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A School That Puts
Questions In Place

Lim Lee Hean

chool climate as a subject of
Sstud}f has captivated the in
terest of many (e.g. McInll
and Rigsby, 1973; Brookover,
Beady, Flood, Schweitzer, and
Wisenbaker, 1979; Rutter,
Maughan, Mortimore, Ouston, and
Smith, 1979; Anderson, 1982; Ng,
1985; Quek, 1988). These overseas
and local research attest to the sig-
nificance of school climate. It is dif-
ficult for practitioners in education
to ignore the overwhelming conclu-
sion from the above studies that
school climate does make a differ-
ence.
Stripped of its theoretical over-
tone, Finlayson (1973, 19) maintains
that;

Parents, teachers and visitors
[italics added] to school be-
come aware of the “tone of the
school™ afler entering it. They
intuitively gain impressions
from a number of cues -- the
way pupils behave towards
each other, the way pupils an-
swer queries addressed to
them, the way pupils move
about the school and how
they conduct themselves in

the playground, the way
teachers address the pupils,
the way visitors are received,
to name only a few.

With reference to the above ci-
tation, it is on the basis of visitor’s
observations and interviews that [
am unfolding aspects of my wvisit to
a school. The venues of the pupils’
interviews were the school hall,
study areas and the canteen. The
interview questions focused on
school life, ranging from structured
“What time do you reach school?”
to open-ended “What do you think
of vour school?”. Interactions with
the pupils revealed that there was
no prior announcement of visitors
to the pupil population, and hence
no special preparation of model
interviewees or sights. The obser-
vations and interviews were con-
ducted under natural settings, as
ideally preferred. Effects of contriv-
ance were reduced to a minimum.

The first three groups of inter-
views involved five to six lower sec-
ondary pupils per group. In the
school hall, the interviewer moved
amidst the pupils who were seated

on the floor reading, and conducted
on-site interviews with randomly-
selected pupils. One of the deepest
impressions gathered by the inter-
viewer was the unanimous pupils’
affirmation that they always came
early to school; some as early as
nine in the moming to study. It is of
interest to note the visit was made
in March 1996, a time when there
was no examinations round the cor-
ner, Such motivation to be in school
is consistent with answers from
three groups of pupils from the
graduating classes, who were inter-
viewed in the canteen and study
areas. These pupils expressed that
they stayed in school after class, till
four or six in the afternoon.

While there are schools having
to wrestle with the basies of pupils’
attendance during official curricu-
lum time, what entices pupils of this
school to come early or stay later?
Why are they amenable to spend
an inordinate amount of time in
school doing their school work be-
vond school hours?

Probing into pupils’ perspectives
provided some insight. The state-
ments that follow are representa-
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An inviting school climate that entices pupils lo come earlier and leave later

tive of comments on the pupil-ap-
pealing furniture: “1 like the school.
The facilities (are) good. Thetables
here look like McDonalds™. Brightly
coloured, modem designed tables
and chairs were placed all over for
pupils to study. Even the canteen
furniture was not devoid of bright
colours. In spite of an enrollment of
1700 pupils coming early and leav-
ing late to study in school, one prime
reason cited by the pupils for stay-
ing in school beyond curriculum time
was the “quiet” school environment
which facilitated learning. During
the interviews, the pupils confirmed
that they were confident of having
a seat to study. The school was ob-
viously inviting for pupils to spend
their time bevond curriculum hours.

Groups of pupils of the graduat-
ing classes were observed doing
their sclf-study even before the start
of the program at 1400 hours. They
did not mind shortening their lunch
break “since we're given the avenue
to study”™. Vending machines dis-
pensing drinks were placed near the
study tables for the convenience of
the pupils, The pupils also shared
with the interviewer their expecta-
tion of a better future with good
paper gualifications. In addition,
they felt that “since they (1995 pu-

pil cohort) have done so well, we
have to do better this year”
Besides the facilities, the quiet
study atmosphere and the motiva-
tion to succeed, the interviews also
showed that the school teachers,
schoolmates and principal emerged
as attributing factors. The teachers
were there to offer a helping hand
“The teachers are friendly; help us
whenever we have problems.” “Af-
ter school we go and ask them
(teachers) if we have difficulties,
they will help us.” “The students are
all quite nice.” The interviewees said

that the principal talked to them at
times during assemblies or flag rais-
ing. “Talk about school life, like our
problems, or fight against
gangsterism,” Scemingly anxious
not to be misunderstood by the in-
terviewer, someone quickly clarify,
to the cager nods of the others,
“There is no gangsterism in our
school. Mot bad, our school. Stu-
dents care for each other.”

The element of care appeared
prevalent. Voiced by both pupils and
principal alike, it was like a com-
mon thread that weave the human
connections. The principal ex-
pressed, “Near the exams, students
tend to find a place to study at night.
I open up the canteen at night for
them to study.” Acutely aware that
his pupil input had “poor foundation™,
lacking in “self-study habits, exam
skills, time management”, he sought
to bring out the best in them. He
engineered the gear towards a con-
ducive school leaming environment,
driven by his ardent belief that all
who reached him can be taught. He
declared, “In this school we begin
with one premise: All children can
be taught. And we end with one
premise: All children can be taught.™

The pupils were quick to express

Under attractive beach umbrellas, among flowering plants
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Pupils staying in school beyond curriculum time, with the convenience of
vending machines and appealing furniture

their appreciation of the principal.
“Managing school so well, improve
the results™ “Not every principal
can get cooperation of teachers to
stay back, give extra lessons.”
“Those things that need to repair...
he repair the toilets.” While man-
agement literature (¢.g. Katz, 1975)
asserts that technical skills are sub-
sidiary to conceptual and human
skills in top management, in the pu-
pils” perception, getting his hands
soiled in the interest of the school
was also a quality attribute of the
principal. One may argue that the
core of the issue is not the techmi-
cal skills of toilet repair, but by uti-
lizing his awareness of pupils” back-
ground and their perceptions, the
principal had effectively communi-
cated a powerful message to those
in his charge - he cared for them.
There was a degree of congru-
ency in the observations of princi-
pal-pupil interactions and pupils’
verbal expressions. Here are some
remarks from the pupils: “He (Prin-
cipal) is very strict, but very friendly.
When we have problems, can see
him.” and “School discipline is good.
Quite strict.” When the principal
joined the pupils at a later stage for
photo-taking, he laughed loudly and

said jokingly of the interviewecs.
“They are tortured by me.” Instead
of ordering his pupils to participate
in the photo-taking, he phrased it
with “Come on, TCS filming Stars.”
In the school hall, when he sensed
some excitement arising as a result
of the abrupt interviewing, all that
was required of him was a gentle
reminder, “The rest of you students
continue with reading.” There is no
question that the principal com-
manded respect from the pupils;
there existed a kind of loose-cou-
pling that blended firmness with
being approachable.

It is apt at this stage to name the
school and some relevant statistics.
When Goh Tong Pak took over the
headship in 1992, Xinmin Second-
ary School was ranked 134 out of
141 in the annual ranking of schools.
It has since made phenomenon
progress to be within the top fifty
schools. From the observations and
interviews, it was emphatically evi-
dent that such achigvement was not
incidental. It was sheer hard work
and smart work, of a principal who
transformed a vision into concrete
reality.
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Been There, Done That, Didn’t
Work: Alternative Solutions for
Behavior Problems

Often the best way to help students with

behavior difficulties is to demonstrate

flexibility and respect.

Barbara J Ayres and Deborah L Hedeen

s. Sanderson has just an-
nounced that students
hould take the next five

minutes to finish their journal entries
and go to the corner of the room
for the daily class meeting. One stu-
dent, Josh, doesn’t wait. He jumps
up, pushes his journal and pencil off
his desk, and heads toward the back
of the classroom, pulling class-
mates” papers to the floor and
touching their heads as he passes
their desks. Annoyed, they tell him
to stop, but he only grins, then stops
at the teacher’s desk to try out
some of her supplies.

Ms. Sanderson asks Josh to put
the items down and join the group.
He plops down in the muddle of the
group after stepping over class-
mates who sit on the floor. When
the teacher asks the students to
share what they did last night, sev-
eral raise their hands. Before she

can call on anyone, Josh yells out
that he went swimming and starts
talking about his outing.

Sound familiar? As increasing
numbers of students with disability
labels are being taught in general
education classrooms, teachers find
themselves working with voungsters
who sometimes are disruptive, who
disregard rules, who appear not to
respect the personal space and be-
longings of others, or who neither
pay attention nor follow directions
(Hedeen et al. 1996). Classmates
may be quite tolerant of these stu-
dents at first, but over time, they,
like their teachers, can become frus-
trated and unsure of how to re-
spond.

For children or young adults with
certain behavioral difficultics, re-
sponses that have been successful
for other students may be ineffec-
tive. Thus we share the following

alternative solutions. First, however,
here are four guiding principles that
educators we have worked with
have found helpfil.

Principles of Problem Solving

Teachers need to engage in ac-
tive, collaborative, creative problem
solving with their colleagues and
students when developing solutions
to common behavioral problems
(Janney et al. 1989, Topper et al.
1994). In particular;

Teaching students with behavior
problems requires a team ap-
proach. General and special edu-
cators, parents, classmates, and ad-
ministrators bring varied perspec-
tives and ideas to the table. Gath-
ering ideas from people who are not
directly involved in the situation can
infuse new perspectives into the
problem-solving process.
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Establish a shared vision of your
goals for students - the positive
behaviors you expect of them, not
what you want students to STOP
doing. These goals will guide team
members in their discussions with
one another and in their work with
the students.

Understand that behaviors are
communication. 'We may view
students” actions as inappropriate,
but they often see it as a very good
way to get their message across and
their needs met. They may act in-
appropriately to get attention, to play,
or to escape a situation. Part of the
problem-solving process is determin-
ing which messages are behind the
students’ behavior, so that they can
be taught more positive altematives.

Proactive, preventive plans help
students learn new ways of com-
municating and getting their
needs met. Too often, we react to
students who have behavioral diffi-
culties only after they've engaged
in inappropriate behavior. Instead,
we need to identify the skills we'll
teach them, and describe how we
can respond to inappropriate behav-
ior in positive, supportive ways.

Common Problems, Possible
Solutions

The following solutions (and
problems) come from educators
who are working together to create
classrooms where all students are
welcome--regardless of their physi-
cal, intellectual, or emotional char-
acteristics. Their solutions provide
three important needs--choices,
structure, and predictability.

1. Make successful transitions.
Some students have difficulty mov-
ing from one activity or subject to
another. For example, a child might
continue to add to his or her draw-

ing even after the teacher tells the
class to finish the project later. The
child may become upset when you
insist that she stop. Trying to rea-
son with the student, you find your-
self caught in a power struggle,
wondering who will win in the end.

e Rachel’s teacher used a timer in
addition to a verbal reminder.
With ten minutes to go until the
next activity, he would approach
Rachel, set the timer for five
minutes. and tell her that when it
rang, she would need to start
putting her things away in prepa-
ration,

e Larry’s teacher gave Larry an
iteni to be used in the next activ-
ity that he could carry. For ex-
ample, when it was time for a
story, the teacher handed him the
book she planned to read. She
would tell the entire class the
name of the book while Larry
held it up for everyone to see.
She would then ask Larry to take
the book to the reading area. In
addition, to pique the class’s--and
Larry’s—interest, she often re-
lated an interesting tidbit from
the book.

o Kristen's teacher discovered that
a daily picture schedule helped.
She took photos of Kristen and
her classmates participating in
various activities and put them
in a small book. A few minutes
before each transition, she asked
Kristen to take out her schedule
book and look at herself having
fun with her friends in the next
activity.

2. Create a sense of contral. All
children strive to feel a sense of
control in their lives. Some, however,
exert control in ways that many
adults find difficult to understand
and accept. As teachers, our natu-
ral instinct might be to restrict their
privileges and try to show them who
is boss. But teachers who work

with these students successfully

give them many opportunities

throughout the day to feel a scnse
of control, while providing an over-
all structure.

e Laticia’s teacher emphasized
choices by asking where Laticia
wanted to work (at the desk or
at a table), what writing utensil
she wanted to use (pen, pencil,
or marker), what color paper she
wanted for her final project, and
whether she wanted to write or
illustrate her response.

» William was a student who had
many idcas about what he
wanted to do at any given time,
and he was determined to carry
them out regardless of what the
rest of the class was doing. His
teacher helped him plan a se-
quence, asking him to first state
what he wanted to do, then fig-
ure out a plan that was accept-
able to teachers and classmates,
and then determine an appropri-
ate time to do it. As a result,
William knew that his teacher
was interested in his ideas and
that he would be allowed to fol-
low through on them-at the ap-
propriate time.

3. Follow classroom rules. At the
beginning of the school year, many
teachers work with their students
in drawing up classroom rules. With
only periodic reminders, most stu-
dents follow these rules, but a few
do not. Some disrupt classmates
who are working or standing nearby,
speak out without being called upon,
or use inappropriate touching or lan-
guage to convey their needs.

*» When Tony swore in class, many
of his classmates would giggle,
thereby encouraging him to
swear more often. His teacher
did not permit swearing in class,
but she knew that Tony had a
difficult time controlling his
words. She met with the class

ASCD Review



and asked for ideas. They de-
cided not to laugh when Tony
swore, and, in fact, to compliment
him when he used friendly, pleas-
ant language.

e Carrie’s teacher wanted to help
Carrie learn to raise her hand
and speak politely in a “classroom
voice™ instead of velling out her
responses. The teacher moved
Carrie’s desk to the front of the
room. On an index card, he
wrote the steps involved (get an
idea, raise your hand, wait to be
called on, speak in a soft voice),
then taped the card to Carrie’s
desk. Carrie practiced this se-
quence with her teacher twice a
day. Whenever Carrie spoke
without being called upon, the
teacher would remind her to
raise her hand by pointing to the
card on her desk.

s Jeremy had difficulty expressing
himself in class and would some-
times hit his teacher or class-
mates when he wanted their at-
tention. Jeremy's teacher de-
cided to help him learn to tap oth-
ers on the shoulder or hand in-
stead. Whenever Jeremy ap-
proached someone or needed
something from another person,
an adult or classmate would re-
mind him to tap them lightly in
order to gain their attention. 1f
Jeremy did hit someone, he was
prompted to tap them instead.

4. Share information with other
students. We have always been
concerned with the confidentiality
of students who receive special edu-
cation services. But just because we
do not say anvthing about a child’s
behavior does not mean that other
students don’t notice it. When stu-
dents with behavioral difficulties are
educated in general education class-
rooms, peers will often observe and
question their behavior, as well as
the adults” responses. The students

will also mimic the adults” attitudes
and behaviors. For these reasons,
it is important to be honest with the
student’s classmates so they can
begin to understand why he or she
is using certain behaviors.

# In Angeleen’s classroom, the
teacher discussed similarities
and differences among all people
and asked the students to iden-
tify these qualities in themselves.
He then read the class stories
about children with special edu-
cational needs, one of whom
was much like Angeleen. On a
day when Angeleen was out of
the classroom, her classmates
discussed how they could tell
when she was becoming upset
and try to redirect her attention
to something else. They gener-
ated a list of ideas and picked
two they would try during the
next few weeks.

e Byron, who had Tourette syn-
drome, was an accepted mem-
ber of his own 6th grade class,
Some of his friends noticed, how-
ever, that the other 6th graders
were not treating him very kindly
during lunch hour and recess.
With the encouragement of their
classroom teacher and the spe-
cial education teacher, his class-
mates organized an information
session for all the students. They
discussed similarities and differ-
ences among people, and Byron
offered specific information on
Tourette syndrome, the tics and
other behaviors he could not con-
trol. The teachers who are most
successful in working with stu-
dents with behavioral difficulties
are those who collaborate with
colleagues, students, parents, and
people who are not directly in-
volved and therefore can offer
new perspectives. Successful
solutions tend to involve educa-
tors and classmates who show
flexibility and respect; and pro-

vide choice, structure, and pre-
dictability.

Teaching students with behav-
ioral difficulties can be challenging,
but it is well worth the effort. When
teachers see the positive changes
they have brought about, they know
their hard work has been generously
rewarded.
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Disruptive Behaviours: The
Student's Perspective

June Y. C. Mak & Lily ¥. 5§ Wong

isbehaviour in the class
room is not a new prob-
em. All teachers have to

deal with it to ensure a conducive
leaming condition. If misbehaviours
which disrupt the leaming routine
are not controlled, it is bound to in-
terfere with the learning and teach-
ing process of all members of the
class. As such, any disruptive
behaviour in the classroom is a mat-
ter of concern not only for the teach-
ers and the school but also the learn-
ers themselves. Even the misbe-
haved students seem to want les-
sons to be free from disruption.
They rank the ability to control the
class as the most important char-
acteristic of a teacher (Gannaway,
1976).

Teachers have their own percep-
tion of misbehaviour. At a forum
on discipline in Singapore schools
organized by the Singapore Teach-
ers’ Union in July 1994, participants
attributed misbehaviours to negative
peer influence, poor parental super-
vision, unfavourable home back-
ground, diminishing authority of the
school, negative peer values, values
transmitted by the mass media, stu-

AR
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dents” part-time employment and
over-protective parents.

Parents, on the other hand, per-
ceive that schools are not doing
enough in this area to curb
misbehaviour. They are at the same
time divided in their views as to how
much of the problem is their respon-
sibility and how much of it is that of
the teachers and the school.

In all these discussions, the pu-
pils™ perception of misbehaviour is
not given due attention. What are
their views on misbehaviour in the
classroom? Perhaps their percep-
tion and suggestions could enlighten
teachers, parents and the school
and may shed further light on the
problem and management of dis-
ruptive misbehaviour in particular.

This study attempts to under-
stand a bit more of disruptive
behaviours in the classroom, and
how they can be reduced. Sugges-
tions from the students may contrib-
ute to the measures of overcoming
disruptive behaviours. With the
understanding of the problem also
from the students” point of view,
both teachers and learners can
work collaboratively to curb
misbehaviour and thus improve the
leaming environment for all students.
As Rogers (1969) puts it pointedly
“the crux of the learning situation is
the relationship between the facili-
tator and the leamner.”

The Study

The first author approached her
colleagues, and 50 teachers (out of
58) agreed to be involved in the
study. First they were asked to iden-
tifying the behaviours which often
disrupt their lessons. The
behaviours were then ranked based
on the number cited. A list of 12
most commonly occurring
misbehaviour was drawn up as fol-
lows:

| talking during lessons

Table 1:  Frequencies as identified by level
Times being identificd
Level 1 2 3 4 5 Total
Sec 1 18 5 1 0 0 24
Sec 2 o7 16 2 2 1 78
Sec 3 30 18 6 1 0 55
Sec 4 27 4 2 ] 0 43
Sec 5 9 5 ! 0 0 15
Total 141 58 12 3 1 215

2 no books (textbooks/exercise
books/workbooks), stationery,
instruments, PE attire, art mate-
rials, wrong books

3 inattentiveness, day-dreaming,
lethargy*

4 joking, teasing friends, unneces-

sary remarks, playing, kicking

neighbours’ chairs, throwing pa-
pers and things at one another
sleeping in class*

6 not doing homework/assignment,
not handing in books, do not meet
datelines, need to be chased

7 absenteecism, truancy, leaving
class without permission, not in
class but in school

8 rude/aggressive when repri-
manded using vulgar language,
indifferent/disinterested attitude

9  walking/moving about in class,
changing seats

10 making disruptive noises (whis-
tling, drumming tables and chairs

Il late for class especially during
changeover of periods

12 quarrel/fight/argue/onruly
behaviour

(Note: * a mishehaviour which is

not disruptive but not tolerable)

n

Based on this set of
misbchaviours, teachers were then
asked to name two students who
consistently display each of the
behaviours n their lessons. Eight

misbehaved students, two from
each level, from Secondary 1 to 4,
were short-listed for interview. The
questions asked of them were meant
to find out from them as to how and
why they misbehaved and what
measures could be used to help
them overcome the disruptive
behaviours in class. Four well-be-
haved students, one from each level,
were also identified, Their views
on how they and teachers could
help were elicited.

From the teachers’ identification
of students who were disruptive in
class (sce Table 1), we could see
that three times as many Seccond-
ary 2 students as Secondary 1 stu-
dents were 1dentified as misbe-
haved. The numbers identificd
from Secondary 3 and Secondary
4 were each about twice as many
as those identified in Secondary 1.
This suggests that the youngest stu-
dents in this secondary school were
not as bold but had the tendency to
be restless. Once they were ad-
Justed to the new school environ-
ment, they could be equally disrup-
tive. At the same time, fewer Sec-
ondary 5 students were identified as
disruptive, probably due to the small
number enroled in this level. Also,
it could be that those who could not
endure the discipline of schooling
would have left school and those

July 1996



Table 2: No. of Students by No. of Misbehaviours by Level
Number of Misbehaviours
Level 1 2-3 4-5 >6 Total
Sec 1 13 ¥ | 2 24
Sec 2 43 26 4 0 78
Sec 3 28 21 4 2 55
Sec 4 24 19 0 0 43
Sec 5 8 4 3 0 15
Total 119 78 12 4 215

who remained were more serious
about leaming and were less likely
to misbehave.

Altogether 215 students were
identified to be disruptive. Fortu-
nately, only seven percent of these
students were identified as mishe-
haved more than twice (see Table
1). About the same percentage of
students displayed more than four
tvpes of disruptive behaviour (see
Table 2). Nevertheless, with such
a vast number of misbehaved stu-
dents, identified once or more by
teachers as disruptive, and display-
ing one or more types of
misbehavious, it was necessary for
teachers to  help reduce
misbechaviour so that learning and
teaching can go on.

Reasons for misbehaviour

The eight misbehaved represen-
tative students were asked at the
interview to give reasons for their
behaviours. They were honest to
share their views with the first au-
thor. Reasons revealed were that:
o the lessons in these classes were

boring
s they were unable to cope with

the lessons (attendance has been
irregular)
o they had lost interest in these sub-

jects and disruption was a means
to pass time

* they could not understand teach-
ers’ teaching as explanations
were not clear

o the class was nosy, they could
not concentrate, so they joined
in the misbehaviour

The above reasons for misbe-
having were mostly lesson-related.
Some students confessed that they
did pot always misbehave. It all
depended on who the teacher was
as well as the lesson being taught.
Only one student claimed that he
misbehaved because he simply
wanted the teacher to answer his
question. He revealed that “the
teacher ignores him, brushes him
aside and scolds him as trouble-
some.” No wonder students’
behaviour varied from teacher to
teacher. Other reasons for misbe-
having include;

o the urge to talk and to share with
friends especially after a long
weekend, and

» the lack of home support and pa-
rental supervision as parents
were divorced, separated or
busy at work and they needed
to be listened to,

Misbehaviours due to the above
reasons could be eliminated if
teachers put aside time for students
to commumicate in class and gave
them opportunities to voice their
opinion, be these grievances or joys.
Time well spent in the class is more
meanmingful and preventive than time
spent on controlling or managing in
a reactive or punitive manner.

Management

Twelve students, eight misbe-
haved (all boys in this school, ex-
cept a handful of girls in Secondary
| but none of the girls was identi-
fied as misbehaved) and four well-
behaved, were interviewed individu-
ally to find out what teachers could
do to reduce misbehaviour. They
generally exonerated themselves
from the disrupting incidents. A few
mentioned that they could help to
make classroom leaming experience
a better one for themselves, their
classmates and their teachers.
They suggested several ways they
could do to curb disruptive
behaviour in class. Some mature
and reflective responses were as
follows.

s Students need to be more disci-
plined themselves.

e Students need to be diligent in
their studics,

* Students need to be regular in
their attendance in school.

» Students need to cooperate with
their teachers.

Since the students were ready
to be responsible for their actions,
they should be made to understand
why disruptive behaviours were dis-
approved, They should be told that
misbehaviours interfered with the
learning opportunities of other stu-
dents and imposed stress on teach-
ers (Mortimore et al., 1983). Any
act of misbehaviour prevented the
teacher from teaching and the

1
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learners from learning.

With their experience in misbe-
having and understanding of their
own misbehaviour, they made sev-
eral suggestions for teachers to con-
sider:

® Teachers need to be firm and be
in control of their classes as
‘soft’ teachers could be taken
advantage of by students, Con-
trol could be done through the set-
ting and enforcement of class-
room rules.

® Teachers need to be consistent
and fair in reprimanding or im-
posing punishments, that is to
scold or punish only the guilty
ones; do not pick on the misbe-
haved ones over and over again
Just because he had misbehaved
before; not to send students to
detention class for small matters
like talking in class.

* Teachers need to teach well and
systematically, making lessons
interesting and be clear in their
explanations and instructions and
thus avoid boredom.

» Teachers need to try to under-
stand their students, be friendly,
talk and laugh with them, scold
when necessary but not to nag;
respect them and receive re-
spect in return,

e Teachers need to be supportive,
and be reasonable in their de-
mands and expectations.

During the interview, the stu-
dents also suggested some manage-
ment strategies:

® The very disruptive students
should be sent out of the class
so that others in the class would
not be affected.

* The Discipline Masters could in-
tervene in very disruptive and
noisy classes and when the situ-
ation is out of control.

* Parents could be called to school

to discuss the problems but this
measure should be used only as
the last resort,

* The misbehaved pupils could be
sent for counselling.

Implications for the school

The tvpe of problems that occur
frequently in our classrooms are ac-
tually not serious. But the long term
solution to such disruptive behaviour
would require personnel, teachers
in particular, who have both the skills
and the personality to cope posi-
tively and constructively with these
problems. One of the most effec-
tive ways to influence the style of
classroom control in a school is by
open communication and discussion
with students as well as with col-
leagues. Teachers need to upgrade
their skills in the cognitive area con-
tinually. What they teach should be
relevant to the lives of the students
they come in contact with, thus
making the content more meaning-
ful to leamers.

The wider implication is for the
school to intervene and support the
teachers in their effort to manage
their classes. Admunistrative sup-
port should be positive as teach-
ers are reluctant to make referrals.
Referrals are often construed as a
reflection of teacher competence,
At the school level, the administra-
ticn could explore the idea of set-
ling up “time-out rooms” where dis-
ruptive students could be sent ‘to
cool off.” It has to be supervised,
but going to these rooms should not
be seen as a punishment. Perhaps
more importantly, the school could
look into the possibility of providing
small group teaching or a
remediation programme in so-called
‘detention rooms” for students to
complete their work under supervi-
sion. Inaddition, a back-up service
which the school administration has
to strengthen in terms of resources
and training is counselling. Disrup-

tive students can be assisted
through counselling to develop a
sense of responsibility for their ac-
tions.
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Getting Pupils to Visit and Use
Library Facilities

Evelyn Looi

cading maketh a man
Sir Francis Bacon

“Reading widens your knowledge,
experience and horizon, heightens
your sensitivity to language and
deepens your appreciation of life”

As educators we believe in the
value of learning. Indeed one can
say that the love for books and
learning is one of the marks of the
educated person. As such, every
effort should be made to inculcate
this love in our students and the li-
brary, a centre of independent learn-
ing, must be made a part of the pu-
pils” life.

To begin with, I feel that moncy
spent on creating an attractive am-
bience is an investment as it does
draw the pupils in. The library can
be made a pleasure to visit if, be-
sides being well-lit and air-condi-
tioned, it has comfortable chairs,
cushions and a generous amount of

greencry and eye-catching posters.

Displays, Pathfinders, Projects

Wherever possible, we have
tried to create little nooks with dis-
play tables based on themes. These
are changed every month or 5o, thus
providing something interesting for
the pupils each time they wisit the
library.

Display tables can focus on aca-
demic areas like History (Upper
Secondary), History (Lower Sec-
ondary), English and so on. This is
enhanced by a “Pathfinder” on the
subject. Pathfinders are topical lists
of recommended books, complete
with ratings. Other non-academic
arcas include Biographies, Social
Issues, Teenage Problems, Sports,
Craft and Indoor Entertainment,
Loeal Fiction, Light Reading and s0
on. Librarians are in charge of these
tables, arranging them attractively,
replenishing them and even deco-

rating the table with related
artefacts. This project done on a
competition basis usually raises the
standard of work.

A year-round display is of course
the New Arrivals table and revolv-
ing shelf which is enticingly located
at the entrance. Some other year-
round displays could include focus
on Popular Books, Light Reading,
Librarian’s Choice/Highly Recom-
mended Books . Here we have
taken advantage of the selection
from “Who’s Reading What in
Singapore”, a publication of the Na-
tional Library which features the
choices of well-known local person-
alitics. We have even made book-
marks based on them and put them
in the corresponding books.

Displays can also be effectively
linked with the school calendar. The
tables could be filled with books on
Saving the Earth just prior to Easth
Day, Chinese culture, folklore and
festivals in the Chinese New Year
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season, the Singapore Collection -
People, Places, Fiction during the
National Day period, Craft books
just before the holidays and so on.

More significantly, these displays
can be co-ordinated with projects
and quizzes organised by the vari-
ous departments. When this is done,
pupils will have to make a trip to
the library; they will also be con-
vinced of the relevance of further
reading to their curriculum. Some-
times there is a need to red-spot
selected books, i.e. for reference
only, during the period of the project.
This is certainly one way to ensure
the compulsory use of library ma-
tenal!

Holiday Reading Programme

The school holidays, in particu-
lar the mid-year and end-of-the-
vear holidays, are optimal periods
to implement compulsory borrow-
ing of library books. Classes are
rostered to visit the library for their
compulsory borrowing (each pupil
to borrow 5 books - at least | fic-
tion, 1 non-fiction, 1 Chinese and 2
of his choice). This is held during
the post-exam period. Having car-
ried this out for a few years, it scems
to have reaped benefits. During the
recent holiday, well over 80% of the
pupils borrowed books even though
it was made not compulsory. I'd like
to think it has become a part of the
school culture.

Enrichment Activities - Films,
Quizzes

The screening of films based on
books is a marvellous springboard
to introduce pupils to reading, espe-
cially of the classics. Where
teacher-librarians are available, a
discussion of the book and/or au-
thor following the film would cer-
tainly enhance its appreciation.
Ready-to-use worksheets and ac-
tivities based on well-known films
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Every effort should
be made to
inculcate a love for
books among
pupils and the
library, a centre of
independent
learning, must be
made a part of the
pupils’ life.

and books are also widely available
in the market nowadays. Ideal times
to screen these films would be on
Fridays, the day before a public
holiday and during the holidays.
Quizzes are another way to en-
courage reading and indeed to
implement compulsory reading!
They could be on Books in general
- Authors, Titles, Characters, Set
texts, Great People, Quotations,
Singapore History or any other sub-
ject area. Quizzes, especially when
done on a bigger scale with a large
audience and attractive prizes, are
generally exciting, enjoyable and
memorable. It may require tremen-
dous effort organising the quiz , but

really, the questions can be ‘re-

cycled’ afier a few years!

Publicity & Promotion - Talks,
Notice-boards, Newsleiter,
Reports

Rapport with the school popula-
tion can be established with sched-
uled termly talks by a teacher-li-
brarian, Pupils will be kept informed
of current and forthcoming Library
activities. New books as well as
highly-recommended books can be
highlighted. Celebrities and teach-
ers can be invited to share about the
books they enjoyed reading. Some
writers are quite willing to share
their experiences at school talks.

Another way of making the
school more aware of Library ac-
tivities is the use of notice-boards.
When placed in a strategic location
where no one will miss seeing it, as
well as strikingly done up (Tip: Get
the help of Art students, or again
roster it to groups of enthusiastic
Secondary 1 librarians), it often
proves highly effective in giving the
library a high profile. The library can
also hitch on to the school newslet-
ter by asking for a regular column
in it, and even asking their person-
nel to do the write-up!

Besides having posters of “New
Arrivals™ (photos of books look
very attractive), it would be good
to keep the school informed of the
top 20 books borrowed for the
month and also the monthly Loan
Statistics of each class. In fact, our
loans statistics are taken into con-
sideration in the “Model Class of the
Year Competition™,

The Support of the Principal
and Heads of Depariment

This cannot be over-
emphasised. Besides allocating a
substantial budget to develop the
book collection, the employment of
a library aide to assist teacher-li-

branans is invaluable. The selection
of teacher-librarians with a passion
for the library is crucial too, These
teachers should, I feel, concentrate
on one ECA only if we hope to
make the library a place the pupils
love to go to.

Excellent service

On the part of the librarians, we
have to ensure excellent service,
Open communication via a sugges-
tions or reply service should be pro-
vided. Allowing reservations of
books and providing an enquiry ser-
vice would also be much appreci-
ated.

The Media Centre

Having a Media Centre, with
computers, video and laser-disc
players has certainly made the li-
brary more attractive and this is an
area we can capitalise on.

Information Skills Lessons

This is yet another arca we can
capitalise on to inculcate in pupils
the relevance and benefits of the
Library to their lives. In ourschool,
these lessons are a compulsory part
of the curriculum.

Library work, no doubt time-con-
suming, really offers a whole cre-
ative, challenging and rewarding
dimension to school life. The satis-
faction of course comes when the
library becomes a place they love
to go to and this remains for the rest
of their lives.

Evelyn Looi is the Librarian of
Fairfield Methodist Secondary
School, Singapore.

I+

ASCD Review



School-Wide Voluntarism

Students at Buona Vista Secondary serve

the community

Mabel Lim

uona Vista Secondary
B School wants its pupils to

have a deeper sense of care
and concern, especially for the eld-
erly and the less fortunate. As such,
the school is striving to provide an
education “Towards a Caring Na-
tion™ for its pupils. The school also
believes strongly that it has a duty
to serve the community in its im-
mediate neighbourhood.

All lower secondary pupils in-
volve themselves in helping two
charitable organizations (affiliated to
the National Couneil of Social Ser-
vices) in flag days. Regular visits
are planned throughout the year so
that a closer relationship is formed
between the elderly and the young-
sters, with benefits to both. The
elderly receive companionship
while the pupils have much to gain
from the interaction.

It is hoped that, after four or five
vears in the school all pupils would
have adequate opportunities to in-

volve themselves in activities that
help them grow in social conscious-
ness and develop a deeper sense of
care and concern for the elderly and
the less fortunate. And when they
leave Buona Vista Secondary
School, they would be among the
many citizens helping others strive
“Towards A Caring Nation™. In this
way, the school would be contrib-
uting much to society.
School-Wide Voluntarism began
when Dr Anthony Loh joined the
school in February 1990. He no-
ticed that the elderly would walk up
and down, through the school, sit in
the canteen or at the technical
workshop. He was curious and
wanted to know who these people
were and what they were doing in
the school. According to the mem-
bers of the school advisory commit-
tee, they told lum that these were
people from the HDB flats in the
neighbourhood. They were retired,
loncly, perhaps even living alone.

He decided that as a school we had
to do something for them,

In May 1991, the school wrote
to the HDB, the Ministry of Com-
munity Development and the resi-
dents” committee asking for names
and addresses of senior citizens liv-
ing in the neighbourhood. The
search yielded 300 names and a
questionnaire was sent out to ask
what their needs were and whether
they would welcome visits from
pupils. Some 90 families responded
and in the following month, Second-
ary 3 Express pupils in groups of
three and four were matched in
terms of language and wvisited the
elderly regularly. This programme
was further extended to include the
Normal course pupils in 1993, Sec-
ondary 3 pupils were trained in skills
in caring for the elderly.

Before actually going out and
visiting the senior citizens, all Sec-
ondary 3 pupils must attend a
school-based workshop on under-
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Having a little tea party with the elderly

standing the elderly. This workshop
takes them through an experiential
learning exercise where pupils ex-
perience what it is like to be old.
One of the experience was to stuff
cotton wool in their ears and to try
listen to others talking. Next, they
wore goggles that were tinted and
found it difficult to see clearly, es-
pecially the depth of the stairs. To
experience how the taste-buds of
an elderly would change, pupils try
to taste a sweet while they pinch
their noses, They also put plastic
bags over their hands and found it
difficult to unbutton and button their
shirts. We also had their legs tied
to simulate difficulties in walking.
In 1995, some of the pupils also had
the privilege of trying out the senior
simulator kit through the help of the
National Council of Social Service.
Pupils also had a chance to role-
play communication techniques with
a canteen helper and an associate
teacher in the school, This role-play
had enabled them to ask questions
more tactfully so that the senior citi-
zens will feel more comfortable talk-
ing to them.

The pupils make it a point to visit
the senior citizens at least once a
month, Every year the whole school
will contribute foodstuffs and dis-
tribute them to the senior citizens

just before the Lunar New Year.
One of the groups leamnt to prepare
some food for the elderly bearing
in mind not to add too much salt,
sauces or chilli in the dishes. They
even invited one of her neighbours
to a little tea-party.

How has the visit change the
pupils understanding about
senior citizens?

Before the visit, many pupils
thought that senior citizens were
grumpy people but after the visit,
they realised that the elderly were
actually very cheerful. Some of the
pupils were nervous and afraid that
they would be turned away by se-
nior citizens on their first visit. It
turned out otherwise as the senior
citizens were easy-going and
friendly. One of them took the
trouble to serve drinks and made a
special effort to remember the likes
and dislikes of the pupils.

The pupils learnt that they should
care more for the elderly and try to
help them in whatever way they
could. They also learnt to care and
share with the elderly and treat
them like family members. One pu-
pil even commented, “I have learnt
to respect and take care of the eld-
erly even though they were not re-

Pupils learnt
that they should
care more

for the elderly
and try to

help them in
whatever way
they can.
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Putting plastic bags over their hands and trving to bution and

unbution their shirts
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Wearing the ‘Senior Simulator Kit'

lated to me.”

The programme has drawn the
school and the community closer
together. Pupils felt that they have
improved in their relationship with
the elderly. In the meantime, the
school is working with The Care
Corner (Queenstown) to develop
ways to improve the quality of their
visits. It is hoped that this will lead
to a meaningful exchange of ideas
between teachers, social workers
and pupils.

Mabel Lim is Head of Department
for Pastoral Care, Buona Vista Scc-
ondary School, Singapore.
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Linguistic Coaching: Helping
Beginning Teachers Defeat
Discouragement

Paul F Caccia

new slant on coaching --

which focuses on partner

hip, open dialogue, and
continuous learning -- helps novices
through those particularly challeng-
ing first days. It also helps seasoned
teachers improve their perfor-
mance.

A novice teacher starts the
school year full of enthusiasm and
ambition. A few months, or even
weeks, later that same teacher has
sunk into discouragement about
ever becoming successful in the
profession. Sound familiar?

I have witnessed high hopes de-
generate into despair several times
during my career as a teacher
trainer and administrator. Most re-
cently, I've scen it at the inner-city
elementary school where 1 was as-
sistant principal and where 1 now
serve on an executive board.

Our beginning teachers™ main

problem was an inability to cope
with challenges to their authority.
Frequent power struggles with stu-
dents gradually bogged down teach-
ers in what they saw as a daily
succession of failures. I suggested
to my principal that we try linguistic
coaching to help our new teachers
develop greater practical compe-
tence and maintain their initial en-
thusiasm, 1 first began using lin-
guistic coaching, a comprehensive
approach to effective communica-
tion, in 1990 in a mentoring program
for novice teachers. The success of
that program and subseguent pro-
grams designed for veteran teach-
ers has convinced me that this ap-
proach has many benefits. For ex-
ample, it helps teachers cope more
effectively with stress. establish
authority for themselves in their
teaching roles, and improve their
overall outlook and performance.

Looking at Linguistic
Coaching

In developing this system of con-
versational analysis and communi-
cation (Flores 1932, Flores and
Winogrand 1986), Fernando Flores
drew on the Theory of Speech Acts
pioneered by philosopher John Aus-
tin (1962) and later refined by his
student John Secarle (1969, 1979),
The premise underlying their work
is that all speaking and listening can
be categorized as some kind of ac-
tion -- stating, promising, request-
ing, asserting, declaring, deciding,
replyving -- in which the speaker
makes a commitment with the lis-
tener.

In Austin and Searle’s view of
communication, the critical actions
involved in, for example, construct-
ing the Empire State Building would
include not only excavating, lifting,
and hammering, but also making
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assessments, requests, offers, and
promises. Flores realized that look-
ing at communication in this way
opened up new possibilities for help-
ing people avoid misunderstandings
and work together more effectively.
He applied Austin and Searle’s cat-
egories of speech acts to make
practical improvements in training
personnel, designing software prod-
ucts, and managing a staff (Flores
1982).

From Flores’s approach, my
point of departure in linguistic coach-
ing is the premise that all speaking
and listening arise from a pre-gxist-
ing background of beliefs, attitudes,
experiences, and emotions. When-
cver teachers do their jobs -- plan
lessons, handle student misbehav-
ior, interact with administrators and
fellow teachers =~ they bring much
more than just their professional
training to what they are doing. A
host of personal and cultural inter-
pretations influence teachers’
frames of reference for understand-
ing and reacting to each teaching
situation. Some of these are valid
and some are not. Invalid interpre-
tations make it difficult for teach-
ers to adapt and to perform respee-
tively on the job.

An example will illustrate how
linguistic coaching works in prac-
tice.

Establishing the Coaching
Relationship

Mike, a first-year teacher, be-
licved that “strong teachers handle
their own problems.”(1) To Mike,
sending a student to the timeout
room or asking for help in manag-
ing a class was a sign of weakness.
As he explained to me later, “If 1
couldn’t handle classes on my own

.. well ... then what was I doing
here in the first place?”

Mike struggled through his first
weeks trying to be strong the best
way he knew how. He isolated him-

self from the expertise and support
of his colleagues. Behind his per-
petually closed classroom door, he
resorted to a mix of sarcasm, argu-
ment, and manipulation to manage
his students.

For those of us who don’t share
Mike’s beliefs and interpretations,
it’s easy to sce how they could
hinder his efforts to teach effec-
tively. But because beliefs and in-
terpretations such as these are part
of the background a teacher brings
to the job, he or she either doesn’t
notice them or mistakes them for
truths that need to be dealt with in
some specific way (“Tell me how
you get them to keep quiet”™). I am
not saying that Mike or any of the
other new teachers didn’t know the
difference between facts and inter-
pretations, but in my experience,
most of us sometimes blur this dis-
tinction as we go about the business
of everyday living.

This brings us to an essential el-
ement of linguistic coaching: people
cannot leam to communicate more
effectively unless they become skill-
ful at making rigorous distinctions
between facts and interpretations.
For example, Mike's conception of
his students as 28 perpetual threats
to his authority to teach - his own
belief and not a fact - would con-
tinue to undermine every method he
employed in his efforts to establish
good discipline. Indeed, 1 have ab-
served beginning teachers produce
mayhem using exactly the same
words and gestures that a seasoned
teacher uses to establish order.
Why? Because beginning teachers
use these methods without a
veteran’s understandings, and there-
fore less effectively. By giving pri-
ority to externals -- technigues and
methods -- many beginning teach-
ers remain trapped in a struggle to
reach a preconceived solution with-
out recognizing that their difficulties
stem from their perception of the

TR T e S aRy
Linguistic coaching
helps teachers cope
more effectively
with stress,
establish authority
for themselves in
their teaching
roles, and improve
their overall
outlook and
performance.
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problem itself - like people in the
1400s trying to figure out how far it
was to the edge of the earth.

Mike, for example, asked me for
techniques that would keep him
from getting drawn into arguments
with students. Even if I had given
him specific methods for avoiding
arguments during his first weeks of
teaching, I doubt that they would
have had much impact on his over-
all effectiveness. To me, Mike’s
reliance on arguing and sarcasm
wasn’t the problem but, rather, a
symptom of the real issue; a lack of
awareness of how his notion of
strong teaching was causing him to
communicate with students in ways
that perpetuated his discipline prob-
lems. In order to coach Mike, I first
had to gain his trust and confidence
-- trust that my sole purpose was to
support him in achieving success as
a teacher, and confidence in my
ability to help him realize his goals.
When 1 felt we had established
enough rapport, I formally offered
to coach Mike, explaiming what our
relationship would be and what he
could expect from it. He accepted.

1 did not take Mike’s acceptance
as blanket permission to tell him
what to do. From experience, 1
knew that coaching exists in name
only unless the coach and the per-
son being coached share a continu-
ing trust and sense of purpose. |
frequently checked with Mike to
make sure that we were still in
agreement about our coaching
project.

Coaching, then, is a partnership
that hinges on two prerequisites: The
person being coached must agree
to be coached, and the coach must
have an unswerving commitment to
that person’s performance

Three Tenets of Coaching

Once Mike agreed to let me
coach him, we had several conver-
sations in which I began to show

him that his understanding of strong
teaching was just that — his under-
standing, not some immutable truth.
Next, I asked questions designed to
help him see how his conception of
“strong™ was actually the source of
his “weak™ performance. Finally, I
suggested a different interpretation
of strong teaching, which included
asking for help, making mistakes,
and leaming from those mistakes.
In asking Mike to try this new in-
terpretation with his students, |
warned him that initially it wouldn™t
feel “strong™ at all, but that it would
gradually help him develop the au-
thority he desired.

Each time Mike reported back
to me, I asked him to state the rel-
evant facts (“A student slammed
her notebook shut just as 1 was
about to check her work™): his re-
action (“1 was mad; | thought she
was trying to make me look bad™);
and his action (I made a sarcastic
remark”). I used Mike's comments
and others like them as a basis for
coaching him to develop new inter-
pretations and to take more effec-
tive actions.

For example, in the case of the
student slamming shut her notebook,
Mike’s use of sarcasm was based
an the premise “never let students
know they got to you.” I pointed out
how this premise undermined hig
purpose as a teacher. What alter-
natives, I asked, might he have em-
ployed if it had been OK to let the
student know she got to him? He
agreed to try them out in a follow-
up conversation with the student.
After speaking to her, Mike re-
ported back to me that instead of
“playing mind games,” he had been
able to tell her frankly what he did
and did not want, As a result, he
was able to listen to her version of
the matter with an open mind.

As the coaching continued, Mike
became less sarcastic and more di-
rect with students, He also began

to use routine discipline procedures,
such as sending disruptive students
to the timeout room, instead of try-
ing to manage everything on his
own. Consequently, Mike had more
time and energy to focus on teach-
ing, and as the year progressed his
true strengths began to emerge. He
organized a chess team, began
teaching math and seience more
innovatively, and served as a men-
tor for troubled students.

These accomplishments were
the result of the gifts Mike brought
to the job of teaching, not of the
coaching I gave him. The coaching
did, however, allow him to develop
the resilience, clarity of purpose, and
authority he needed to bring those
gifts to light,

In summary, the fundamental
¢lements of coaching for improved
communication performance are:

l. Identify the performance to be
improved (Mike’s manner of
dealing with student misbehav-
ior);

2. Establish the interpretations be-
hind the performance (A strong
teacher handles his own prob-
lems™); and

3. Intervene by coaching for new
interpretations and actions.

Not Just for Beginning
Teachers

The beginning teachers 1
coached achieved better results
than other new teachers who were
not coached, Where their predeces-
sors had struggled just to get through
their first year of teaching, the
coached novices maintained a more
positive outlook and, as the year
went on, made consistent progress
in establishing a authority and au-
tonomy.

In accounting for their suc-
cesses, they all made specific ref-
erences to linguistic coaching, For
example, one teacher wrote:
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Coaching helped me see the con-
nection between what I think of
myself and what the students (and
others) think of me. You made me
observe myself in a new way: | was
able to see that | have certain ways
of thinking and acting that don’t get
the results [ want, but that deesn’t
make me a bad person or even a
bad teacher.

Since my nitial work with be-
ginming teachers, I have scen how
linguistic coaching can help improve
the performance of administrators
and expenenced teachers, For ex-
ample, my prnincipal said that she
learned to communicate more ef-
fectively with parents -- to better
manage complaints and to elicit
greater cooperation - as a result of
being coached. In another case, a
skilled veteran teacher found her-
self enjoying her students more be-
cause she had gained greater flu-
ency in communicating with them,

Linguistic coaching can also be
an effective tool for intervening in
scrious professional breakdowns,
such as job burnout. When John, a
teacher from another school, came
to me¢ complaining that he some-
times woke upon school days “sorry
I'm still alive,™ I proposed that learn-
ing to communicate more effectively
might help him overcome his feel-
ings of frustration and powerless-
ness. During the six months that 1
coached John, he learned to com-
municate in ways that led to more
effective action. For example, he
began to participate in what he had
considered to be “waste of time”
faculty meetings instead of sitting
in the back of the room reading the
newspaper. He also learned to make
direct requests of students, parents,
and administrators instead of airing
vague complaints.

As John tried my recommenda-
tions, he reported that his mood of
apathy and hopelessness lifted. To
his amazement, he began working

late into the evening creating his
own lessons, parents acknowledged
him as “a teacher who cares.” and
colleagues began secking his advice
because they saw him as an exem-
plary teacher.

Creating a Climate for
Learning

The significant contributions of
linguistic coaching to the practice
of teaching extend not only to the
individual being coached but to oth-
ers throughout the building, 1, for
one, received as much benefit from
coaching as the new teachers did
from being coached. Establishing
and maintaining a coaching relation-
ship with them forced me 1o deal
with the same issues of authority,
self-confidence, and self-awareness
that they were facing with their stu-
dents. In order to coach them to
continually improve their communi-
cation performance, 1 had to keep
improving my ability to communi-
cate with them. The overall effect
was a feedback loop: the more they
learned. the more I learned, and so
on.

Further, the project motivated
everyone involved to work to cre-
ate a climate in which coaching
could take place. While our school
has long been blessed with a cohe-
sive, hard-working faculty, as a
group we became more ambitious
and proactive in coming together to
deal with problems and in forming
teams to achieve specific goals.
This outcome leads me to believe
that coaching, with its emphasis on
partnership, open communication,
and continuous learmning, could serve
as a practical model for implement-
ing site-based management, improv-
ing school climate, and achieving
many of the goals of edueational
reform,

(1) Mike and John are pseud-
GRyms.
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Understanding Creativity from a
Diversified Perspective

Tan Ai Girl

e term “creativity” has mul-

I tiple implications and mean
ings (Akiyama, 1975). “To
understand creativity one should
have an attitude to consider various
aspects of creative activities (p.5),
or to consider problems from vari-
ous aspects (p.102).” Modem theo-
ries of creativity suggest that the
concept of creativity should be un-
derstood from different perspec-
tives. Creativity is not just scholas-
tic. It exists in the arts as well as in
the sciences, It can be found in
music as well as in sports (see
Gardner, 1993), Within one field
various types of creativity may be
shown (Tan, 1995). Creativity isan
individual as well as a social and a
cultural phenomenon. Many factors
influence a person’s creativity in a
particular field, and the interest of
a group in a certain type of creativ-
ity (see Csikszentmihalyi, 1988;
Amabile, 1983; Simonton, 1988).
This manuscript intends to introduce

to teachers some recent theories of
creativity. All teachers should fol-
low the development in the research
in creativity. With the rapid change
in global environment, schools are
responsible for preparing the
younger generation to think and
work creatively.

Types of Creativity

Creativity exists in multiple
forms across disciplines, within a
discipline and across cultures.
Dracger (1991) defined that cre-
ativity isa prerequisite condition for
discovery, invention and innovation,
He claimed that all innovations of
different degrees involve creativity,

Across Disciplines:  Creativity
appears in various disciplines. There
is, for instance, technical creativity,
musical creativity, artistic creativity,
linguistic creativity, scientific cre-
ativity, social creativity or math-

ematical creativity. Gardner(1993)
proposed a theory of multiple cre-
ativity. An individual can be creative
in more than one discipline. Gardner
investigated individual case studies.
He adopted a developmental ap-
proach, examined instances of cre-
ativity drawn from a specific his-
torical era. He focused on how in-
dividual breakthroughs, as well as
the dynamic interaction of disciplines
of practice and reactions of the sur-
rounding community. He examined
seven extraordinary individuals:
Sigmund Freud (1856-1939, the neu-
rologist-turned psychologist), Albert
Einstein (1879-1955, the theoretical
physicist), Pablo Picasso (1881-
1973, the Spanish-born painter),
Igor Stravinsky (1882-1971, the
Russian born composer), T.S. Eliot
(1888-1965, the St. Louis born
poct), Martha Graham (1894-1991,
the Pittsburg born American
dancer), and Mahatma Gandhi
(1869-1948, the Indian political and
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Tahble 1: Multi
Strength

Freud linguistic, personal
Einstein logical-spatial
Picasso spatial, personal, bodily
Stravinsky musical, other artistic
Eliot linguistic, scholastic
Graham bodily, linguistic
Gandhi personal, linguistic

ple Creativity
Weakness

spatial, musical
personal
scholastic

musical, bodily
logical-mathematical
artistic

Source: Howard Gardner (1993). Creating minds (p.363). New York: Basic Books,

spiritual leader). Most of them were
outstanding in more than one kind
of creativity (see Table 1).

Within a Discipline: Within a dis-
cipline there are various types of
creativity (Tan, 1995). Break-
through creativity deals with the
discovery of an idea or a product
that other people have not thought
of. This kind of creativity involves
the ability to go beyond the tradi-
tions and the norms. It demands also
the ability to free oneself from ex-
ternal (for example, from the envi-
ronment) and internal constraints
(for example, cognitive maps). An
example of problem solving that re-
quires breakthrough creativity is to
avoid using noise to wake up a per-
son. To overcome this constraint
one has to search beyond the com-
mon practice of using an alarm
clock, for example to wake up a
deaf person sleeping in a locked
room. Adaptive creativity concerns
innovative improvements on exist-
ing products. An example of this
type of creativity is to improve a
bicycle that is suitable for winter,
Creativity regarding human beings”
behavioural patterns is individual
creativity and group creativity. n-
dividual creativity is likely common
mn individualistic societies. Group
creativity is useful when the task
involves collective efforts.

Across Cultures: The claim that
people of one culture are more cre-
ative than those of another is not
valid. Creativity exists in all cultures
and in all levels of social classes.
Researchers today agree that ge-
niuses as well as laypersons show
signs of creativity (see Stemberg,
1985). Lay as well as expert’s con-
ceptions of creativity provide infor-
mation for understanding the con-
cept of creativity. In societies
where the industrialised culture is
part of the daily life technical cre-
ativity can easily take place. In so-
cicties where human relationships
are respected, creativity in social
and interpersonal relations is likely
emphasized. In a cross-cultural
study, Japanese students showed
their competence in improving a
product incrementally (Tan, 1995).
German students, on the other hand,
redefined the problem and often
proposed a new area when the given
task did not match their cognitive
map. The Japanese students tended
to use materials that are proximal
to the problem. For example, to de-
sign a silent “alarm clock™ that is
able to wake a sleeping person, one
of them suggested changing the
shape of the pillow into a chair. The
Singaporean students, on the other
hand, are interested in playful ideas.
For instance, some of them proposed
to use cold water or ice.

Creativity is more than just an
individual’s actions

Without a nurturing environment
an individual’s creative potential can
not be easily transformed into cre-
ative performances. The creator is
like the performer on stage. In many
respects, the creator needs social

support and recognition.

Csikszentmihalyi’s A Three-Sys-
tem Theory of Creativity
Csikszentmihalyi (1988) proposed a
three-system model of creativity
that consists of the individual, the
social institutions (field) and the
culture (domain). According to
him, creativity is not the result of
an individual’s actions. It is a prod-
uct of three main shaping forces or
systems. The field (social institu-
tion) selects promising variations and
incorporates them into the domain
(culture). The domain (culture) pre-
serves and transmits the selected
new ideas or forms to the next gen-
erations. The individual processes
variations and changes to the field
(social institutions). All information
is stored in the symbol system of
culture, in the customary practices
and in the language. An individual
needs access to this information to
be creative.

Simonton’s Chance-Configura-
tion Theory

Simonton adopted a social psy-
chological approach toward creativ-
ity. He has done extensive empin-
cal work from the historiometric
perspective based on archival data
of prominent creators. He believes
that leadership is one of the im-
portant qualities of a creator. The
creator uses his/her leadership qual-
ity to persuade his’her colleagues
and the public to appreciate his/her
new inventions. Simonton’s (1988)
chance-configuration theory com-
prises the chance permutation (el-
ements placed in certain order) of
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With the rapid
change in global
environment,
schools are
responsible for
preparing the
younger generation
to think and work
creatively.

mental elements; the formation of
configuration (stable permutations);
and the communication, social ac-
ceptance and social preservation of
those configurations. The first two
ideas concern cognitive processes,
whereas the last deals with the pre-
sentations of the creative perfor-
mances to the public and their con-
servation in a society and a culture.
Communication configurations arc
stable permutations in suitable
forms but contain linguistic or math-
ematical elements that make them
accessible to other scientists.
Simonton (1988) lists four require-
ments that influence the social ac-
ceptance of a configuration (pp. 17-
18):

1 A smular repertoire of mental el-
ements (methods, questions,
etc.) of each member in a com-
munity.

2 These mental elements must be
in comparative disarray in the
minds of potential acceptors to
initiate a more efficient approach
to structuring information,

3 There must be a consensus on
the meaning of the linguistic, logi-
cal and mathematical elements
making up the communication
configuration.

4 The originator must have suc-
cessfully translated and commu-
nicated the initial conception so
as to facilitate the requisite re-
verse translation by fellow sci-
entists.

Scientists who accept the origi-
nal configurations may recognise
these configurations according to
their conceptions. The social pres-
ervation of a configuration depends
on whether it is competitive enough
compared to the other new or ex-
isting configurations.

Components of Creativity

Similar to Simonton, Amabile

uses a social psychological approach
to study creativity. Contrary to
Simonton who studies the genius,
Amabile assesses common people’s
creative performances, According
to Amabile’s Componential Model
of Creativity (Amabile, 1983), there
are three components of creativity:
domain-relevant skills, creativity-
relevant skills and task motivation.
All these components possess so-
cial elements such as education,
training and environment.

1 Domain-relevant skills comprise
knowledge about domain, tech-
nical skills and special domain-
relevant talents. These skills de-
pend on innate cognitive abilitics,
innate perceptual and motor
skills, and formal and informal
education.

2 Creativity-relevant skills com-
prise appropriate cognitive style,
implicit and explicit knowledge of
heuristies for generating novel
ideas and conductive work style.
They depend on training, expe-
rience in idea generation, and
personality characteristics.

3 Task motivation consists of atti-
tudes toward the task and per-
ceptions of self motivation to un-
derstand the task. It depends on
the initial absence of salient ex-
trinsic constraints in the social
environment, and the individual
ability to cognitively minimise
extrinsic constraints.

Implications for Teachers

Before introducing creativity in
the classroom, teachers should up-
date their knowledge base with the
latest and the newest models and
concepts of creativity. They should
understand student-teacher and par-
ent-teacher interaction, the influcnce
of culture on each tvpe of creativ-
ity and the selection of techniques
of creativity, and the importance of
knowledge in creative perfor-
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mance.

Student-Teacher Interaction:
Teachers should be aware of the
existence of intellectual and non-
intellectual creativity. A student
may be creative in academic and/
or non-academic disciplines (see
Gardner, 1993), Teachers should
pay equal attention to all types of
creativity. They should introduce the
concept of multiple creativity to their
students. Creative activitics in
schools should cover both academic
and non-academic domains. Stu-
dents should be made aware that
creativity in sport and music are
equally importance as creativity in
academic ficlds. Non-intellectual
creativity should not be neglected
as it is essential in developing
healthy personality and leadership.
It is essential to allow students to
be an independent thinker who pos-
sesses the opportunity to decide
which kinds of activitics they would
participate in instead of being as-
signed to a fixed program. Students
should be given the opportunity to
self-discover their strength and
weakness. Teacher is responsible
to provide guidelines but not to im-
pose a fixed structure of develop-
ment to the students.

Teacher-Parent Interaction: Not
only teachers but also parents
should be exposed to methods of
discovering and nurturing creativity.
Early recognition may help students
to develop their creative potential
into creative performance. Home
environment and classroom envi-
ronment may nurture or prohibit
creative performances of a person
(see Csikszentmihalyi, 1988;
Simonton, 1988). Thus, teachers
and parents should help to create a
creativity-friendly environment for
the students,

Technigues of Creativity and Cul-

ture: Teachers have to recognise
that techniques of creativity can be
culture-bound. *Imported™ tech-
niques should be examined to find
out if they are suitable for the group.
Modifications to techniques of cre-
ativity arc sometimes essential. For
instance, verbal brainstorming may
not be suitable for students who are
not used to expressing themselves
in the public or in a group. They
should be given an option, for in-
stance, to write down or to draw
their ideas on cards or paper. In a
cross-cultural study, it is found that
most Asian students are not used
to answering open-ended questions
(Tan, 1995). Teachers should for-
mulate the questions in such a way
that they help motivate students to
think and act creatively.

Creativity and Culture: Teachers
should make use of the behaviours
and thinking patterns of their stu-
dents in designing creative activitics,
Behaviours and thinking are influ-
enced by culture. In cultures where
collective behaviours are more ap-
preciated, small groups’ activities
should be promoted. Culture in this
sense refers to the way of living of
a group. A group can be identified
by its gender, age, ethnic back-
ground and educational background.
Between teachers and students
there are different and similar
behavioural and thinking patterns.
Among the students such similari-
ties (or differences) may also ex-
ist. Individual attention should be
given to students who exhibit spe-
cial behaviours.

Knowledge and Creativity: With-
out knowledge and training, creativ-
ity can rarely take place (sce
Amabile, 1983). Students should be
equipped with knowledge that are
relevant to their potential field of
creativity. Teachers have to be cre-
ative and to be knowledgeable

enough to guide the students to de-
velop their creative potential.
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Speaking Up or Not Speaking Up:
Reasons From the Willing and
Reluctant Talkers

Sim Ah Lian & Lily Y. §. Wong

ducation is a communication
Eproccss whereby students
must use skills such as speak-
ing, listening, reading and writing as
evidence of learning and, more 1m-
portantly, to demonstrate under-
standing (Freimuth, 1982). In the
classroom, talking is the most com-
mon form of communication. More
often than not the teacher talks and
students listen. Frequently, it is the
teacher who asks questions and stu-
dents answer, or students ask and
the teacher or another student an-
swers. This form of communica-
tion enables the teacher to check
whether students have understood
the lesson, whether they are follow-
ing what is being taught and also pro-
vides feedback on the effectiveness
of teaching. Thus, teachers are
eager to get their students talk,
Nowadays, even in good schools
with high ability students, teachers
find it difficult to elicit voluntary re-
sponses from their students. It is

even harder to see students initiate
communication. The second author
observes that among her academi-
cally and socially well-adjusted stu-
dents, most are content to work in-
dependently. She assumes that her
students’ main concern is to pass
their examination by remaining pas-
sive and quiet lesson after lesson.

The study

In order to help students to over-
come the problems they might have
in oral communication, teachers
need to know the underlying rea-
sons for their reluctance to speak
up. To collect some possible rea-
sons for students” willingness or
reluctance in oral communication,
one hundred Secondary Three stu-
dents (56 girls and 44 boys) were
approached (Sim, 1995) in the
school where the first author is a
teacher. They were asked to give
frecly three reasons why students

of about 15 to 16 years old are will-
ing to speak up in class and three
reasons why they are reluctant to
do so. The responses could be rea-
sons why some of them speak or
do not speak up. They could be a
projection of why others do so.
Whatever they are, the reasons
should shed further light in our un-
derstanding of students’ oral com-
munication. The free responses
were coded and categorised as in
Table 1.

Findings

Four factors were found to have
caused the reluctance of students
to speak up in class. The student
factor was the highest cited reason
for not speaking up. Reasons given
by girls were quite similar to those
given by the boys although signifi-
cantly more girls than boys cited
shyness as a reason for not speak-
ing up. This is an obvious gender
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Table 1: Reasons for students’ reluctance to talk in class
Girls Boys

Student Factor

1. shy 53 29
2. scared to be embarrassed 32 24
3. do not know/not sure of answer 20 13
4. nothing to say/not necessary to talk 9 5
5. don’t want to share answer 5 9
6. not paying attention/can’t be bothered 4 10
7. tired 4 4
8. don't want to show off 4 1
9. not used to speaking up 3 |
10. don’t feel like talking 2 0
1l. no confidence | 2
12. soft-spoken 1 |
13. have speech deficiency 1 0
14, to act cool l |
15. can’t follow lesson 0 3
Teacher Factor

1. poor relationship with teacher 4 0
2. dislike teacher 3 3
3. fiercefstrict teacher | 2
4. not called upon 0 1
Subject Factor

l. dislike subject 9 17
Others

. unless someone speaks first 3 0

difference in many cultures. In fact,
shyness was the most frequently
mentioned reason for reluctance to
speak, followed by fear of being
embarrassed. And when they
were not sure of the answer, they
would not speak up as well. These
seemed to be valid recasons. Yet
teachers should not adopt a
“couldn’t care less” attitude and
hope that these students will speak
up eventually, Teachers could help
the extremely shy and quiet students
to overcome their reluctance to
speak up by reassuring them that
“it is perfectly alright to make a
mistake and it is also very good to
make an attempt to answer even

though they are not sure whether
or not the answer is correct.”

The reasons for willingness to
speak were fewer than those for re-
luctance to speak up (see Table 2).
If students are confident, they will
speak. Confidence was the high-
est cited reason for speaking up.
Some students saw speaking up as
showing off. No wonder some stu-
dents were not keen to initiate to
speak.

Comparing the data for willing-
ness and reluctance to speak, the
teacher factor as a cause for will-
ingness was three times that for re-
luctance. This suggested that
teachers could be a strong influence

to students’ willingness to speak.
Consistent with recommendations
drawn from research, teachers who
were approachable, likeable and
conducted interesting lessons do en-
courage pupils to communicate in
class compared to those who were
fierce, strict and did not show en-
thusiasm in their subject. Teach-
ers’ classroom behaviour does have
significant impact on pupils.
Nussbaum (1992) discovered that
effective teacher behaviours such
as frequency and intensity of
teacher praise, the frequency and
type of teacher questioning, the wait
time the teacher gives and the
teacher’s enthusiasm could produce
positive pupil outcomes,

Nine girls and 17 boys cited dis-
liking the subject to be the reason
why they kept quiet in class. On
the contrary, only two girls and three
boys claimed that they spoke up
because they liked the subject.
This implied that liking a subject did
not make students speak up, while
dishking a subject led to reluctance
to speak. This was more apparent
among boys than girls. A handful
of girls would speak up if someone
spoke first while only two boys
thought that to speak up was to im-
press girls. This is actually a char-
acteristic of adolescents whereby
they are interested in the opposite
sex at this developmental stage.

Implications

To help students overcome their
reluctance to speak up in class,
teachers should be more aware of
ways to help those who are reluc-
tant to talk and sustain the interest
and motivation of those who are
willing. Activities suggested by Suid
(1984) could be adapted for class-
room teaching. Some of these in-
clude asking pupils only on topics
they are knowledgeable, playing
charades, and reading speech tran-
scripts. In short, teachers could try
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Student Factor

confident

showing off
contributing to discussion
talkative

attention secker

active students

seeking knowledge
sociable

not sure of the reasons

R N Sl

Teacher Factor
interesting lesson
called upon by teacher
like teacher

EE Ha skt e

approachable teacher

Subject Factor
. like subject

Other
1.  toimpress girls

Table 2. Reasons for students’ willingness to speak

to impress good-looking teacher

Girls Boys
21 7
13 12
13 11
13 3
10 -
L 11
7 9
5 0
0 3
10 6
3 3
5 3
4 4
2 2
2 3
] 2

providing alternatives to oral perfor-
mance.

Teachers play a very important
role in enhancing the students” self-
csteem and helping them to speak
confidently. They have complete
control in setting the mood and
structuring a task which will make
a difference in student learning
(Booth-Butterfield, 1986). Thus,
teachers must be caring, coopera-
tive and genuinely want to help their
students. However, on top of the
heavy workload in school, teachers
must also be willing to spare time
for these adolescents and intervene
before the oral problem becomes
too serious (Wong, 1988). This is
especially so with strategies like
desensitization (Booth-Butterfield,
1986) which could be very time-
consuming. If this is not possible,
teachers should at least use the ba-
sic principles underlying the strate-

gies suggested by Booth-Butterfield
(1986) in their teaching.
Nevertheless the school and
teachers should work towards a
conducive environment in reducing
reluctance among students to speak
up in class or apprehensiveness in
oral communication. In this way, it
is hoped that schools can help pro-
duce confident, self-assured indi-
viduals who will eventually be able
to contribute to the society. This is
especially so when the majority of

the students in this school are intel-.

ligent and conscientious and their
potential should be tapped and maxi-
mized.
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Computing Technology in
Mathematics Education : A Janus

Look

Y L. Cheung

anus is represented as having

two faces, one looking forward

and the other backward. In
taking a Janus look of computing
technology, I shall describe the past
leading to the existing technology,
its current status in mathematics
education and the future develop-
ment of the techoology use in
schools and colleges.

The Past

By computing technology, 1
mean caleulators and microcomput-
ers. Long before we had the exist-
ing computing technology, there
were calculating aids such as the
abacus, slide rules, mechanical cal-
culators and four-figure tables. We
also had huge computers which have
now been replaced by modern
small-sized computers.

The history of caleulators and
microcomputers is not very long. It
has a span of only about twenty-

five years. The first electronic
pocket calculator appeared in early
seventies and a few vears later the
microcomputer was also invented.
In the 1980s we saw a widespread
use of calculators in the classroom
and in examinations. It was also
marked with an increasing use of
microcomputers and significant pro-
duction of software for teaching
and learning of mathematics, The
rapid advances in computing tech-
nology have begun to influence both
the content and the way we teach
mathematics at all levels. In the
carly 1990s graphical calculators
began to be available and improved
versions of software in mathemat-
ics were used in schools and ter-
tiary institutions. Computer alge-
bra systems (CAS) have attracted
considerable attention in recent
years.

Current Status of Technology
Use

Although there is widespread
use of calculators at secondary level
and above, they are not yet formally
accepted in the primary classroom,
Research on calculators shows that
there can be great benefits for stu-
dents in mathematics. Students us-
ing calculators develop a better at-
titude towards mathematics than
non-calculator students. This ap-
plics across all grades and ability
levels. The National Council of
Teachers of Mathematics (NCTM)
has recommended in the document
Curriculum and Evaluation Stan-
dards for School Mathematics
(National Council of Teachers of
Mathematics, 1989} that

» Appropriate calculators should
be available to all students at all
times.

® Every student should have ac-
cess to a computer for individual
and group work.
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¢ Students should learn to use the
computer as a tool for process-
ing information and performing
calculation to investigate and
solve problems.

* A computer should be available
in every classroom for demon-
stration purposes.

The document Everybody
Counts (Mational Council of Teach-
ers of Mathematics, 1989) states
that “The availability of versatile
calculators and computers estab-
lishes new ground rules for math-
ematics education. Template exer-
cises and mimicry mathematics -
the staple diet of today’s tests - will
diminish under the assault of ma-
chines that specialize in mimicry.
Instructors will be forced to change
their approach and their assign-
ments. It will no longer do for teach-
ers to teach as they were taught in
the paper-and-pencil era,”

At this point, it may be interest-
ing to take note of a research find-
ing in the United States (Willoughby,
1990) that 90% of student’s leamn-
ing of mathematics in schools is with
pencil and paper but in society, 90%
of people’s use of mathematics does
not involve paper and pencil com-
putations.

Before responding to the call for
increasing use of caleulators and
microcomputers, we need to con-
sider first the rescarch findings that
can help us to make informed deci-
sions on the uses of these techno-
logical tools. There is a widely held
belief that if students are permitted
touse caleulators and microcomput-
ers to do mathematics, they will not
be able to perform well without the
tools. There is also a misconcep-
tion that the technology hampers the
lcarming of mathematics particularly
the computational and manipulative
skills,

However, research on the use
of calculators has shown that their

use indicates no harmful effect on
students’ mathematical leaming and
achievement. The evidence is in
favour of the usc of calculators in
the classroom, Rather than replac-
ing some paper and pencil compu-
tations, calculators are more likely
to reinforce them. A summary of
some research studies (Hembree
and Dessart, 1986) on calculators
1s as follows :

e Students who use calculators in
concert with traditional instruc-
tion maintam their paper and pen-
cil skills without! apparent
harm.

* The use of calculators in testing
produces higher achievements
scores than without the use of
calculators.

® (Calculator students have a bet-
ter attitude toward mathemat-
ics than non-calculator students.

It is therefore no longer a ques-
tion of whether calculators should
be used or not but how they should
be effectively used. Itis not enough
to have a policy of allowing students
to use calculators in the classroom
and in examinations. Teachers
should teach students how to use
calculators efficiently and intelli-
gently. Students should gain confi-
dence in using calculators by hav-
ing sufficient practice,

With the availability of graphic
calculators, teachers may experi-
ment using this new technology to
see how powerful a graphical
calulater is and how easily it can
produce graphs in mathematics,

Research on microcomputer use
in mathematics is harder to inter-
prit because of the different types
of software employed in the stud-
ics. The software may be classi-
fied into categories such as for dem-
onstration, for drill and practice, to
promote concept learning, to sup-
port programming and for problem

Research on
calculators shows
that students using
calculators develop
a better attitude
towards
mathematics than
non-calculator
students.
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solving. Research studies that have
been conducted over the years sup-
port generally the following findings
(Kaput, 1992) :

* Students work longer on micro-
computer activities than tradi-
tional activities.

*  Microcomputer students behave
more independently than be-
fore.

» Students complete the material
Jfaster with microcomputer than
with traditional instruction.,

* Microcomputer use is more ef-
fective at raising achievement
among capable students than
among other students (Hativa,
1988).

The generally positive findings
suggest that as more and better
software becomes available, the
findings should become more pro-
nounced.

During the last few years there
has been tremendous interest in
some new software known as com-
puter algebra systems (CAS). The
most popular ones are DERIVE,
MAPLE and MATHEMATICA.
CASs are programs that can ma-
nipulate mathematical objects not
only numerically but also symboli-
cally and graphically. The advan-
tages of a CAS are its ability to
handle exact arithmetic, large alge-
braic computations and graphic ca-
pabilities i.e. to draw 2-dimensional
and 3-dimensional graphs and pic-
tures. CASs arc impressive in
terms of the range and type of
mathematics they can do, covering
almost all mathematics such as al-
gebra, calculus ete encountered in
schools, junior colleges and tertiary
institutions,

There has been much debate
about the real benefits of CASs.
Some argue that the use of CASs
would lower standards in mathemat-
ics since there is an obvious danger

that the mathematical skills such as
algebraic factorisation, equation
solving, differentiation, integration,
graph drawing and so on which are
regarded as important might no
longer be taught the same way as
before, requiring a lot of practice
for these skills. Those who are in
favour of the use of CASs argue
that these mathematical skills may
not matter to engineering, science
and other non-mathematics stu-
dents. More time can be spent on
conceptual understanding and rel-
evant applications in their own dis-
ciplines. In fact, even for mathemat-
ics students, they often spend so
much time and effort on algebraic
mampulations and numerical com-
putations that they have no inclina-
tion at the end to do some thinking
about the results.

It is generally recognised that
CASs have great and long lasting
potential in problem solving, teach-
ing and learning of mathematics
(Thomas and Rickhuss, 1992;
Judson, 1990; Ganguli, 1992). My
personal experience shows that both
teachers and students enjoy using
the CASs and are impressed by
their powerful.

These systems have been in ex-
1stence for a few decades. Why
have the systems taken so long to
reach the classroom? The main
reasons arc:

* Itisonly inthe last ten years that
the software has migrated from
the mainframe computers to mi-
crocomputers.

* Only the latest versons are user-
friendly and powerful.

¢ The cost of the software is not
as expensive as before.

The Future

Calculators and microcomputers
are here to stay. We cannot ignore
the vast potential that the technol-
ogy can offer in the mathematics

We need to raise
the level of
awareness,
confidence and
competence among
our mathematics
teachers in the use
of microcomputers
and calculators in
mathematics
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classroom. However, if this poten-
tial is io be realised, it is vital that
we address the two problems be-
low:

1 The problem of access of mi-
crocomputers with appropri-
ate software by mathematics
teachers and students.

At present computers in schools
are mainly if not entirely used for
computer studies, Mathematics
teachers have to compete with other
subject teachers for the use of the
computer laboratory. There is still
a long way from the situation of
having a computer (whether a mi-
cro or a laptop) for every student in
the classroom.

2 The problem of teacher con-
fidence and competence in us-
ing the microcomputer and the
calculator in mathematics.

Many teachers are still not
aware of how computers and cal-
culators can be effectively used in
teaching mathematics. Some may
not even know that powerful soft-
ware such as CASs are now avail-
able. We therefore need to raise
the level of awareness, confidence
and competence among our math-
ematics teachers in the use of mi-
crocomputers and calculators in
mathematics (Cheung Y.L. 1990).

Hopefully as years go by, these
problems can be at least partially
overcome, By then, more power-
ful and cheaper software will be
produced and made available for
teachers and students. In the mean-
time, we need to rethunk what math-
ematics should be taught and how
it should be taught with the use of
computing technology. Some top-
1cs will either be removed or
deemphasized in the curriculum just
as calculators have rendered obso-

lete the use of logarithms in com-
putations and the use of trigonomet-
ric tables. Some topics such as
graphs of functions will become
more important whereas the tech-
niques of differentiation and integra-
tion in calculus will not be so much
emphasized.

It is likely that more real life ap-
plications of mathematics will be
done with the use of calculators and
microcomputers in schools and that
computer-generated output will in-
crease to become a part of class-
room activities. Complicated and
tedious algebraic or numerical com-
putations will no longer be per-
formed by hand as they can be eas-
ily done with CASs.

One limitation of the current
CASs is the lack of intermediate
output. For mathematics learing,
it might be helpful to be given, for
example, the method of integration
used together with some of the es-
sential steps involved. It is hoped
that the next generation of CASs
will incorporate options to allow the
user to display such output.

Schools and students will, in the
next decade, have access to pow-
erful CASs. Teachers of math-
ematics have to adapt to this tech-
nology use or else mathematics
taught will become increasingly ir-
relevant. This is because society
nowadays uses technology to do
mathematics whereas schools still
use almost entirely pencil-and-pa-
per methods to perform computa-
tions numerically, symbolically and
graphically. The pace at which
adaptions will be required is not easy
to forecast at the moment. Al-
though no one can completely or
accurately make a prediction, the
future for computing technology in
mathematics is nevertheless very
promising.
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Obesity: Concerns, Problems and

Intervention

Lily X. 5. Wong, Bernard K. J. Foo, Koh Kim Chew, Mahiran bte Mohamed & Saw Jin Teik

rior to the twentieth century,
Padipﬂsity (excess weight)

was valued as a mark of af-
fluence, beauty and health. How-
ever, we no longer regard obesity
with benevolence. Owvereating and
consequently obesity is often re-
garded as a behaviour maladjust-
ment (Hafen, 1981). Obesity is now
a major public health problem in
Singapore. Studies (Ministry of
Education, 1992) have shown that
there is an increasing trend of obe-
sity among voung Singaporeans
aged six to sixteen,

Definition

Obesity may be defined as the
imbalance between caloric intake
and energy expenditure. To a cer-
tain extent obesity may be heredity,
but there are many explanations for
childhood obesity. In what is
termed hyperplastic obesity, ex-
cessive fat cells accrue in the body
during critical periods such as the
end of gestation, the first vear of
infancy and the period just prior to

puberty. In view of the fact that
two obese parents are very likely
have obese children, this could be
related to the eating patterns of the
obese parents rather than to a ge-
netic factor (Plimpton, 1987).

As a general rule, a child is
obese if the proportion of fatty tis-
sue to total body weight exceed 20
to 25 percent in males and 25 to 28
percent in females (Hafen, 1981),
Obesity is the visible sign of the
consequences of the ingestion of
more calories than are being utilized.
There are different causes for van-
ous people, but they all have the
same final manifestation — the in-
creased storage of fat. Obesity
most often stems from excess ca-
loric intake combined with inad-
equate activity. Other contributing
factors include metabolic and ge-
netic differences; psychological,
social and environmental problems
and sometimes discase.

Concerns

Great emphasis has been placed

on the development of our human
capital. Inahuman resource scarce
country like Singapore, health is as
important as education. The ben-
efits of investing in efforts to pro-
mote and maintain a healthy
lifestyle amongst the population are
thus both obvious and compelling.

Obesity has to be addressed be-

Causgc!

1 Many experts (e.g. Dreyfuss,
1990) believe that “obesity is
associated with a higher risk of
heart discase, diabetes and other
health threats.” Hence pupils
who are obese are generally
deemed as less fit. A 1989 study
conducted by Dr. Ho Ting Fei of
the National University of
Singapore also outlined the health
hazards of obesity, The study
{The Straits Times, 1990) which
mnvolved 600 students from the
ages of six to sixteen showed
that “the more obese the child
the higher the blood pressure and
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the blood cholesterol.”

2 *Obese children, Dr Ho's study
shows, have lower sclf esteem™
{The Straits Times, 1990). They
are likely to be more conscious
of their physical appearance and
are more inhibited than those who
are not overweight. Hence, in
Physical Education, the obese
pupils are less likely to be lead-
ers and have fewer opportuni-
tics to excel on sports with the
exception of some who are good
at specific areas such as shot
putt and hammer cvents.

3 Obesity is a national concern and
the Singapore government has
long recognised (“Girth Control,”
1991) that “if the obesity trend
18 left unchecked, it will have ad-
verse long-term consequences
for the nation as a whole, and
for the Singapore Armed Forces
in particular!” The Ministry of
Defence also fears that the in-
creasing number of call-up Na-
tional Servicemen are obese and
not combat-fit for training,

Research studies have con-
firmed that many adult chronic dis-
ease like heart attack, diabetes and
osteoarthritis are linked to poor
health habits which begin in child-
hood (Ministry of Education, 1992).
Schools therefore must work hard
towards establishing lifetime dietary
and exercise patterns in their stu-
dents. Such good habits, if adopted
during childhood, will help in main-
taining a healthy and physically ac-
tive lifestyle throughout adolescence
and adulthood.

Problems

Obesity is clearly a multifaceted
problem involving physiological,
psychological and cultural factors.
Owvereating combined with inad-
equate levels of activity is the main

factor which causes obesity.

Obese children may suffier from
both physical and psychosocial
problems. They are usually labelled
as lazy and clumsy by their friends
and sometimes by their parents.
Obese children are found to have a
lower self-esteem. They are likely
to be more conscious of their physi-
cal appearance and are more inhib-
ited than those who are not over-
weight. Being physically less agile,
obese children are usually not cho-
sen to participate in a race or a game.
This may have an effect on them
as they may grow up thinking that
they are no good or even useless.

Besides the social and psycho-
logical problems, obesity may pre-
dispose the child to a number of
serious health problems. Obesity in
adulthood is linked to higher risks
of coronary heart discase, hyper-
tension, breast and colon cancer,
gallbladder diseases and diabetes.
It is thus important that the obese
children be helped.

Intervention

In this age of supreme concemn
for total physical fitness, the over-
weight children represent a frustrat-
ing block toward achievement of
sound fitness levels for our youth.
Should the teachers be concerned
for them? Can teachers make a
difference? The answer to both
questions 15 an emphatic “YES!”
Yes, we teachers can help this
group of children, who are labelled
“unfit,” “clumsy™ and “lethargic” to
maintain a body image which they
can be proud of and gain self-con-
fidence and self-esteem. Thus,
they can stand and lift their heads
high to face the world and feel good
about themselves.

It 1s rare for a teacher not to
have the opportunity to teach chil-
dren who are obese. More often
than not, the obese child experiences
frustration in physical activities, is

ridiculed by peers and is chosen last
for teams. This leads to a negative
attitude toward physical activity.
Ironically; it is this phase of the
obese child’s education that is of
utmost importance with regard to
future health status.

Any teacher who has seen the
frustration of the obese child trying
unsuccessfully to accomplish physi-
cal skills or the tears in the eyes of
the obese child being chosen last for
a team or being chastised by peers
for a team’s loss will become sen-
sitive to the feelings of the child and
must be prepared to help.  Simply
telling a child what should be done
is not likely to help lose weight, but
if the child is involved in the plan-
ning of dict and choosing of activi-
ties, it is more likely that the plan
and activities will be followed till
result is seen.

In 1992, the Trim and Fit (TAF)
scheme was launched by the late
Dr. Tay Eng Soon as part of a larger
national effort to promote a healthy
lifestyle in Singapore. Two major
areas to look into are nutrition and
physical activity. To ensure that this
scheme works, the following strat-
egies (Ministry of Education, 1992)
are adopted:

Formal approach
e Health Education
s Physical Education

Informal approach
Extra-curricular activities
Health talks

Exhibitions

Notice boards

Health comers

Health pamphlets

* & = 0 = @

Physical facilities
* [nstallation of water coolers

Healthier canteen
¢ Green-food labelling
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* Unsweetened drinks

In addition to adequate physical
exercise, the knowledge of food
value and what to eat and not to eat
form an appropriate intervention
programme for obese children.

Effectiveness of TAF

Although the effect of the TAF
scheme is immediate, the result is
positive and encouraging. Pupils
who have attended the Trim and Fit
Scheme have this to say;

» [t has helped me lose weight and
choose my food correctly. (Pri 5
Female Student)

» [ feel fitter and I am happy be-
cause | am stronger. (Pri 5 Male
Student)

* By joining the TAF Club and by
doing all the exercises, I have lost
weight. Now I don’t eat too
much oily and fatty food. (Pri 4
Male Student)

¢ [ know more friends from other
classes. (Pr 4 Male Student)

» [t teaches me how to cooperate
with others and has helped me
to reduce my weight a little. (Pr
4 Male Student)

Problems and Possible
Solutions in the
Implementation of TAF

To implement an educational
and health programme is never as
difficult as making it work. Prob-
lems encountered by the TAF
scheme and suggestions for solu-
tions are briefly listed below,

1 Other school activities such as
especially remedial and supple-
mentary lessons often clash with
TAF activities. Owing to the
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emphasis on academic achieve-
ment, the obese pupils in the club
will attend these lessons instead
of attending the TAF Club ac-
tivities. To solve the problem the
teachers in-charge of the TAF
Club should finalise the TAF
schedule in the beginning of the
year and to make it known to all
teachers. In this way teachers
can plan their remedial or supple-
mentary lessons appropriately.

2 The obese pupils from the lower
levels (Primary 1 to 3) in the af-
ternoon session are not able to
come early for TAF activities be-
cause they depend on the school
bus for transport. Therefore
TAF activities can only begin at
about noon which is not a very
suitable time as the school hall
and canteen will be erowded
with other pupils. Thus, activi-
ties are conducted either outdoor
when the weather is not too hot
or in on¢ of the empty class-
rogms.

3 QGetting parental support in the
TAF Clubis also difficult. Many
parents do not reinforce what is
taught in school. Regular meet-
ings with parents may make
them more aware of the impor-
tance of joint partnership in help-
ing the obese children.

Conclusion

Although obesity problem has
been addressed in schools since
1992, there it is limited success.
Perhaps the main reasons are the
lack of understanding of the causes
of obesity, the lack of parental sup-
port and the shortage of manpower
in schools to tackle the problem.
Obesity will continue to pose a
problem as about 15% - 20% of
pupils who enter Primary | each
year already obese. This year, Janu-
ary 1996, 21.05 percent of the Pri-

mary | cohort at Charlton School
was obese (B, K. J. Foo, personal
communication, May 11, 1996).

As obesity is going to be a pe-
rennial problem, having enly a few
teachers to take care of the obese
pupils and exempting them from
other ECA duties would not be edu-
cationally productive. The long
term solution should be a whole
school approach. Designating all
teachers as “adopted parents’ to 3
or 4 obese pupils each should not
be too daunting in terms of admin-
istrative requirements, providing
counsclling and other follow-up
matters. Perhaps some workshops
could be arranged to educate the
teachers or provide them with in-
structions about energy balance,
caloric content of foods, basic nu-
trition principles, counselling and
behaviour modification techniques.
Hence if the obesity level is reduced,
it could lead to better academic re-
sults, as suggested in the report “Fit
kids do better in school than fat
ones.’ (Nirmala, 1993)

It is, of course, not enough just
having such programmes. What is
more important is a group of com-
mitted and dedicated teachers who
are able to work together towards
a common goal. With good
programmes carried out by consci-
entious caring teachers, we hope
that the needs of obese pupils wall
be met. With a healthy, trim and fit
body and high self-esteem, a child
can plan and live an exciting and
meaningful life.
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