must be fol-
lowed. The Montes-
sori child is expected
to be independent
and disciplined.
Classes are small in
order to allow for
better interaction be-
tween the direciress
and each child, A
class has children of
mixed ages and the
age differential is about three years,
This is to enhance the social skills of
the children. The younger can learn
from the older and the older can help
the younger. The younger children
tend to learn faster this way. Parental
involvement is very important in the
education of the young. Regular con-
ferences are held with parents so that
they may become aware of their child’s
progress and in which areas of learn-
ing, reinforcement is necessary.
Finally, when the child has completed
the Montessori programme, in our
case, he will undergo a specailly
designed Transition Programme by
our centre so that he is well prepared
to enter primary school with con-
fidence.
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PAMELA C. THURAISINGAM

Revised History Syllabus for
Secondary Schools -
Implications for the
Classroom Teacher

Tll.: revised history syllabus augers
well for the history teacher who
has not seen change in the history cor-
riculum for some time. With this
revision and change, in the words of
Ballard, the historyteacher now has to
prepare to abandon the shallows
where he has lived for so long and
launch out into the deep.” He has to
re-cxamine how best to effectively
translate the aims and objectives of the
syllabus into classroom teaching,

The Syllabus and its Requirements

The aims and objectives of the syl-
labus, according to the Ministry of
Education’s Curriculum Planning
Division, not only provide a balance
between regional and world history,
but also secck to provide a balance
between the acquisition of skills and
content. The syllabus seeks to imbue
valuesin the pupils, develop in them a
sense of identity and pride in their
country and to provide them with the
cultural ballast necessary in a fast-
changing society. As our global city
opens to the influences of a rapidly
changing world, pupils must be aware
of the importance of adapting to
regional and international develop-
ments. Pupils need to be taught his-
torical understanding, how to process
historical information and understand
points of view in history. They are also
expected to be able to organise and
present information using a variety of
appropriate forms,

Immediate Concerns of the Classroom
Teacher

With the change in the syllabus and
its requirements, the immediale con-
cerns of the history teacher would be
the following:

Methodology

What changes would he have todo to
his teaching methodology? What is
historical understanding and how can
he teach it? How does he imbue in the
pupils values and a sense of identity
and pride?

How can he develop in his pupils
critical thinking? How can he train
pupils to be more analytical and em-
pathetic?

Skills of Study

How does he incorporate the teach-
ing of skills with content? What kind
of skills is required of a history stu-
dent? What are the historian’s
*methodological skills” (Booths, 1987)
which need to be taught to pupils?
What are Information Skills? How is
he to teach skills of information
gathering processing and presenting?

Modern World History

Does the teaching of contemporary
world history require a different
methodology? What kind of asscss-
ment strategics should he adopi?
What kind of source materials should
he use in the classroom?

An Interpretive Appraach

An interpretive approach would be
one where the pupil and the teacher
try to "make sense of" (Brophy) his-
torical events and facts. In the Inter-
pretive approach, the teacher
provides the opportunity for the
pupils to think out things for themsel-
ves and there is interaction between
the teacher and the pupils. The
teacher stimulates thinking by asking
a number of "Why" and open ended
guestions. The pupils in turn are also

As our global city
opens to the
influences of a
rapidly changing
world, pupils must
be aware of the
importance of
adapting to regional
and international
developments.




encouraged to question the teacher
and one another.

The Interaction study by Thuraisin-
gam (1990) of the classrooms where
the teachers use the Interpretive Ap-
proach shows the following:

(a) "Teacher talk” is interspersed
with teacher questions.

(b) Teacher relates to pupils’ own
experience and draws on their im-

(¢) Teacher uses open and rhetori-
cal questions to arousé and awaken in
the pupils a sense of curicsity and to
get them to think.

(d) Teacher responds to pupil’s
answer by reflecting on pupils’
answers, sometimes clarifying and
sometimes even using pupils’ answers
and ideas to build upon.

() The pupils in the Interpretive
classroom use more genuine or "ex-
ploratory” language as they grapple
with language in order to come to
grips with the concepts.

() Pupils in the interpretive class-
room initate talk to the teacher and to
other pupils.

(g) There is more laughter in the
classroom

(h) More praise is given to pupils for
their ideas.

(i) Fewer instances of rejection of
pupils’ ideas.

(i) Fewer choral answers.

(k) More wait time is given.

Why an Interpretive Approach?

Current theory and rescarch on his-
tory emphasise the importance of
teaching history for understanding,
appreciation and application, and not
just for knowledge memorization and
skills practice, Brophy in his recent
study on the fifth graders ideas of his-
tory meations that,

*...many students thought of history as an
sxact science that would establish facts un-
squivocally. They did net appreciate the de-
gree towhich history is Interpretive and they
had difficulty imagining how sither his-
torians or they themsalves might attempt 1o
reschve conflicting accounts.”

He goes on to say that if pupils are to

enhance their quality of life and if the
value of history is seen as civic educa-
tion, they will nced to learn to ap-
preciate history's interpretive nature.
This, he says can be done through ac-
tivities that engage them in historical
interpretation. According to Nichol
(1984), the propositional knowledge,
or the facts of history, can be obtained
from textbooks, but the procedural
knowledge can only be obtained

through the process of enquiry. Thus
accordingto Nichol, there is a need for
teachers to be as concerned with the
process of enquiry as with the impart-
ing of received knowledge. Pupils have
to be given an opportuaity to be in-
volved and 10 tease out information
from the historical facts.

Activities

What kind of activities would

Current theory and
research on history
emphasise the
importance of
teaching history for
understanding,
appreciation and
application, and not
just for knowledge
memorization and
skills practice.

develop in our pupils eritical thinking
abilities and a sense of reflexion. How
can we teach this?

Jarnes Smith's Interrogatory Approach

Smith has suggested a technique
which he calls the interrogatory ap-
proach, an approach which can be
tried in our own classrooms. Here
pupils themselves raise problems or
questions about the past which need to
be examined understood and ex-
plaincd. These questions provide a
frame of reference in gathering infor-
mation. According to Smith, pupils,
guided by this interrogatory, know
beforehand what they are looking for.
Their reading is kept "active” and
"alert” and allows them to probe
through sources critically. In addi-
tion, an Interrogatory directs the
pupils’ notemaking activities. It indi-
cates what information should be
selected, and so helps cope with the
total information found in a source.
When pupils do the write up, the inter-
rogatory provides the framework
around which they can arrange their
notes. He believes that the "inter-
rogatories involve pupils in the skills of
historical analysis. They can also be
used to encourage pupils to
hypothesize and engage in historical
reasoning’. He also suggests that such
an approach can be used to revise past
examination questions.

Concepts

In order to teach pupils historical
knowledge and understanding it is
necessary to teach them concepts.
"Concepts serve as catalysts for
knowledge. They belp to make sense
of the past by giving it structurc and
cohercnce. They raise historical
knowledge...lo that of historical un-
derstanding.”" (Booths 1987). Con-
cepts can be taught graphically and by
concept mapping, (Loh 1987).

Empathy

Booths (1987) also mentions that
pupils should be taught empathetic
understanding. It is a difficult objec-
tive to teach and it requires imagina-




tion. "In essence, empathy is the at-
tempt io get to grips with the strange-
ness of the past... Empathy is therefore
at the heart of historical under-
standing. "This can be taught by giving
the pupils a historical problem to
tackle on their own.”

Teaching of Skills

The challenge for the history tcacher
lies in his ability to teach pupils how to
learn history so that they become inde-
pendent learners. This pedagogic ap-
proach is something the teacher him-
self must master before he can pass it
on to his pupils. As he moves from a
transmitter of knowledge to a
facilitator, he has to teach the pupils
to become "wersatile learners” (Ann
Irving) of history. The history student
will be deluged with information and
facts. He has to be able to read for
information, select what is relevant,
take notes, process the information
and finally present the information.

Irving believes that study skills
should not be taught in isolation and
out of contexi. She believes il should
be taught across the curriculum. Some
scheols have incorporated the Infor-
mation skills programme in the
English curriculum. It now remains
for the history teacher to provide op-
portunities for the pupils to develop,
extend and practise these skills.

Contem porary Modern World History

According to Burston & Thompson
(1967), there is a difference in the way
history of the past is wrilten from his-
tory of the present. The historian, in
writing of the past, is somewhat
detached from the sceme that he is
portraying. He knows what followed
the event or period. In contrast, the
contemporary historian is inevitably
involved in the events for he is a par-
ticipant rather than a detached spec-
tator. In writing his account the con-
temporary historian is limited by
evidence which is often incomplete.
Most of the time he is questioning
events. His writing might be coloured
by prejudice and it might mot be im-
partial. He predicts and makes as-

sumptions. The teacher will have to be
aware of this and teach the pupils to
distinguish fact from opinion and
pupils need to be taught o reflect
critically.

In discussing the problems of teach-
ing contempororay history in schools,
Burston and Thompson say, "Conicm-
porary history ... is a maturc and
sophisticated form of history, a history
in which the questions asked are more
important than the answers, some-
times only partial answers are given
.- Here they feel that it is necessary
for historical analysis and criticism to
be applied to contemporary history.
The teacher and the pupils must
remember "not to accept what they
should question nor to accept as

closed a discussion which should be
the beginning”

Resources

For resources, the teacher and
pupils of contemporary history might
also have to resort to newspapers and
magazines on current affairs to keep
abreast of the rapid change taking
place around them, although the the
period of history taught is oaly up to
1963 for Malayan History, 1954 for
South east Asian History and 1952 for
Modern World History.

Assessment

For testing pupils on Modern world
history, the teacher might not be able
to use the usual method of marking
according to one fixed answer, The
teacher might have to be open to alter-
nate answers, because there are no
right answers.

With the revised syllabus, history has
more 1o offer to pupils. The suceess of
the revised syllabus rests in the hands
of the classroom teacher. As men-
tioned by Mrs Mok Choon Hoe,
Director of Curriculum Planning
Division, "We are counting on our
tcachers whe have supported the
revision of the syllabuses to enthuse
and fire the imagination of our pupils.”
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ASSOCIATION FOR SUPERVISION AND CURRICULUM DEVELOPMENT

491H ANNUAL CONFERENCE AND EXHIBIT SHOW
MARCH 19-22, CHICAGO, ILLINOIS, USA

More Sessions Than Any Something for Everyone -
Other Conference Guaranteed!

Choose from over 450 meetings. At the ASCD Conference, the ideas
never stop coming! You'll learn
about all the issues and ideas that

BN NN NN E e having an effect on schooling

The International Hub of today:
Curriculum and Instruction

= curriculum standards in science,
math, social studies, and English.

- school restructuring
This Conference is a '"Super Store" - alternaiive assessmeni practices
of educational ideas and - interdisciplinary curriculum
innovations - collaborative school governance
- tracking and multi-age grouping

- multicultural programs and practices
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~ Register early and save! ]

For more information,
contact

Mrs Woo Yoke Yoong,
Hon Secretary,
Singapore ASCD

Tel: 4605478
Fax: 4688451
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