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Editorial 

With recent changes made to the structure of 
education, parents are understandably concerned 
about not only whether their children will make 
the grade, but also which particular type of 
stream they will be assigned to - special, normal 
or express. For educators, the indicators of success 
will not merely be a greater number of passes in 
the various important examinations that determine 
the child's future, or a closer match between the 
training received at school and the demands of 
employers, one of the reasons for the changes 
being to reduce the number of misfits who emerge 
from school without the knowledge or skills 
required for the world of work. Other criteria 
need to be taken into account, for instance, are 
pupils getting more out of school than before? Is 
the quality of education they receive better? 
Given more time and, in some cases, a less de
manding curriculum, will these pupils discover that 
school can be an enjoyable and interesting place 
and that what they do at school are worthwhile 
pursuits? 

Needless to say, whether these desirable out
comes are achieved and whether the child's poten
tial is developed will depend on several factors. 
These include parental background, home support, 
the child's ability and so forth. Not least among 
the critical factors which will affect the child's 
attitude towards learning and the quality and level 
of his performance is the teacher herself. Her own 
attitude towards children and teaching and the 
knowledge and training she has received can play 
a large part in influencing the child's motivation 
to learn and enable the child to master the various 
skills expected of him. The extent of the teacher's 
influence on the child's attitude towards learning 
and performance is difficult to quantify. Research 
into the teacher's role or teacher effectiveness is 
made difficult by methodological problems. What 
to measure, the conceptual aspect, and how to 
measure, the instruments to use, these and other 
difficulties continue to hamper empirical studies 
by researchers investigating relationships between 
teacher behaviours and pupil outcomes. 

Studies of the effectiveness or failure of 
change in organizations, whether in an educational 
setting or otherwise, demonstrate the importance 
of the linkage between the parts of a system. 

Changes issued as decrees from above seldom 
succeed as intended if the need, rationale and the 
nature of the change have not been conveyed to 
nor accepted at the lower levels of an organization. 
Teachers, for instance, must understand why and 
how changes come about, why a new policy is 
being pursued and how it is to be implemented. 
Certain case studies of educational innovations 
that have failed show that among the factors 
contributing to the failure are apathy or resistance 
to change, misconceptions about the intended 
change, often the result of failure in communi
cation, and the lack of preparation for the change. 

The effectiveness of the recent changes with 
their significant implications for bilingualism, 
pacing of work, streaming, etc. will require the 
teacher's understanding of the objectives for the 
changes, her cooperation as well as the application 
of her experience and expertise in implementa
tion. The importance of the teacher's role cannot 
be overstated. Teachers will have to understand 
the requirements and nature of the pupils assigned 
to them. They should not assume that given slower 
pupils and more time, their work will be neces
sarily easier because slow learners will also need 
work that is creative and stimulating. Besides, 
among a class of slow or fast learners, the teacher 
is still bound to discover some differences in 
ability and will have to provide work appropriate 
to the different rates of learning of these pupils. 

The tasks and responsibilities of teachers 
have been defmed - by professional teacher orga
nizations, by parents as they voice their expecta
tions or by education authorities, the employers 
of teachers. In this issue, three articles deal with 
teacher education, one of them specifically with 
expectations about the tasks and responsibilities 
of teachers. In 1980, the Institute of Education 
carried out a survey of teacher education objec
tives for new graduate teachers among principals 
and the academic staff of the Institute. A descrip
tion of this survey appears in this issue of the 
Singapore Journal of Education. The study sought 
and compared the views of principals and lticturers 
on the knowledge, skills and attitudes expected of 
trainee teachers and the relative importance of 
the various objectives for teacher education. To 
ascertain and then compare the views on objectives 
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of the two groups - lecturers who train the 

teachers and principals who receive trainee teachers 

into their schools after they qualify - is more 

than a question of academic interest. It is also 

relevant in terms of the Institute carrying out its 

role in ·teacher training effectively and satisfying 

the expectations of trainee teachers and others 

with respect to the tasks and responsibilities of 

teachers. 
Lau's article, the second on teacher educa

tion, discusses an important and a complex topic, 

the evaluation of teachers. What is the yardstick of 

the good teacher, in this case the student or trainee 

teacher? When the supervisor steps into the class

room to evaluate the student teacher, what does 

he look out for? How valid or reliable is his evalua

tion? Besides, do different supervisors use the 

same criteria for effective teaching? The article 

surveys current practices in the evaluation of stu

dent teaching, identifies the problems and calls for 

a more consistent and systematic approach to the 

task. 
Soh's article, the third on teacher education, 

examines studies of the relationship between teach

ing effectiveness and teacher personality. Are there 

personality source traits which are good predictors 

of teaching effectiveness? Soh states that teacher 

personality has only limited predictive power where 

teaching effectiveness is concerned as several other 

factors, some beyond the control of teachers, 

determine the effectiveness of teaching. 

Evaluation is further taken up in Tan's article 

on test-item analysis which discusses certain 

methods of analysis for objective tests, and the 

article by Davis. The latter discusses briefly the 

complexities involved in the selection of academics. 

What are the criteria and procedures used and how 

valid or consistent are these? 

The remaining articles focus on the child. 

While they deal with different topics, they have a 

common s~mrce of interest in the problems ofleam

ing that children have. Ganesarnoorthy's article 

examines some of the theoretical issues and empi

rical findings pertaining to cognitive functioning in 

disadvantaged children while Wong's article on the 

ESN child attempts to clear up certain misconcep

tions on educational subnormality by defming the 

characteristics of the ESN child. The last article 

by Quah is on how the child learns, specifically 

the constructive and reconstructive processes in 

the child's memory. She reviews the literature 

on the subject and considers the implications 

for the teaching of reading. f 

.... 

SurveyoJ 

Introduction 

The curriculum 0 

should aim primar 

the necessary rep~ 
attitudes to enabl 
both in and out of 

skills and attitude 
trainees are expec1 
qualified as teache, 
from school prin< 

Ministry of Educa1 
these three groups 

from their respectiv1 

the trainer's and 
expectations of te 
training programme 

Moreover, the train1 

own expectations of 
regard to their profe 
development. It is 

expectations of sch1 

and teacher educator 
concern as they are 

training of teachers. 
In a recent stu 

Principals of junior c' 
and those of the ace 
of Education (IE) w 

o{ knowledge, skills : 

new graduate teache1 

answer the following c 

I. What are the arec 
attitudes that prin, 

expect trainee teac 

the end of their trai; 

2. What relative impo 
academic staff give 

ledge, skills and atti1 

3. What special skills , 

to trainee teachers 
ronment, special n 
junior colleges and s~ 

MARCH 1981 



r '+' 
re 

~ 
~d. 

r:. 
~~le 
tp~ 
Fthe 

r: 
r~y 
t~~ 
~ons 
I 
I 

Survey of Teacher Education Objectives* 

Introduction 

The curriculum of a teacher training institution 
should aim primarily at providing its trainees with 
the necessary repertoire of knowledge, skills and 
attitudes to enable them to perform effectively 
both in and out of the classroom. Such knowledge, 
skills and attitudes are needed for the tasks the 
trainees are expected to perform once they have 
qualified as teachers. The expectations may come 
from school principals, teacher educators and 
Ministry of Education officials. Understandably, 
these three groups will see the work of a teacher 
from their respective standpoints- the consumer's, 
the trainer's and the employer's - and their 
expectations of teachers and consequently the 
training programme may be somewhat different. 
Moreover, the trainees themselves may have their 
own expectations of the training programme with 
regard to their professional, academic and personal 
development. It is readily appreciated that the 
expectations of school principals, as consumers, 
and teacher educators, as trainers, are of immediate 
concern as they are more directly involved in the 
training of teachers. 

In a recent study, we gathered the views of 
principals of junior colleges and secondary s;;hools 
and those of the academic staff of the Institute 
of Education (IE) with regard to the repertoire 
of knowledge, skills and attitudes needed by the 
new graduate teachers. The study attempted to 
answer the following questions: 

I. What are the areas of knowledge, skills and 
attitudes that principals and IE academic staff 
expect trainee teachers to have acquired by 
the end of their training in IE? 

2. What relative importance do principals and IE 
academic staff give to different areas of know
ledge, skills and attitudes? 

3. What special skills are identified as important 
to trainee teachers in relation to the envi
ronment, special needs and organization of 
junior colleges and secondary schools? 
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Method 

There were two phases in this study. First, there 
was the survey by questionnaire. In the survey, 
the whole population of principals of junior 
colleges and secondary schools and the entire 
IE academic staff were invited to respond. The 
second phase took the form of interviews of 
stratified random samples of principals and IE 
lecturers who had completed the questionnaire. 

The Survey 

Two sets of a questionnaire were designed, one for 
principals and the other for IE lecturers. Each set 
had the following sections: 

A Background information of the school (for 
principals only): language stream, enrolment, 
pre-university classes, 
Main subjects taught at IE (for IE lecturers only). 

B Qualifications and experience: highest academic 
and professional qualifications, teaching and • 
administrative experience. 

C Teacher education objectives: a set of 22 broad 
objectives for teacher education on knowledge, 
skills and attitudes, each to be rated for im
portance by respondents on a 4-point scale 
ranging from Very essential through to Not 
essential. 

Table 1 shows the 22 broad objectives of teacher 
education. Objectives 1, 2, 7, 8, 9, 11, 13 and 
22 were selected for further specification as 
items in the following sections of the question
naire: Professional Knowledge (Section D), 

*This article is a summary of the Survey of Teacher 
Education Objectives: The Views of Junior College/ 
Secondary School Principals and IE Lecturers. The 
study was conducted in 1980 by the Institute of Educa
tion, Singapore. Those who participated in the study 
were Mr. R. W. Mosbergen (leader), Dr. Chin Long Fay, 
Dr. Ko Peng Sim, Mr. Soh Kay Cheng and Mr. S. Yoges
waran. 
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Table 1 The Structure of Section C of the Questionnaire Table 2 Dist1 

Professional 

Knowledge 1 Education system 

2 Theoretical bases 

Skiils 7 Planning and conducting lessons 

8 Using AVA 
9 Maintaining discipline 

10 Organizing pupils 

11 Being familiar with a form 

teacher's duties 
12 Planning and conducting ECA 

13 Communicating with pupils 

14 Communicating with parents 

Attitude 20 To upgrade professionally 

Professional Skills (Section E), and Personal 

Qualities (Section F)*. 

D Professional knowledge: a set of 14 objectives 

in terms of specific knowledge related to the 

education system, curriculum, foundations of 

education, etc. for rating on a 4-point scale. 

These were the specific items for Teacher 

Education Objectives 1 and 2. 

E Professional skills: a set of 29 objectives in 

terms of specific skills related to classroom 

teaching, use of AVA, classroom management, 

communication, etc. for rating on a 4-point 

scale. These were the specific items for Teacher 

Education Objectives 7, 8, 9, 11 and 13. 

F Personal qualities of the teacher: a set of 16 

desirable personality traits and behaviours such 

as alertness, confidence, reliability, etc. Res

pondents were asked to indicate the eight that 

they considered as most important. These were 

the specific items for Teacher Education Ob

jective 22. 

G Specific skills to meet the special needs of the 

school (for principals only): principals to indi

cate the specific skills a new teacher should 

have to meet the needs of the school because 

of special circumstances. 

An attempt was made to come up with a 

questionnaire which was comprehensive enough to 

cover various areas of teacher education objec

tives at both the general and specific levels without 

overtaxing the respondents. The focus was on the 

professional knowledge, skills and personal qualities 

essential to trainee teachers for their first posting. 

2 

3 
4 

15 
16 
17 
18 

21 

Academic Personal 

Subject matter 5 Self as individual 

Subject resources 6 Self in social context 

Subject matter planning 19 Dealing objectively 

Subject teaching with professional 

Subject matter (relating) problems 

Resources and equipment 

maintenance 

To upgrade academically 22 To develop positive 

qualities 

In designing the questionnaire for both principals 

and lecturers, it was decided that except for the 

background information section which had to be 

different, the other parts of the questionnaire 

should be identical -so that comparisons between 

the two kinds of respondents, viz. principals and 

lecturers, could be made. Comparison with other 

instruments suggested that the questionnaire 

was reasonably balanced in terms of domains and 

aspects, and also sufficiently comprehensive in 

terms of coverage. 
The construction of the questionnaire took 

into account the local training needs and existing 

programmes as well as relevant studies whi~h were 

carried out in other countries. A trial run involving 

four IE lecturers who were former school principals 

and four IE Heads of Schools was carried out to 

test the instruments. Suggestions made by these 

lecturers were taken into consideration when the 

questionnaire was fmalized. 

IE Lecturers as Respondents 

Table 2 below shows the distribution of IE lee· 

turers in the different Schools. As lecturers in the 

School of Language Studies, the School of Sciences, 

and the School of Creative and Applied Arts had 

similar training responsibilities, i.e. being mainly 

concerned with the subject matter of school 

curriculum and methodology, they were classified 

under "Curriculum Studies" for easy reference. A 

total of 115 completed questionnaires was re· 

ceived, the response rate being 97 per cent. 

*See Appendix for details 
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Table 2 Distribution of Lecturer-Respondents 
among Schools 

Number of Percentage 
School Respondents of Respondents 

Professional Studies 24 21% 
Curriculum Studies* 67 58% 
Educational Services 24 21% 

Total 115 100% 

*Comprising the School of Language Studies, the School 
of Sciences and the School of Creative and Applied Arts. 

Principals as Respondents 

Table 3 below shows the distribution of principals 
in the various categories who completed and 
returned the questionnaire. A total of 120 ques
tionnaires was received, the response rate being 89 
per cent. The 15 non-respondents from 2 junior 
colleges and 13 secondary schools did not form a 
homogeneous group that might be expected to 
hold views likely to be differert from those of the 
respondents. 

Data Analysis 

As the survey by questionnaire involved the popu
lations of IE lecturers and principals, no sampling 
was necessary. This survey was therefore descriptive 
and not inferential in nature. 

For Sections C, D and E of the question
naire, the essentiality ratings given by the respon
dents were converted to an average rating, using 
the following weights: 

Very essential 3 
Quite essential 2 
Somewhat essential 1 
Not essential 0 

The average rating for an item was then taken as 
an indication of the priority or relative importance 
as perceived by a group of respondents in relation 
to the other items within a particular set of 
teacher education objectives. Based on the average 
ratings, the items within a particular section of 
the questionnaire were ranked to show the relative 
importance or priority of each item. For Section 
F, priority rankings were obtained on the basis 
of frequency count. 

Comparisons were made in terms of the 
relative importance or priority which each group 
had set for the items. In other words, the main 
concern was for the overall patterns of rank order 
of all items in a particular section as given by a 
group of respondents; the interest was not in the 
difference between two groups of respondents 
with regard to a chosen item. Variations in overall 
pattern were indicated by the rank difference 
correlation coefficient (Spearman's rho). The 
correlation coefficients, whether based on ranks 
or on the actual ratings, were found to be very 
close in the few representative cases examined. 
Therefore the rank difference correlation co
efficient was used throughout. 

The Interviews 

Although an attempt was made to be as compre
hensive as possible in the design of the question
naire, a structured questionnaire as such could 
still be restrictive. It was, therefore, thought 
necessary to have interviews to obtain views 
which, for one reason or another, the respondents 
did not include in their returns. The interviews 

Table 3 Distribution of Principal-Respondents by Type of School and Language Stream 

Type of School 
Percentage 

Language Secondary School of 
Stream Junior 

Total Respondents 
College With PU Without 

Oasses PU Classes Total 

English - 12 31 43 43 36% 
Qtinese - - 10 10 10 8% 
Integrated 5 6 56 62 67 56% 

Total 5 18 97 115 120 100% 
Percentage 

of 
4% respondents 15% 81% 96% 100% -
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with selected respondents were conducted in 

groups of 6 or 7; this was done to take advan

tage of interaction among interviewees as well as 

between the interviewees and the interviewers. 

Group interviews as such could elicit views 

which might not have been evident in individual 

interviews. It was intended that the interviewees 

would constitute 20 per cent of the principals 

and IE lecturers who responded to the question

naire. The principals were stratified by language 

stream and school type (i.e. junior college, secon

dary school with or without pre-university classes). 

IE lecturers were stratified by the Schools to 

which they belonged. As some selected respon

dents were unable to be present for the interviews, 

the fmal sample interviewed constituted 17 per 

cent of the total population of respondents. 

All the interview sessions were taped. 

Results 

The Survey 

As shown in Table 4, the rank difference cor

relation coefficients were all highly significant 

(p < .01) with the exception of 3 out of 28 

coefficients obtained for principals on the Pro
fessional Knowledge scale. Even these were signi

ficant at the .05 level or better. This suggested 

that in spite of differences in background and 

work situation, the respondents as a whole were 

very much in agreement in their expectations of 

the teacher education programme. 
It was noted that the agreement between IE 

lecturers as a group and principals as a group was 

greater than that among IE lecturers from the 

various Schools. This was true also among princi

pals from schools of different types. The co

efficients between the two populations of IE 

lecturers and principals ranged from .867 to .918; 

those between IE lecturers from different schools 

ranged from .727 to .982; and those between 

principals from schools of different types ranged 

from 583 to .941. In short, when rankings given 

by the two populations and their subgroups were 

compared, there was greater within-population 

variation than between-population variation. There 

was also closer agreement among IE lecturers 

from different Schools than there was among prin

cipals from schools of different types. This was 

most obviously so for the rankings on Professional 

Knowledge. 
Another noteworthy point was that prin· 

cipals of secondary schools with pre-university 

classes (PU) agreed with principals of secondary 

schools without 1 
than either of th1 
junior colleges. 
groups of princip; 
from .835 to .94 
cipals of junior c 
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Table 4 Coefficients of Rank Difference Correlation 
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Teacher Education Professional Professional Personal Qualities 

Groups Correlated Objectives Knowledge Skills of the Teacher 

(n = 22) (n = 14) (n = 29) (n = 16) 

rho p rho p rho p rho p 

IE Lecturers and Principals .890 .01 .910 .01 .867 .01 .918 .01 

IE Lecturers 

Professional Studies and 
Curriculum Studies* .884 .01 .928 .01 .797 .01 .907 .01 

Professional Studies and 
Educational Services .865 .01 .917 .01 .727 .01 .842 .01 

Curriculum Studies and .902 .01 .923 .01 .835 .01 .796 .01 

Educational Services 

Principals 

Junior College and 
all Secondary Schools .651 .01 .701 .02 .628 .01 .757 .01 

Junior Colleges and 
Secondary Schools with PU .650 .01 .611 .05 .627 .01 .669 .01 

Junior Colleges and 
Secondary Schools without PU .646 .01 .682 .02 .583 .01 .781 .01 

Secondary Schools with PU and 
Secondary Schools without PU .941 .01 .939 .01 .858 .01 .835 .01 

*See footnote below Table 2. 
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t schools without pre-university classes much more 
than either of these groups did with principals of 
junior colleges. Coefficients between the two 
groups of principals of secondary schools ranged 
from .835 to .941, whereas those between prin
cipals of junior colleges and principals of secon
dary schools ranged from .583 to .781. In the light 
of this finding, the two groups of secondary school 
principals were treated as one in subsequent 
analysis. 

Notwithstanding minor differences, the 
views of the populations of IE lecturers and prin
cipals concurred to a very large extent. This was 
evident in the priorities they set for both the 
broad teacher education objectives as well as speci
fic items of knowledge, skills and the personal 
qualities of the teacher as shown in Table 5. 

Both IE lecturers and principals gave a high 
priority to those items of knowledge and skills 
which were closely related to effective teaching 
of subjects and the direct as well as indirect con
trol of pupils. These needed to be supported by 
positive personal qualities such as responsibility, 
conscientiousness and integrity which could be 
expected to sustain continuous effort in effective 
teaching. These items of knowledge, skills and 
personal qualities were regarded by both lecturers 
and principals as the "core objectives" for an 
initial training programme for graduate teachers. 

Both IE lecturers and principals considered 
certain types of knowledge, skills and personal 
qualities to be of medium priority. Knowledge 
of examinations, curricula, organization and 
philosophic-political foundations of education 
would enable the teacher to see his work in a 
wider perspective. Skills in evaluation, the use of 
resources and some more subtle aspects of com
munication were thought to help make classroom 
teaching more effective. Certain positive personal 
qualities such as confidence, good judgment and 
punctuality were considered to be additional 
favourable factors in classroom teaching. Thus, 
these items of knowledge, skills and personal qua
lities which were identified as being of medium 
priority could be regarded as "supportive objec
tives" for the training programme. 

Important though they might be, some ob
~ctives were considered to be of low priority by 
the two populations of respondents. The low 
priority objectives included knowledge of certain 
theoretical foundations of education, pupil ser
vices and special curricular provisions, skills in 
conducting discussion and tutorials, using drill, 
concluding a lesson, non-verbal communication, 
using AVA other than basic aids, designing AVA 
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and familiarity with the routine duties of a form 
teacher. Personal attire· and personal qualities 
such as alertness and leadership were considered 
to be of low priority. Thus, it could be said that 
these items of knowledge, skills and personal 
qualities were regarded by lecturers and principals 
as "peripheral objectives". 

As mentioned earlier, in spite of the small 
number of principals of junior colleges in the prin
cipal population, they worked in an obviously 
different set-up when compared with principals 
of secondary schools with or without pre-university 
classes. Therefore, it was expected that their views 
would be somewhat different from those of prin
cipals of secondary schools. Generally speaking, 
principals of junior colleges placed a higher prior
ity on subject matter, related learning/teaching 
resources and AVA, the psychological foundations 
of education, effective communication, skills in 
conducting tutorials, evaluation techniques and 
the maintenance of good human relationships. 
These expectations reflected to a large extent the 
different modus operandi in the junior colleges 
when compared with the way secondary schools 
were run. The type of teachers and pupils in the 
junior colleges could also have influenced the 
junior college principals in their order of priorities. 
These differences seem to indicate that teacher 
training for junior colleges should have a slightly 
different emphasis from that for secondary schools. 

The Interviews 

On the question of broad teacher education ob
jectives, IE lecturers and school principals generally 
agreed that the skills trainees were expected to 
attain by the time they completed their training 
should include knowledge of the range of text
books and other resource materials, designing and 
construction of teaching aids and knowing how to 
use the various educational media, basic skills 
in class management, being innovative in teaching 
and developing a good range of teaching strategies, 
knowledge of how to appraise individual lessons 
and assess overall programmes, skills in identifying 
student problems and methods of remedial teach
ing. It was generally agreed that an initial teacher 
education programme could, at best, provide 
only the basics. Thus, there was a need for every 
teacher, on completion of his preservice training 
programme, to update his subject by attending 
inservice courses, thereby learning new approaches 
and methods of teaching his subject. 

One of the points specifically mentioned by 
IE staff interviewed but not by school principals 
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Priority 
Category 

High 

Medium 

Low 

Notes: 

---l 

Table 5 Priority Categorization of Teacher Education Objectives And their Specific Items by IE Lecturers (N = 115) and Principals (N = 120) 

I 

I 

Teacher Education Objectives 

3 * Subject matter (content) 
7* Plan and conduct lessons 

10* Organize pupils 
13* Communication with pupils 
9* Maintain discipline 

16* Subject (teaching) 
15 Subject (planning) 

21 * Upgrade academically 
4 * Subject resources 

22 Develop positive qualities 
20* Upgrade professionally 

1 * Education system 
5 * Self as individual 

17 Subject (relating) 
8 Use AVA 

6 Self in social context 
19* Objective dealing with problems 
18* Maintain resources and equipment 
14* Communication with parents 

2* Theoretical foundations 
12* Plan and conduct ECA 
11 Form teacher's duties 

Professional Knowledge 

4* Syllabi 
6* A~sessment procedures 
1 * Policy and goals 

14 Psychological basis 

2 Reports on education 
5 * Examination system 
3 * Curriculum structure 
7* Administrative framework 

11 * Philosophic-political basis 
13 Sociological basis 

8 ECA programme 
10* Pupil services 
12* Economic basis 

9* Specific curricular provision 

Professional Skill 

19 * Motivating pupils 
2* Methods and techniques 
1 * Lesson objectives 
5 * Class discipline 

23 * Correct speech 
13* Explaining and demonstrating 
14 * Questioning 
18* Teacher-pupil relationship 
26 Suitable vocabulary 

8 Setting and marking exercises 
9 Learning difficulties 

27 * Suitable sentence structures 
24 * Clear speech 

7 Classroom supervision 
1 0* Evaluation 
11 * Lesson pace and sequence 
28* Re-coding message 

3 * Resource materials 
16 

20 
25 
12* 
17* 

Practical work 

Use basic AVA 
Modulating speech 
Lesson conclusion 
Discussion and tutorials 

15 * Drills 
29* Gestures and facial expression 
21 * Use other AVA (e.g. ETV) 
6 * Pupil records 

22* Design and produce AVA 
4* Routine duties 

Entries in the Tables are summary statements of items in Sections C to F of the Questionnaire. 

Personal Quality 

11 * Responsibility 
7* Conscientiousness 
1 * Integrity 
8 Co-<Jpera tion 

10 Reliability 

15 Initiative 
13 Good human relationship 
6* Confidence 
2* Good judgment 
9* Punctuality 

12 Adjustment 
3 Withstanding stress 

16* Leadership 
4 * Alertness 
5 * Proper attire 

14 * Offering suggestions 

(1) 
(2) 
(3) 

Within each type (e.g. Teacher Education Objective), items are arranged in descending rank order, based on the combined priority ratings by IE lecturers and principals. 

Items with asterisks have been placed in the same priority categories by IE lecturers and by principals. 

g- 0' s· (ti ~ ~ :::: ~ :;. 
::;"-'(ti::;~gl§.~>'(l) 
;:J ~ 1'-1 =:r -· ~ - 3 
l>l ..... ~ -· l>l 0. '<: s 0" 
Sorl-~~~ ("Do~ 

l>l -· (!) .""! :::; ., ::r 3 ~ ::l 0 p.'<: ;::> Q'o.<ll 
0 o<ll..., S."'o"' 
rti = :>< m ~ ~ :;::· oo a- ::I. 
~ ("D q ~ o- ::r- e ~ ~- ~ 
"" (JO r;' ce.. '-"· 0 (!) 0. (') -· 
~ ~ () ;;;· g 0 0.. c c "0 
I-t 3 ~ ::r .-+ - ~ <' e:.. 
(i) (i) ~ ~ ~ (i) (i) til 

0 0 r;· ~ (ti :::s ......... Cl'l -· 

...,>-ls:: ::r~l>l O.<ll 0::!. 
~ ~ ~.~ ~ [:.. ~ ""*"> ('b 

~~no'"";.;-oo.-. 
s:: ~ 2 ::l g :::J ~ ~.g ::E 
~~_.("D:::::Co..('O~~ 
-· h 0. 0 '<: ::E s:: ::; 0 
§ ::r ::r ......, ::;:: ro- ;:;. <'D. ::;. :=... 
til ('C .-+ ~ 0.. (i) til c til 

s· ~ ~· ~ til % --VJ s· e. o 
c ::::5 .....-+- ....... 

~ (ii• 'Q ::E ~ 0 :;. ::E ~· l>l 
~ (') 0 l>l ......, (!) 0 ::l 

gc;jr§'"a~ '-<*0~ 
- ~ 0... -· .-+- & e:. rg... 1--l 0... 
~c~g-C"D@c~.-. 
.-."'::€o.t/>~>''O>-t0 
<:~>2::rc=..e~=:'O 

(!) s:: 0 ~ ::E 
0. ::l ::l ..a l>l 
::E 0. .z ._, Cll 

H.'~M-~s
~s-o E_·~ 
g.~· s· ~ ~· 
'" "' r-t-Q...=tr-t-:e 
c ..- c ~ l>l 
.-+ ~ () (i) til 
~ ~ .-+ ,_., 

_..... CTQ :-; -· 
o.:ca-._,s 
~>-lS.~'g 
~ ;r "~ ~ ~ 

, 



was that it was important to ensure that trainees 
appreciated their responsibilities which were not 
only to instruct but also to educate the pupils 
under their charge. The teachers must be concern
ed with the total development of the child. There 
was also a need to provide trainees with more 
opportunities to learn the practical application of 
theories in workshop sessions, case studies, etc. As 
graduates, they already had sufficient "content" 
knowledge of the subject. What they needed 
really was the methodology for effective teaching. 
One of the ways in which preservice programmes 
could be improved upon was for staff to carry out 
research projects related to the various teaching 
situations in school. 

The principals interviewed stated that one of 
the broad objectives of a teacher education pro
gramme for graduate teachers should be to produce 
highly motivated and professionally competent 
secondary school teachers who, besides their 
specialized subjects, had some training in the 
teaching of English. They should also take a keen 
interest in extra-curricular activities and be trained 
for at least one game. They felt that trainees could 
be made more aware of the wider aspects of school . 
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life. In this aspect, principals and their staff could 
play an important role. Principals also felt that 
there was a need for schools to be kept informed 
of developments and new emphases in the training 
programme of the IE so that they and their staff 
could help trainees attain the desired objectives. 
They were of the opinion that additional atten
tion should be paid by the IE to the Special 
Methods (Minor) courses taken by trainees. 

Conclusion 

This study has found a substantial commonality 
between IE lecturers and principals with regard 
to their expectations of an initial training pro
gramme for graduate teachers. The "core objec
tives" identified were those directly related to 
classroom teaching. The "supportive objectives" 
which emerged in the study were those which were 
thought necessary to enhance the "core objectives" 
directly. The "peripheral objectives" were those 
the teacher might need, but only occasionally. 
These findings have many and varied implications 
which could be followed up in further studies. e 
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APPENDIX 
Teacher Education 1 

Specific Items for Selected Teacher Education Objectives TEO 11 Ability to carr~ 
teacher's dutie! 
the class regist( 
fees, etc.) 

Teacher Education Objectives 

TEO 1 Knowledge of the education 

system: policy, goals, curricu

lum, examinations, school or

ganization, etc. 

TEO 2 Knowledge of the theoretical 

foundations of educational 

practice (philosophic- · 
political, economic, sociologi

cal, and psychological) 

TEO 7 Ability to plan and conduct a 

lesson and to carry out follow

up activities 

TEO 8 Ability to use AVA and to 

devise AVA materials when 
necessary 

TEO 9 Ability to maintain class 
discipline 

PK 1 
PK 2 
PK 3 
PK 4 
PK 5 

Specific Items 

Educational policy and goals 

Reports on education (e.g. Goh Report) 

Curriculum structure for the different streams 

Syllabi of the subject taught by the teacher 

National examination system (e.g. GCE '0' and 'A' regulations) 

PK 6 Assessment procedures in school (e.g. modes of assessment) 

PK 7 Administrative framework (or structure) of the school 

PK 8 Overall ECA programme of the school 

PK 9 Special curricular provisions (e.g. Foreign Language Progr:~.mme, 

Supplementary English Language Programme) 

PKlO Pupil services (e.~. School Health Service) 

PKll Philosophic-political basis of educational practice (e.g. educa

cation for citizenship) 

PK12 Economic basis of educational practice (e.g. education for 

manpower needs) 

PK13 Sociological basis of educational practice (e.g. the socialization 

function of education) 

PK14 Psychological basis of educational practice (e.g. application of 

psychology in learning and teaching) 

PS 1 Skill in setting objectives for a lesson 

PS 2 Skill in deciding on methods and techniques to be used in a 

lesson 
PS 3 
PS 8 
PS 9 
PSlO 

PSll 
PS12 
PS13 
PS14 
PSIS 
PS16 

PS17 

Skill in deciding on the use of resource materials for the lesson 

Skill in setting and marking pupils' exercises 

Skill in handling basic learning difficulties 

Skill in constructing and using tests for evaluating pupils' 

progress 
Skill in pacing and sequencing a lesson 

Skill in concluding a lesson 
Skill in lecturing, explaining and demonstrating 

Skill in questioning during a lesson 
Skill in using drill during a lesson (e.g. in a language lesson) 

Skill in organizing and supervising practical work (e.g. lab work 

or field-trips) 
Skill in conducting discussions and tutorials 

PS20 Skill in using basic AVA (i.e. chalkboard, pictures, charts, 

specimens, tapes, OHP) 

PS21 Skill in using other AVA (i.e. ETV programmes, slides, flim

strips, video-cassette, etc.) 

PS22 Skill in designing and producing AVA when suitable ones are 

not readily available 

PS 5 Skill in maintaining classroom discipline 

PS 7 Skill in supervising pupils at work 

PS18 Skill in maintaining a good teacher-pupil relationship 

PS19 Skill in motivating pupils to learn (e.g. arousing their interest, 

using reward and punishment) 

TEO 13 Ability to com1 
pupils 

TEO 22 Development of 

personal qualitie: 
being CO-<lperath 
vative, etc. 
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Teacher Education Objectives 

TEO 11 Ability to carry out a form 
teacher's duties (e.g. keeping 
the class register, collecting 
fees, etc.) 

TEO 13 Ability to communicate with 
pupils 

TEO 22 Development of positive 
personal qualities such as 
being co-operative and inno
vative, etc. 

MAIICH 1981 

TEO 
PK 
PS 
PQ 

Specific Items 

PS 4 Skill in performing routine duties (e.g. keeping the class 
register) 

PS 6 Skill in keeping pupil records (e.g. pupils' report books) 

PS23 
PS24 

Skill in using correct speech 
Skill in speaking clearly with appropriate pace and tone 

PS25 Skill in modulating speech according to class size and the 
physical condition of the classroom 

PS26 Skill in using vocabulary within the level of comprehension 
of the pupils 

PS27 Skill in using sentence structures appropriate to the pupils' 
level of comprehension 

PS28 Skill in putting the same idea in other words, when necessary 
PS29 Skill in using gestures and facial expression to assist in commu

nication 

PQ1 
PQ 2 
PQ 3 
PQ4 
PQ 5 
PQ 6 
PQ 7 
PQS 
PQ 9 
PQIO 
PQll 
PQ12 
PQ13 
PQ14 
PQ15 
PQ16 

Displays integrity 
Exercises good judgment 
Is able to withstand stress 
Is alert 
Is appropriately dressed for activity/work 
Is confident 
Is conscientious 
Is co-operative 
Is punctual 
Is reliable 
Is responsible 
Is well-adjusted 
Maintains effective human relationships 
Offers useful suggestions 
Shows initiative 
Shows leadership 

Teacher Education Objective 
Professional Knowledge 
Professional Skills 
Personal Quality of the Teacher 
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Lau Kau Cheong 
Institute of Education 

Evaluation of Student Teaching 

Introduction 

In any programme that is concerned with the 
training and preparation of pre-service teachers, 
student teaching constitutes the most significant 
part of the course sequence. In some teacher 
education institutions, student teachers spend 
more than 50 per cent of the total hours of their 
programme involvement teaching in the classroom. 
This period of student teaching, commonly known 
as teaching practice, is provided to help each stu
dent to become as effective a teacher as possible. 
The experience of teaching practice, besides being 
real teaching under actual classroom conditions, 
includes the personalised guidance and diagnostic 
feedback the student teacher receives from his 
supervisor regarding his instructional performance. 
Guidance and feedback are essential because they 
help to shape the desired classroom behaviours 
of student teachers. The tasks of a supervisor 
during teaching practice include making frequent 
visits to the schools to observe the lessons taught 
by student teachers, conferring with them about 
their instructional performance in the lessons 
observed and writing reports of the observations 
for the students' records. In this routine exercise, 
the supervisor's major concern is to help his 
students improve their teaching skills, and at the 
end of the period of teaching practice, to award 
them grades to certify whether they are fit or unfit 
to become qualified teachers. 

According to Popham (1975), such a system 
of assessing student teaching "does not seem to 
coincide with the general conception of evaluation 
preferred in the field of educational research" 
There is apparently no formal and systematic 
attempt to determine the merits of the instruc
tional performance of the student 'teacher. Deci
sions arrived at for different students by a super
visor using such informal evaluation are incon
sistent and thereby indefensible. Despite the 
fact that the supervisor carries out post
instructional meetings with his students to confer 
about possible improvements, there is no justi
fiable basis for his employing the impressionistic 
results informally obtained as a means of making 
certification decisions. 

10 

Obviously, the criteria for assessment em
ployed by the supervisor under such a fluid 
system of evaluation will vary depending upon 
the particular student teacher and the instructional 
situation observed. Since the dominant charac
teristics of effective teaching are not formally 
predetermined and decided upon, each supervisor 
will bring with him to the classroom observation 
situation a unique personal set of implicit criteria 
or standards of good teaching upon which he 
bases his assessment and judgment. Consequently, 
he will only perceive those features in the students' 
instructional performance which he has selected 
within his set of criteria or standards and ignore 
certain other factors which a different supervisor 
with different criteria might consider important. 
The concept of what constitutes a good teacher 
therefore varies among supervisors. How they are 
going to evaluate student teaching will definitely 
be influenced by their formative experiences and 
professional training. Thus it would seem logical 
to assume that a supervisor who specializes in, 
say, mathematics, might evaluate the instructional 
performance of a student teacher very differently 
from one whose formative training is in the area of 
history or literature. 

Because of the reluctance to adopt common 
criteria, the evaluation of student teaching in 
many institutions of teacher education has become 
ritualistic. The supervisors concerned merely 
visit their students in schools, watch them teach, 
and after that impressionistically assign them cer· 
tain grades. The performance of the student tea· 
chers during instruction is not assessed on the 
basis of common pedagogical variables and each 
supervisor has his own private method of grading 
the teaching ability of his students. Thousands of 
student teachers are being evaluated in this manner 
each year. The process has become an institutional 
ritual or a mere formality that is highly resistant 
to change. 

*This article was adapted from a paper presented at the 
Institute of Education Staff Seminar held on 28 April 
1979 and organized by the Academic Staff Association of 

the Jnstitu te. 
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A Complex Problem 

The evaluation of teacher characteristics and class
room teaching is a very complex and controversial 
issue. The complexity is partly due to the fact that 
teaching, the act of influencing other human beings 
to learn, is a demanding task with no immediate 
tangible outcomes. In his long hours of teaching 
each day, the teacher has to perform before an 
audience of pupils. His task is very much like 
that of the actor and the conductor who must 
strive to interest and inspire his audience. But 
unlike these artists, he has no repertoire of master
pieces, no rehearsals and no artistic or technical 
staff to assist him. He has to prepare his own 
scripts and props as he plans, directs and performs 
his lessons. The responsibility of the musician or 
actor ends after each performance, but in the 
case of the teacher he must try to change the 
behaviour of his audience so that they will become 
good citizens and competent workers. 

In view of the complexity of teaching, it 
is not surprising that educational researchers 
have not yet been able to establish a reliable and 
valid index of teacher effectiveness. It is no 
exaggeration to say that this aspect of education 
has been most frequently and thoroughly investi
gated. Numerous researchers have attempted to 
identify teacher effectiveness and define it, or 
measure and evaluate it and detect and remove 
obstacles to its achievement. But the problem 
is so complex that no one today really knows what 
the competent teacher is. 

Since the beginning of the twentieth century, 
literally thousands of studies have been conducted 
in attempting to measure teacher excellence. 
Investigators like Ryan (I 953) and Calabria (I 960), 
for example, have looked at training elements, 
traits, behaviours, attitudes, values, abilities, 
voice quality and many other characteristics. 
Teacher effects have been judged by researchers, 
pupils, administrators, parents, master teachers, 
student teachers and teachers themselves. The 
apparent effects or results of teaching have also 
been studied. These include pupil learning, adjust
ment to classroom performance, sociometric 
status, attitudes, liking for school and later achieve
ment. The results of all these studies have been 
modest and often contradictory. Many former 
fmdings have been repudiated but very few facts 
are being established. A defensible and valid index 
of teacher effectiveness has yet to be realized. 
It will therefore remain a perennial quest· of 
educational researchers. 

Such a dismal situation provides little com
fort to teacher educators who are confronted with 
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real problems everyday in their attempts to 
evaluate student teaching. Even though a satis
factory index of effective teaching cannot be 
established, there are many good reasons why 
they must continue to work towards promoting 
te:~cher excellence and to try and determine the 
instructional competency of their students. An
swers to questions pertaining to the progress and 
certification of student teachers cannot wait for 
the theorists to finalize their concept of effective 
teaching. Practical decisions dependent upon 
ideas about quality of teaching have to be made. 
Student teachers must be appraised, counselled 
and assessed so that due recognition could be 
accorded to their professional standing as qualified 
teachers. Evaluation problems related to training 
and certification cannot be set aside until more 
definite answers are available. 

The dilemma confronting teacher educators 
is clear. On the one hand, they face the practical 
necessity of making evaluative judgments about ' 
student teaching; on the other, they are aware 
that teaching is a complex phenomenon about 
which little is known outside the realm of personal 
opinion. There is no doubt that research towards 
teacher effectiveness will continue. Meanwhile, 
teacher educators have no alternatives but to 
depend on existing knowledge and techniques 
of instructional evaluation to yield information 
for making decisions about the classroom per
formance of individual student teachers. No 
matter how crude the present state of the art is, 
the important question that has to be answered 
is: Having no reliable and valid yardstick for 
measuring teacher effectiveness, how can one 
determine with some degree of certainty that a 
student teacher perfomiing in the classroom is a 
good teacher? 

The answer to this question requires a 
careful examination of the following crucial 
issues: 

1. a clear definition of the variables or criteria 
that constitute what may be regarded as effec
tive teaching, 

2. the development of appropriate tools or instru
ments for describing and/or measuring the 
variables defined, 

3. the establishment of a systematic process to 
guide judgments and decisions regarding stan
dards or levels of instructional performance. 

In order to find out more specifically what 
these three issues involve, it is necessary to focus 
attention on what to evaluate, how to evaluate and 
the question of assessment. 
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What to Evaluate 

In deciding on what aspects of student teaching to 
evaluate, the question of criterion variables has to 
be considered. A criterion, according to Mitzel 
(1960), is any set of observations that may be used 
as standards for evaluative purposes. Until we have 
a clear idea of the criterion variables involved 
we shall have difficulty in devising appropriat: 
instruments for data gathering and assessment. 
To subsume everything that takes place in the class
room under a single label teaching will tell us 
practically nothing about the instructional perfor
mance of student teachers. Thus it is imperative 
that we know what areas or components of the 
instructional situation to evaluate. Since research 
has not provided us with an established set of 
criterion variables, the logical approach will be 
to examine what some investigators have identified 
as variables of effective teaching. It is observed 
that these variables are generally recognized as the 
characteristics and activities of a good teacher. 

In deciding on the fundamentals of good 
teaching, it is unfortunate that some investigators 
have placed too much attention on what the 
student teacher should or should not do to be the 
ideal teacher. An example of such a demanding 
set of variables is that suggested by Biddle (1964). 
His model of a good teacher emphasizes the 
following categories of variables: 

1. Formative experiences. These are attributes 
acquired from schooling, training, socialization 
and ascribed positions. 

2. Teacher properties. These include such psycho
logical traits as motives, abilities and attitudes. 

3. Teacher behaviours. These are the numerous 
responses and activities resulting from inter
actions in the total classroom situation. 

4. Immediate effects. These are the overt and 
covert responses or reactions of pupils to the 
statements and activities of the teacher in the 
classroom. 

5. Long term consequences. These are the even
tual effects of teacher activities on the pupils, 
the school and the community. 

6. School and community contexts. These are 
the activities and contributions of the teacher 
in the societal arena. 

7. Classroom situations. These are the activities 
and contributions of the teacher in enhancing 
the physical and social elements in the class
room. 

12 

The emphasis on such global hortatory 
variables has imposed an impossible standard for 
evaluating student teaching. Such an ideal set of 
criterion behaviours disregards the practical 
limitations of time and energy on the part of the 
student teacher. While the idealized description 
may be true, it is usually considered as impractical 
when followed slavishly by perfectionist supervisors 
who overburden themselves and their students to 
the point of absurdity. 

A more pragmatic approach to the selection 
of criterion variables would be to find out not 

how the student teacher should be teaching, but 
rather, how he is teaching. This approach takes 
into consideration the practical limitations of the 
teaching situation and provides a means to im
prove student teaching in the classroom. It is 
argued that if the student teacher can be helped 
to define more accurately his own concept of 
desirable or ideal instructional behaviours in a 
specific lesson, then he would be more likely to 
modify his behaviours in the direction of that ideal. 
While conducting a lesson in the classroom, 
the teacher is influencing his pupils either inten
tionally through planned activities, or uninten· 
tionally through behaviours he is not aware of 
himself. Flanders and Amidon (1963) explain 
that by looking at the behaviours of a student 
teacher in the classroom, the supervisor can deter· 
mine the type and degree of influence the student 
exerts so that guidance and advice can be given 
to modify or change his style of teaching to fit 
the conditions and limitations of the situation. 
To help the student develop more effective class
room behaviours, Flanders and Amidon identify 
the following nine communication skills as being 
essential for influencing learning: 

1. ability to accept, clarify and use ideas, 
2. ability to accept and clarify emotional expres· 

sions, 
3. ability to relate emotional expressions to ideas, 
4. ability to state objectively a point of view, 
5. ability to reflect accurately the ideas of others, 
6. ability to summarize ideas in group discussion, 
7. ability to communicate encouragement, 
8. ability to question others without causing 

defensive behaviour, 
9. ability to use criticism with least possible harm 

to the status of the recipient. 

In order to ascertain the ability of a student 
teacher in these communication skills, the supervi· 
sor must have information about how pupils 
respond and react to the teacher's instructional 
behaviours. To obtain this information, Flanders 

has devised a 
observation fo 
of both teach 
total behavioUJ 
a summary sh 
volved: 
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has devised a systematic process of classroom 
observation for recording the verbal behaviours 
of both teacher and pupils as a sample of the 
total behaviour in the classroom. The following is 
a summary showing the behaviour categories in
volved: 

A. Teacher Talk (Indirect Influence) 

1. Accepts feeling: accepts and clarifies the 
feeling tone of the pupils in a non-threatening 
manner. Feelings may be positive or negative. 
Predicting and recalling feelings are included. 

2. Praises or encourages: praises or encourages 
pupil action or behaviour. Jokes that release 
tension, not at the expense of another indivi
dual, nodding head or saying "uh-huh" or 

'"go-on" are included. 

3. Accepts or uses ideas of pupils: clarifying, 
building or developing ideas or suggestions 
by a pupil. As a teacher brings more of his 
own ideas into play, shift to category 5. 

4. Asks questions: asking a question about 
content or procedure with the intent that a 
pupil answers. 

B. Teacher Talk (Direct Influence) 

5. Lecturing: giving facts or opinions about 
content or procedure; expressing his own 
ideas, asking rhetorical questions. 

6. Giving directions: giving directions, com
mands, or orders with which a pupil is 
expected to comply. 

7. Criticising or justifying authority: making 
statements intended to change pupil beha
viour from non-acceptable to acceptable 
pattern; bawling someone out; stating why 
the teacher is doing what he is doing, ex
treme self-reference. 

C. Pupil Talk 

8. Pupil talk - response: a pupil makes a 
predictable response to teacher. Teacher 
indicates the contact or solicits pupil state
ment and sets limits to what the pupil says. 

9. Pupil talk - initiation: talk by pupils which 
they initiate. Unpredictable statements in 
response to teacher. Shift from category 8 
to category 9 as pupil introduces own ideas. 
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10. Silence or confusion: pauses, short periods 
of silence and periods of confusion in which 
communication cannot be understood by 
the observer. 

In the Flanders system, all the verbal be
haviours of the teacher in the classroom are 
labelled as teacher talk. This major category is 
classified into direct and indirect influence on the 
basis of the amount of freedom the teacher grants 
to the pupils. Direct influence minimizes the 
freedom of a pupil to respond while indirect 
influence maximizes the pupil's freedom. The 
teacher's choice of direct or indirect "style" 
depends on his conscious or assumed teaching 
goals. The system also takes into consideration the 
pupils' verbal responses and labels them as pupil 
talk. Flanders identifies ten categories of classroom 
behaviours. These categories are mutually exclu
sive; but at the same time, they are also totally 
inclusive of all verbal interactions in the classroom. 

In using Flanders' categories of classroom 
behaviours for evaluating student teaching, the 
following questions will serve as a useful guide: 

1. Does the student teacher do too much talk
ing during the lesson? 

2. Is the student teacher typically a direct or 
indirect teacher? 

3. How does the student teacher react to pupil 
behaviour? 

4. How much time does the student teacher 
spend in giving information or lecturing? 

5. Does the student teacher spend enough time 
in the extension of pupil ideas? 

6. Do pupils tend to resist the student teacher's 
influence? 

7. Does the student teacher accept, clarify and 
use pupil emotion? 

8. How effectively does the student teacher 
use praise? 

9. How effective is the student teacher in 
communicating subject matter to his pupils? 

10. How effectively does the student teacher use 
criticism in his teaching? 

11. Is there adequate pupil participation during 
the student teacher's lesson? 
Flanders is cautious to stress that no single 

pattern of classroom behaviours is superior under 
all conditions. Different patterns of classroom 
behaviours work for different teachers in different 
settings with different pupils to achieve different 
instructional objectives. Flanders' category system 
of classroom behaviours is not the only one that 
has been established for study and analysis of 
classroom interactions. Researchers like Smith 
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I (1962), Bellack (1966), Galloway (1968), Bentley 

and Miller (1969), Ober (1970) and many others 

have developed similar category systems of class

room behaviours. A study conducted by Lohman 

(1966) supports the claim that student teachers 

who have been trained in the observation and 
analysis of classroom interactions are "better" 

teachers. These students are better because 

1. they accept and clarify pupil feelings more 

often. 
2. they praise and encourage pupil action and 

behaviour more often. 
3. they accept and clarify pupil ideas more often. 

4. they lecture less frequently. 
5. they give fewer directions and spend less time 

giving directions. 
6. they use more verbal behaviours associated 

with motivation of pupils. 

A long-standing issue among educational 

researchers in the area of teacher evaluation has 
been the question of whether the focus should be 
on the teacher or the teaching. If the emphasis 

is on both, then there are so many variables 
involved that no one is able to control them all. 

On this issue, Sim (1970) is of the opinion that 
while variables such as the teacher as a person, his 

professional or academic preparation, his profes

sional attitude to teaching, his relationship to the 
community and so on are matters of concern for 

teacher evaluation in general, the focus of evalua

ting student teaching should be primarily on the 

process of instruction as it occurs in the classroom. 

Sim has selected his criterion variables for evalua

ting student teaching on the basis of his pedago

gie;al model which highlights the interactions of 

the five major elements in the teaching-learning 

encounter. These five elements are the teacher (T), 

the pupil (P), the content (C), the objective (0), 
and the environment (E). 

From his model, Sim identifies eight logical 

areas in lesson planning. They are: 

1. learning goals 
2. identity of pupils 
3. viability of goals 
4. instructional content and materials 

5. learning plans 
6. teacher characteristics 
7. teaching techniques 
8. evaluation procedures 

While areas 1, 2, 4 and 6 represent static 
or descriptive attributes of objectives, pupils, 

content and teacher, the other four areas 3, 5, 7 
and 8 represent dynamic or evaluative processes of 
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teaching-learning situations involving interactions 

among the four elements. For. convenience, 
Sim renames the four dynamic areas as aims, 

planning, conduct and evaluation respectively. 

For each of these four main areas, the various 

features that can be observed in a pedagogical 
encounter or lesson are enumerated and then 

reduced to a manageable few so as to reflect a 

sampling of priority items stressing process rather 

than attribute features. The criterion variables 

emphasized by Sim are as follows: 

I. AIMS (Objectives of the lesson) 

1.1 Clarity of learning goals 

a. Aims of lesson clearly identified or 
identifiable in terms of what pupils are 

expected to be able to do - Strong. 
b. Aims unclear in terms of pupil learning 

and/or aims wholly teacher-centred -

Weak. 

1 .2 Viability of goals 

a. Aims geared to levels of attainment of 
majority of pupils -Strong. 

b. Aims either too easy or too difficult 

for majority of pupils- Weak. 

2. PLANNING {Preparation of the lesson) 

2.1 Selection of instructional materials 
a. Content and instructional aids varied and 

relevant to aims - Strong. 
b. Instructional materials inappropriate and/ 

or limited for fulfl1ment of aims -Weak. 

2.2 Organization of lesson 

a. Individual parts of lesson appropriately 
structured and sequenced to facilitate 
learning - Strong. 

b. Instructional materials too disconnected 

and/or haphazardly arranged- Weak. 

3. CONDUCT (Presentation of the lesson) 

3.1 Set induction 

a. Interest and attention of pupils quickly 
drawn to the learning task - Strong. 

b. Unnecessary waste of time introducing 

learning task- Weak. 

3.2 Teacher-pupil rapport 

a. Harmonious and differential interaction 
between teacher and pupils - Strong. 

b. Lack of empathy and attention to indivi· 
dual differences- Weak. 

3.3 Use of instructional 

a. Effective and efJ 
material as an aic 

b. Sloppy and poir 
material which h: 

3.4 Pupil involvement 

a. Mental involvem 
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3.3 Use of instructional aids 

a. Effective and efficient use of audio-visual 
material as an aid to learning - Strong. 

b. Sloppy and pointless use of audio-visual 
material which hinders learning- Weak. 

3.4 Pupil involvement 

a. Mental involvement and active partici
pation of pupils in learning task -- Strong. 

b. Pupil listless and unresponsive to learning 
task- Weak. 

3.5 Flexibility of pacing 

a. Pacing of lesson adjusted to understand
ing of majority of pupils - Strong. 

b. Teacher inflexible and/or neglects pupils' 
inability to follow --Weak. 

·3.6 Conceptual communication 

a. Fluent use of language and clarity in 
explaining basic concepts - Strong. 

b. Incoherent communication and/or inade
quate understanding of basic concepts on 
teacher's part -Weak. 

3.7 Closure 
a. Attempts to relate parts of lesson as well 

as future tasks coherently towards end 
of lesson - Strong. 

b. Teacher ends lesson abruptly with no 
attempt to summarize -Weak. 

4. EVALUATION (Obtaining feedback during 
lesson) 

4.1 Use of evaluation to improve learning and 
thinking 

a. Proper use of evaluation techniques to 
obtain feedback in order to raise level 
of thinking- Strong. 

b. Absence of feedback with no attempts to 
involve pupils in thinking- Weak. 

4.2 Use of evaluation to improve teaching 

a. Conscious use of evaluation results to 
determine appropriate instructional strat
egies - Strong. 

b. Rigid instructional approaches without 
attempting to evaluate results of teaching 
-Weak. 

In selecting the above variables, Sim is care
ful when he points out that tne process involves 
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subjective decisions based on priorities. Since one 
cannot possibly look at all the variables involved, 
one must therefore limit the number to what can 
be observed and evaluated realistically. For in
stance, in the area of aims, Sim emphasizes learn
ing rather than teaching objectives. He considers 
the complexity or diversity of aims to be less 
important than the clarity and viability oflearning 
goals. In planning, he is less concerned or even 
unconcerned with the amount of work input from 
the student teacher than with the proper selection 
and organization of lesson materials in relation to 
both effective and efficient learning. For evalua
ting conduct, or approaches to content presenta
tion, Sim focuses on only seven of the many 
dimensions of interaction among the three ele
ments of teacher (T), pupils (P) and content (C). 
Finally, in terms of evaluation, Sim emphasizes 
the use of evaluation (which includes questioning) 
in improving either learning and thinking or teach
ing. Although a large variety of classroom evalua
tion procedures, such as the marking of assign
ments and written tests, may be considered im
portant, these are deemed less crucial than the 
feedback function of evaluation. It is clear that Sim 
rules out those variables which he assumes would 
not contribute to a fair assessment of the class
room performance of student teachers. He gives 
primary attention to the process variables that 
operate during a lesson. 

The many variables of effective teaching 
reported by researchers are classified by Mitzel 
(I 960) into presage, process and product criteria. 
Mitzel has identified four types of presage variables 
that are commonly used as criteria in research on 
teacher evaluation. They are: 

I. Teacher personality attributes (e.g. industry, 
intelligence, adaptability, etc.) 

2. Characteristics of teachers in training (e.g. 
scholastic honours, marks in education courses, 
etc.) 

3. Teacher knowledge and achievement (e.g. 
examination grades, teacher aptitude scores, 
etc.) 

4. Inservice teacher status characteristics (e.g. 
tenure granted, years of experience, etc.) 

Process criteria consist of those aspects of 
teacher and pupil behaviour in the classroom in 
terms of the conditions, climates or typical situa
tions involving the interactions of pupils and tea
cher. They are generally based on the observation 
of the classroom behaviours of teacher and pupils. 
Examples of process variables based on teacher 
behaviour are maintaining discipline, establishing 
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rapport, providing reinforcement, etc. and those 

based on pupil behaviour are attentive listening, 

cooperating in classroom routines, exhibiting 

affection for the teacher and so forth. 

Product criteria consist of changes in the be

haviour of pupils in the cognitive, affective and 

psychomotor areas, e.g. pupil achievement, pupil 

gain, pupil growth or any measurements of the 

effects of teaching on pupils. Depending on 

emphasis, the selection of criterion variables for 

evaluating student teaching can be based on 

either presage, process or product criteria. Some 

researchers have also advocated using variables 

from a combination of these three sets of criteria. 

In the current state of the art, the criteria 

employed for evaluating the instructional perfor

mance of student teachers are intuitively derived. 

To improve on this situation, what is definitely 

needed is a systematic approach to tackle the 

problem of criteria selection. Such a system may 

be initially tedious but not impossible. It requires 

institutions involved in teacher education to carry 

out a content analysis of the copious collections 

of supervisors' written reports on the lessons of 

student teachers they have observed. These reports 

have been accumulated as student records over the 

years. They constitute a relevant source for 

determining reliable and practical criterion vari

ables for the observation and evaluation of student 

teaching. 
The writing of teaching practice reports 

has been a matter of established routine in many 

teacher education institutions. Supervisors are 

required to submit these reports for the purpose 

of maintaining a written record of their lesson 

observations. In these reports are notes and state

ments on the particular strengths, weaknesses and 

recommendations pertaining to the instructional 

performance of student teachers. These reports 

are generally used as a reference in case there 

should be questions regarding a student's progress, 

grades and so on. The content and style of these 

reports are usually left to the discretion of the 

supervisors. Carrying out a content analysis of 

a representative sample of these reports will in

dicate the relevant categories of classroom beha

viours that have been observed and reported by 

supervisors. 
The statements in a report can be analyzed 

and classified. When all the statements in the 

reports sampled have been categorized, the re

lative frequency of occurrence for each cate

gory can be computed. Based on the indices of 

relative frequency computed for the different 

categories, priority criterion variables for evalua-
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ting student teaching can be selected accordingly. 

This method of identifying criterion variables 

can be made even more rigorous and objective if 

the statements in the written reports are coded 

and scored for factor analysis. Each category of 

statements that emerges from a cluster of high 

factor loadings can be considered as a criterion 

variable. The criteria identified in this case are 

defined in terms of the different kinds of factors 

represented by the statements in the written re

ports of the supervisors. 

An investigation of this nature can be ex

tended to ascertain the relationship between the 

formative experiences of supervisors and the kinds 

of criterion variables they tend to use. The findings 

obtained from such a study may reveal that super

visors with different formative experiences use 

different factors or criteria while observing and 

evaluating student teaching. If, for example, the 

criterion variables identified from the teaching 

practice reports of history supervisors differ signi

ficantly from those of mathematics supervisors, 

then the implication is that the instructional per

formance of a student teacher in a history lesson 

should be evaluated with the set of criterion 

variables used by history supervisors; and in a 

mathematics lesson, the criterion variables em· 

ployed should be those commonly used by mathe

matics supervisors. To test this hypothesis, the cor

relation between the formative experiences of 

supervisors and the frequency with which they use 

certain criterion variables (established through 

either content analysis or factor analysis) implicit 

in their written teaching practice reports will have 

to be ascertained. 

How to Evaluate 

After having deliberated on what to evaluate, the 

next logical consideration is the question of how 

to evaluate. In order to carry out any form of 

evaluation adequately, we must have available 

appropriate tools and instruments for evaluating 

what we want to evaluate. Many different types 

of instruments have been developed for the 

qualitative and quantitative evaluation of student 

teaching. Practically all of these are paper-and· 

pencil devices involving such data gathering 

techniques as direct observation, recording, check 

listing, rating, achievement or ability testing and 

so forth. Some studies have also reported the use 

of audio or video tape recorders, motion picture 

fllms of classroom teaching and one-way class 

observation panels to aid the observation process. 

Each of these data gathering techniques has 
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been used for evaluating a variety of variables. 
Data gathering techniques, evaluation instru

ments and criterion variables are interrelated. The 
technique and instrument used must conform with 
the kind of criteria being measured. Thus in order 
to make appropriate decisions on how to evaluate 
teaching, one must be cognizant of the fact that 
the nature and quality of the criterion variables 
involved determine the means that should be used. 
To draw an analogy, the procedure and instru
ment for measuing distance, for example, obvious
ly cannot be used for measuring temperature. 

The various research on teacher effectiveness 
has, through the years, given rise to three domi
nant approaches to the evaluation of teaching and 
teacher characteristics. These approaches coincide 
with the three sets of criterion variables establish
ed by Mitzel. Each approach may be distinguished 
from the others in terms of the kinds of criteria 
towards which evaluation efforts are directed, 
namely, presage, process and product. The dis
cussion that follows will examine these approaches 
and attempt to identify the principal strengths 
and weaknesses of each approach. 

Presage approach 

In this approach, student teaching is evaluated 
on the basis of the reactions and perceptions of 
the supervisor during lesson observation. It is the 
oldest of the three approaches. Although still 
widely used, it is also very commonly misused 
This presage approach is designed to answer the 
following questions: how does the supervisor 
feel about the quality of the student teacher and 
his teaching? 

Formal or informal reactions of the super
visor constitute the data for answeri1 g this ques
tion. The reactions are usually expre·;sed in the 
form of ratings. The process of data collection in 
this approach typically involves observation 
accompanied by the use of checklists, rating 
forms or anecdotal records. The checklist used 
may be structured and couched in a form that 
emphasizes a small number of categories of crite
rion variables into which the behaviours of the 
student teacher and his pupils may be organized. 
Checklists are employed because of the ease of 
recording information. They are constructed in 
such a way as to indicate the presence, absence or 
sequence of a trait or condition in the situation 
evaluated. For the purpose of evaluating student 
teaching, the checklist employed usually consists 
of a list of traits, skills or behaviours against which 
the supervisor checks those manifested by the 
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student while he is teaching a lesson (see Appendix 
A). 

Some institutions require supervisors to use 
a standard rating form as a basis for ranking each 
student teacher in relation to others along certain 
preselected variables. The rating form is designed 
to elicit candid reactions from the supervisor to 
the various variables operating in the lesson 
evaluated. With respect to each variable specified 
in the rating form, the supervisor is required to 
indicate the extent to which he perceives the 
variable being rated to be adequate or inadequate, 
appropriate or inappropriate, superior or poor, 
valuable or useless and the like (see Appendix B). 
Each variable is rated along a scale consisting of 
usually five or seven points. 

In rating a lesson, a supervisor typically 
compares the traits, skills or behaviours of the 
student teacher being evaluated with those of 
other student teachers or with some norms or 
implicit ideal. Because the supervisor cannot 
focus his attention adequately on too many vari
ables during lesson observation, a rating form 
can therefore only emphasize a few categories of 
variables that are considered to be crucial in a 
teaching-learning encounter. Owing to this limi
tation, the supervisor in using a rating form must 
necessarily ignore much of the richness of actual 
classroom interaction. Needless to say, the variables 
listed in the rating form have to be selected with 
careful consideration. 

The presage approach for evaluating student 
teaching can also involve the use of anecdotal 
records. Supervisors write narrative accounts of 
the lessons they observe. These records therefore 
consist of their perceptions and observations 
regarding the instructional performance of student 
teachers. To guide supervisors in the writing of 
anecdotal records, it is generally recommended 
that a standard form be used. The form covers at 
least four parts. They are: 

1. general information (e.g. name, date, class level, 
time), 

2. the setting (e.g. topic, objectives, materials), 
3. the event (e.g. instructional incidents, activities), 
4. the interpretation (e.g. views, observations, 

perceptions). 

When anecdotal records are maintained 
over a period of time, they begin to show patterns 
of teaching behaviours and characteristic responses 
to certain problems. They also record progress, 
change and improvement as the student teacher 
gains experience and insight. A major drawback 
in the use of anecdotal records is that it is time 
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consuming, especially when a supervisor has a 
relatively large number of student teachers in his 
charge. 

Clearly when perceptions are used as the 
primary data for evaluating student teaching, there 
is a fallacy involved. We are assuming that truth is 
in the eyes of the beholder. In adopting the pre
sage approach therefore, there is always the danger 
that supervisor reactions will be interpreted as 
if they were statements of facts rather than highly 
subjective individual opinions that are likely to 
vary in different situations. Unfortunately, there is 
no evidence to support the view that positive 
ratings based on perceptions are necessarily 
correlated with learning. Nevertheless, provided 
the information obtained is properly interpreted 
as a simple indication of a supervisor's satisfaction 
and/ or dissatisfaction, the presage approach can 
assist in the diagnosis of some causes of inadequate 
instruction and thereby provide a basis for the 
evaluation of student teaching. 

Process approach 

In contrast to the presage approach which delibe
rately seeks opinions about the merits of various 
elements in the lesson conducted by the student 
teacher, the process approach is designed to 
determine what actually occurs in the instructional 
encounter between the student teacher and his 
pupils. It is therefore concerned with the analysis 
of the nature and quality of classroom transaction 
occurring in the form of communication or verbal 
interaction. The information needed for such an 
analysis generally consists of simple descriptive 
data obtained from impartial systematic observa
tion of the lesson taught by the student teacher. 
However, since there is an unmanageably large 
number of attributes in the instructional situation 
(ranging from class comfort to class morale) for 
which observation can be made, it is necessary 
to select those features which are likely to be 
most important in facilitating or inhibiting pupil 
learning. It is implicit that the decision on what 
to observe is based on some theory of learning 
so that the data gathered will indicate the ex
tent to which the student teacher has created an 
environment in which the actual conditions for 
learning are congruent with those asserted in the 
selected theory of learning. Broadly speaking, 
two quite different sets of methodologies charac
terize the process approach. The first involves the 
observation of the conditions for learning generat
ed by the elements that operate during classroom 
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instruction; the second focuses on the inter
actions resulting from the behaviours (primarily 
verbal) of the student teacher and the pupils 
during the lesson. 

In order to observe and record conditions 
of learning in the classroom, the initial step 
involves the identification of those learning 
principles that apply most directly to the in
structional situation being observed. For example, 
in observing a lesson on developing pupil skills 
in map reading, the following learning principles 
could be among those isolated for consideration: 

1. Learning tends to be more efficient when 
the objectives are clearly understood by the 
learner. 

2. Learning of a skill is facilitated by frequent 
and brief practice periods spaced over an 
extended time period. 

3. Prompt specific feedback that enables the 
learner to identify errors in his performance 
facilitates the learning of a skill. 

4. Prompt specific feedback that reinforces 
correct elements of a performance facilitates 
learning. 

Using such principles as a frame of reference, 
an observation form can then be constructed to 
obtain objective data that will describe the extent 
to which the specific conditions are met in the 
actual situation. This observation form generally 
consists of a set of questions to guide the super
visor on what to watch out for and where to con
centrate his attention. Examples of questions 
based on the above learning principles may be 
stated as follows: 

1. Were the objectives of the lesson explained to 
the pupils? 

2. What was the evidence to indicate that these 
objectives were actually understood by the 
pupils? 

3. How much opportunity did the pupils have 
during the lesson to practise what was demon
strated by the student teacher? 

4. Did the student teacher provide any feedback 
to the pupils on the accuracy of their perfor· 
mance? 

5. What advice did the student teacher provide 
to the pupils as to how they might improve 
their performance? 

Note that with minor changes, the questions 
listed above could be developed as a checklist or a 
rating form for use in lesson observation by the 
supervisor. While it is preferable that the questions 
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in the observation form are derived from learning 
principles, it should also include a few general 
but relevant questions that will yield data about 
the nature and quality of classroom communica
tion. Since communication of some kind is inhe
rent in any instructional situation, observing the 
conditions for learning must necessarily involve 
gathering evidence pertaining to such basic ques
tions as: 

I. Could the student teacher be heard by all his 
pupils in the classroom? 

2. Did he use terms and phrases that were under
stood by his pupils? 

3. Were abstract concepts illustrated with concrete 
examples? 

4. Were specific items of information presented 
in a meaningful context? 

Responses to questions such as these will yield the 
necessary data for determining whether the 
elementary requirements of the communication 
process have been met to increase the probability 
of meaningful communication occurring. 

In contrast with the above approach, observ
ing the various aspects of classroom interaction 
focuses exclusively on the nature of the communi
cation process between the student teacher and his 
pupils. The procedures involved in observa\ion 
are accomplished through detailed and systematic 
recording of prespecified categories of verbal 
behaviours. During lesson observation, the record
ing is made at regular intervals (e.g. every 3 se
conds, or every 30 seconds) on a form such as 
that shown in Appendix C. No opinion or inter
pretation is made regarding the quality of the 
verbal behaviours occurring during observation. 
After the lesson is over, the data is summarized 
and analyzed in terms of such variables as indica
tors showing percentage of teacher talk as compar
ed with pupil talk, percentage of teacher talk in 
each category of behaviour, percentage of pupil 
talk in each category, characteristic sequences 
of teacher-pupil behaviours and the like (Flanders, 
1970; Ober, 1970). This approach to classroom 
interaction analysis is tedious and demanding. 
In order to achieve an acceptable level of inter
observer reliability, supervisors need to be trained 
in the technique of recording classroom inter
action. In using this approach to study classroom 
interaction, Flanders {1961) focuses on the 
observation of the verbal behaviours of teachers 
md pupils per se. No attempt is made to relate 
the interaction process observed to lesson objec
tives or "to leatning outcomes either directly or 
indirectly. 
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Evaluating the classroom performance of 
student teachers by means of the process approach 
may suggest that fads and fetishes produce results. 
Modern techniques of instructional intervention 
earnestly advocated by educators and consistently 
employed by teachers are merely fads. They do 
not guarantee results. Repeated experimental 
studies of the relative effectiveness of the different 
instructional methodologies {lecture versus discus
sion, inductive versus deductive teaching, etc.) 
have produced conflicting evidence and incon
clusive results. In the absence of supportive data 
about the relative efficacy of current instructional 
methodologies, it would be naive to assume that 
the process of instruction is the "all-purpose 
miracle drug" for learning inefficiencies. Re
grettably, there has been little research evidence 
to indicate that defining objectives, writing lesson 
plans, teaching according to lesson plans, or adopt
ing a convergent or divergent strategy, a teacher
centred or pupil-centred approach, etc. will actually 
enhance learning. Until the basic connections 
between process and product are established, the 
utility of the process approach as a means of 
evaluating student teaching must remain limited. 
At the present stage of educational development, 
the process approach is not a reliable means of 
teacher evaluation. It can at best be used as a 
training "mirror" to enable the student teacher 
to view his own performance and to determine 
the extent to which his actual conduct is a true 
reflection of his intended strategy. 

Product approach 

Those who advocate this approach (e.g. Popham, 
1973) maintain the view that whether the instruc
tional performance of a student teacher is in fact 
optimal for learning can be determined only by 
examining the consequence or outcome of the 
lesson. The question posed by the exponents of 
the product approach is: "To what extent is the 
student teacher effective in accomplishing· the 
stated objectives of his lesson?" They argue that if 
teaching is undertaken mainly for the purpose of 
producing pupil learning, then it follows that the 
effectiveness of student teaching must ultimately 
be assessed in terms of the extent to which this 
intended outcome is achieved. To answer the 
question posed, data derived from comprehensive 
measures of relevant aspects of pupil performance 
,ar~ therefore indispensable. The product approach 
l.n,its true form is concerned with objectives and 
outcomes. The objectives indicate the product 
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sought after and the outcomes are the product 
realized. In implementing this approach, the 
supervisor will, in every observation, require the 
student teacher to 

1. clearly specify the instructional goals of his 
lesson in terms of behavioural changes to be 
brought about in the pupils, 

2. test the pupils in a pre-post situation to deter
mine whether they are able to perform in 
the desired manner and at the prescribed level 
of competence. 

The techniques of assessing pupil perfor
mance range from conventional tests of informa
tion to practical demonstration of skills. Since 
the performance tests are conducted for the pur
pose of teacher (rather than pupil) evaluation, it is 
therefore necessary to administer the same or 
comparable test at the beginning and again at the 
end of the instructional period. Teacher evaluation 
in this case emphasizes the change brought about 
in the behaviours of pupils. In order to determine 
the instructional effectiveness of the student 
teacher, the data on pupil performance must be 
presented in a manner that helps to answer the 
following questions: 

1. How much gain has been made by the whole 
class and by relevant subgroups of pupils? 

2. What were the characteristics of pupils who 
appeared to gain most or least from the lesson? 

3. What were the specific areas, i.e. concepts, 
skills, etc. of greatest and/or least gain? 

4. What specific misconceptions or other forms 
of inadequacy were still relatively common 
among pupils at the end of the lesson? 

It is clear that useful information for answering 
such questions can only be obtained from a 
tedious and detailed analysis of the performance 
test results of each lesson observed. 

In adopting the product approach, we may 
fall into the danger of confusing concurrence 
with causality. Although product assessment 
furnishes data that are directly relevant in the 
ultimate evaluation of student teaching, it also 
presents the greatest difficulties in justifying the 
use of pupil learning outcomes to judge teacher 
effectiveness. There are several problems asso
ciated with this apparently logical approach. 
Some of these problems may be listed as follows: 

1. Teacher effectiveness accounts for only a pro
portion of the learning outcomes of pupils. 
Exactly how much of pupil learning or the 
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lack of it is a function of social and attitudinal 
factors and how much may be attributed to 
teacher variables can never be determined 
accurately. 

2. Pupil performance and achievement in dis
parate curricular areas is differentially affected 
by background characteristics. Pupil charac
teristics such as intelligence and social class 
are so powerful in accounting for pupil achieve
ment in various school subjects that only a 
small amount of the variance may be attribut
able to the influence of the teacher. 

3. Teacher effectiveness is often not stable from 
one subject to another or from one lesson to 
another. Hence a teacher can never be wholly 
consistent in his influence on pupil learning. 

4. Different pupils react differently to different 
kinds of teaching. No single style of teaching 
works equally well with all pupils in a class. 
Therefore some of the instructional activities 
of the teacher will not be effective with some 
of the pupils he teaches. 

5. The instructional support or obstacles encoun
tered by the student teacher vary from school 
to school. A teacher who is unable to do an 
effective job in a school that is unsympathetic 
towards his teaching style may, in another 
school, be able to induce significant pupil 
learning outcomes because of strong insti
tutional support. 

6. Some of the most significant strengths ·or defi
ciencies of pupils in the classroom may not be 
discernible at the conclusion of a lesson but 
only at some later point in time. 

In addition to the above limitations, the product 
approach imposes one additional difficulty for the 
supervisor. He has to estimate all those elements of 
the product that are relevant to the lesson under 
scrutiny. As this is an impossible task, the tests 
administered can only focus on a few tangible 
objectives. Addressing oneself to a very limited 
range of objectives (e.g. increase in factual know
ledge) constitutes one of the most common failings 
in using the product approach. 

Given such severe limitations, it would 
seem that the product approach has little prac· 
tical utility; but actually it can serve as an in
valuable mode for evaluating teaching. This appa
rent paradox is not difficult to explain. Although 
it may be impossible to establish by the product 
approach that a given instructional strategy is 
responsible for efficiency in learning, it is how
ever the only method by which failure to achieve 
the goals of teaching can be ascertained, there· 
by providing an indication that something is 

SINGAPORE JOURNAL OF EDUCATION 

~ 

"wrong". Other approa 
ployed to identify the c 
remedial measures to be t 

Question of Assessment 

Various reviews of stud 
agree that dissonance 
results 0btained from t1 
common phenomenon. ' 
only because the criteri 
different but the procedt 
also different. Assessmer 
luating student teaching, 
tion of the data gather 
tation and judgment rega 
dard or level of perform: 
student teacher. It is r 
established for assessing 
cannot be as precise as th 
ing the physical height 1 

the most appropriate h• 
purpose of man, one car 
a ruler. Fixing values 
instructional performanc 
a more complex task. 1 
in measuring the variou 
volved is not possible. 

In the absence c 
measures, many instituti• 
resort to the use of infor 
ing the classroom perfom 
Informal procedures are 
and unreliable. The use c 
assign a given grade cannc 
Granted that it is not po: 
teaching in actual classw 
ly and scientifically as in f 
but this does not imply t 
dures. involved should b1 
Similarly, the technique 
may also not be as preci 
vent the employment of a 
is consistent and fair. 

In order to minimi2 
cies, the same mode of a~ 
to all the student teache 
It is crucial that the same 
used to arrive at a value 
level of performance atta 
other words, the system 
must be accountable in tl 
and decision process inv 
Assessment therefore bee 
that the different grades 

MARCH 1981 



"wrong". Other approaches may then be em
ployed to identify the deficiency for appropriate 
remedial measures to be undertaken. 

Question of Assessment 

Various reviews of studies on teacher evaluation 
agree that dissonance or incongruence in the 
results 0btained from the three approaches is a 
common phenomenon. This situation exists not 
only because the criterion variables involved are 
different but the procedures for assessing them are 
also different. Assessment, in the context of eva
luating student teaching, refers to the quantifica
tion of the data gathered to facilitate interpre
tation and judgment regarding the estimated stan
dard or level of performance accomplished by the 
student teacher. It is recognized that measures 
established for assessing the quality of teaching 
cannot be as precise as those used for, say, measur
ing the physical height of a table. To determine 
the most appropriate height of a table for the 
purpose of man, one can use a measuring tape or 
a ruler. Fixing values or grades to gauge the 
instructional performance of student teachers is 
a more complex task. This is because precision 
in measuring the various criterion variables in
volved is not possible. 

In the absence of reliable and accurate 
measures, many institutions of teacher education 
resort to the use of informal judgments for assess
ing the classroom performance of student teachers. 
Informal procedures are generally unsystematic 
and unreliable. The use of informal procedures to 
assign a given grade cannot be justifiably defended. 
Granted that it is not possible to evaluate student 
teaching in actual classroom situations as rigorous
ly and scientifically as in formal research situations, 
but this does not imply that the assessment proce
dures involved should be random and informal. 
Similarly, the techniques and instruments used 
may also not be as precise, but that will not pre
vent the employment of an assessment system that 
is consistent and fair. 

In order to minimize biases and inconsisten
cies, the same mode of assessment must be applied 
to all the student teachers in a given institution. 
It is crucial that the same formula or procedure be 
used to arrive at a value or grade to indicate the 
level of performance attained by each student. In 
other words, the system of assessment employed 
must be accountable in the sense that the criteria 
md decision process involved can be explained. 
Assessment therefore becomes fair to the extent 
that the different grades assigned to the students 
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are derived from the same number of criterion 
steps. It is admitted that not every aspect of the 
assessment process can be objective. For example, 
as it is not possible to measure all the variables in 
a teaching-learning encounter, the matter of 
deciding what variables to measure must neces
sarily be subjective. The supervisor can only base 
his assessment on a limited number of variables. 
The ones that are ruled out will be those that are 
considered less significant in their contribution 
to the instructional process. Besides the choice of 
variables, the standards employed for measuring 
them must also be subjective. As there is no one 
single method of measuring classroom behaviour, 
the decision on which standards or units of mea
surement to employ is essentially a subjective 
commitment. According to Stake (196 7), apart 
from choice of variables and standards, other 
aspects of assessment are capable of objective 
treatment. The objectivity of subjective assessment 
can be enhanced. Objective subjectivity is accom
plished if 

I. the set of variables employed are the same for 
all the lessons observed, 

2. the scoring system for measuring the variables 
involved is standardized, 

3. the grades assigned to indicate different levels 
of performance are based on predecided stan
dards or values established from the scoring 
system employed. 

If, for example, the decision taken is to assess 
student teaching on the basis of the instructional 
variables identified in the 15 questions shown in 
Appendix B, then the classroom performance 
of every student teacher should be assessed in the 
same manner with the same instrument. The scor
ing procedure for the rating form in Appendix B 
is standardized in that there is a definite point
awarding or rating system applied to all the stu
dents assessed. Each aspect of instruction identi
fied in the I5 questions is rated according to speci
fied guidelines. The total average score (or cumula
tive mean rating) of a student will "objectively" 
determine his grade. 

The system of assessment formulated for 
the rating form in Appendix B may be briefly 
outlined as follows: 

1. The I5 variables are divided into four sections 
on the basis of aims, preparation, conduct 
and evaluation. Each variable has a maximum 
rating of 5 points and a minimum of I . 

2. The average rating for the section on conduct 
is given a weightage of 3 because a minimum 
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of six variables have to be rated, while in each 
of the other sections only two variables have to 
be rated. 

3. The average ratings for the four sections will 
yield a composite mean with a maximum of 30 
poipts (5 + 5 + (5 x 3) + 5) and a minimum of 
6 points (1 + 1 + (1 x 3) + 1 ). 

4. The grade assigned to a student is derived from 
the composite mean rating he receives for the 
four sections. 

5. The five grade-levels (A, B, C, D and E) are 
determined from the range of scores between 
30 and 6. The rules are fixed as follows: 
a. A student with a composite mean rating of 

27 (5 + 5 + 5 + 4 + 4 + 4) and above is 
awarded grade A (Outstanding). 

b. A student with a composite mean rating 
between 21 ( 4 + 4 + 4 + 3 + 3 + 3) and less 
than 27 is awarded grade B (Good). 

c. A student with a composite mean rating 
between 15 (3 + 3 + 3 + 2 + 2 + 2) and less 
than 21 is awarded grade C (Average). 

d. A student with a composite mean rating 
between 9 (2 + 2 + 2 + 1 + 1 + 1) and less 
than 15 is awarded grade D (Poor: Redeem
able Failure). 

e. A student with a composite mean rating of 
less than 9 is awarded grade E (Very Poor: 
Outright Failure). 

It is observed that on the composite mean 
rating scale .of 6 and 30, each grade level has an 
interval of 6 points except for grades A and E 
which have intervals of 3 points. The scale inter
vals and their corresponding grade levels can be 
diagrammatically shown as follows: 

SCALE: 30 27 21 15 9 6 

GRADE: A B c D E 

The smaller scale intervals for grades A and E 
may be explained in terms of the lower frequency 
that exists at the two extreme ends of the normal 
distribution curve. 

There are other systems of assessing student 
teaching. Tuckman's instrument for measuring 
classroom climate offers an alternative mode of 
quantifying different levels of instructional per
formance. A detailed explanation on how to use 
the Tuckman Teacher Feedback Form can be 
found in Hyman's book (1975) on teacher super
vision and evaluation methods. 
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In assessing student teaching, there is no 
denying that the supervisor must form judgments 
on the basis of what he has observed with respect 
to prespecified criterion variables. Although judg
ment is subjective, the procedures of quantifica
tion and scoring can be consistent and objective. 
Standardizing the scoring procedures and rules 
for all the supervisors to use offers the only 
fair and accountable means of assessing student 
teaching, especially for the purpose of certifica
tion. For a given group of students, there must 
only be one common explanation as to how their 
instructional performance is assessed. 

It is an accepted fact that standards vary 
from supervisor to supervisor and from reference 
group to reference group. Stake (1967) argues that 
this is not wrong. It is natural that different super
visors with different formative experiences will 
have different standards. The standards involved 
in assessing student teaching are therefore relative 
to the subject matter of the lesson and the super
visor's area of specialization. There are no absolute 
standards for good teaching. In making a judg
ment, the supervisor determines whether or not 
the relative standard for each of the specified 
criterion variables is met. Since the standard in
volved is not directly measurable, it therefore 
involves the assignment of an estimated weight 
(or a perceived importance) to the variable being 
measured. Such a subjective judgment is manifested 
as a rating. It would not be rational to judge the 
instructional performance of student teachers on 
the basis of a single variable, but if several charac
teristics are taken into consideration, the overall or 
composite rating obtained can be justifiably re
garded as a measure of merit, especially if the 
rating for each variable is accompanied by certain 
qualifying remarks. 

Concluding Remarks 

Today, systematic methods of formal evaluation 
are not commonly used in assessing the instruc
tional performance of student teachers. Many 
institutions of teacher education prefer to employ , 
informal evaluation procedures because preci
sion in measuring the multifarious components of · 
a classroom lesson is not possible. In informal 
evaluation, assessment is based on the private 
criteria of individual supervisors. As what has been 
discussed so far does not really offer a full proof 
system of evaluating student teaching, the views 
presented in this paper cannot therefore claim 
to have provided a completely satisfactory treat· 
ment of the problem confronting teacher educa
tors. It has merely attempted to present a broad 
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SAMPL 

Name of Student: _____ . 

Name of School: _____ . 

Class: - - - - - - - - - - - - -

Subject: ___________ . 

Lesson: _ . _________ . 

Date: ____________ _ 

DIRECTIONS: 

Check only those items v 
or require improvement. 
item or items checked. 

1. PERSONAL CHAR 

a) Leadership 
b) Alertness ... 
c) Initiative ... 
d) Originality .. 

.e) Industry ... 
f) Judgment .. 
g) Cooperation 
h) Adaptability 
i) General appea 
j) Self -<:ontrol . 
k) Friendliness . 
1) Poise 0 0 •• 0 

m) Tact ...... 
n) Courtesy ... 
o) Use of langua! 
p) Voice quality 
q) Speech manne 
r) Ability to listt 

Remarks: 
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no survey of the current practices involved in evalua
ting teaching. While recognizing the problems of 
precision and objectivity, it appeals for a more 
consistent and systematic approach. As long as 
student teachers are being evaluated by their 
supervisors in practice teaching for the purpose 
of certification, they have a right to expect a fair 
and objective assessment conducted as scientifical
ly as possible in the Iigh t of present knowledge. 
Unless evaluation of student teaching is under
taken carefully and systematically, there is no 

basis for supervision in teaching practice. This is 
because supervision without adequate evaluation 
will do more harm than good as it may encourage 
student teachers in their bad habits rather than 
reinforce their goods ones. If a system of evaluating 
student teaching is developed with care and admi
nistered fairly, there is no denying that it will 
have the potential of being reliable and valid, 
thereby minimizing the occurrence of undesirable 
side effects. e 

Appendix A 
SAMPLE OF CHECKLIST FOR EVALUATING STUDENT TEACHING 

Name of Student: ............................................................... _ . _ ... . 

Name of School: ..................................................................... . 

Class: - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - Enrolment: - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - -

Subject: . . . . . . . . . .............................................. - . - . - ....... - - - - - . - - -

Lesson: . . . . . . . . . . . ................................................ - ....... - - - - - - - - -

Date: ......................... - - - - - Time: .... _ ......... _ .. _ . _ ..................... . 

DIRECTIONS: 

Check only those items which are demonstrated by the student teacher and deserve special commendation or require improvement. In the space provided following each section, please give an explanation of the item or items checked. 

I. PERSONAL CHARACTERISTICS 

a) Leadership ................................................... ( ) b) Alertness . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( ) c) Initiative ..................................................... ( ) d) Originality . . . . . . . . . . . . . . . . . ................. · . · · · · · · · · · · · · · · · · ( ) e) Industry ..................................................... ( ) f) Judgment .................................................... ( ) g) Cooperation .................................................. ( ) h) Adaptability . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( ) i) General appearance . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( ) j) Self-control ................................................... ( ) k) Friendliness ................................................... ( ) I) Poise ....................................................... ( ) m) Tact ........................................................ ( ) n) Courtesy . . . . . . . . . . . . . . . . . . ... ~ . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( ) o) Use of language . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( ) p) Voice quality .................................................. ( ) q) Speech mannerisms .............................................. ( ) r) Ability to listen ................................................ ( ) 

Remarks:-------------------------------------------------------------------
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2. ATTITUDE TOWARDS WORK 

a) Attitude towards supervision . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 
b) Reaction to criticism ..................................................... ( 
c) Punctuality/Promptness ........................................... ( 
d) Planning and organizing . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 
e) Reliability /Dependability . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 
f) Understanding of school's regulations/policies ............................ ( 
g) Accepts responsibility . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 
h) Orderliness . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 
i) Delegation of responsibility . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 

) 
) 
) 
) 
) 
) 
) 
) 
) 

Remarks_·--------------------------------------------------------------

3. CLASSROOM CONTROL AND MANAGEMENT 

a) Classroom discipline . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 
b) Condition of room and materials . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 
) St d t rf · f · 1 · · · ( c u en pa 1c1pa 1on m c ass actlVltles . . . . . . . . . . . . . . . . . . . . . . . . . . ...... . 

d) Student health and safety conditions . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 
e) Class register, schedules and rosters . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 

) 
) 
) 
) 
) 

Remarks: -------------------------------------------------------------

4. INSTRUCTIONAL PRESENTATION AND GUIDANCE 

a) Lesson plans . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 
b) Preparation and organization of materials . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 
c) Objective(s) oflesson ............................................ ( 

unu 1on an con mutty o mterest ................................. ( d) Sf laf d f . f . 
e) Use of resource materials ....... · ................................... ( 
f) Provision for individual differences . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 
g) Organization for pupil learning . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 
h) Effective use of teaching materials . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 
i) Adequacy of subject materials . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 
j) Pupil assignment and homework . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 
k) Pupil participation . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 
1) Knowledge of subject matter . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 
m) Use of questions . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . ( 
n) Responding to pupil questions and learning difficulties . . . . . . . . . . . . . . . . . . . . . . ( 

) 
) 
) 
) 
) 
) 
) 
) 
) 
) 
) 
) 
) 
) 

Remarks: ____________________________________________________________ _ 

I have observed this student teacher and have discussed with him his performance in the lesson taught. 

Signature:-------------------------

Name of Supervisor:------------------
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SAMPLE< 

Name of Student: _____ . 

Name of School: . _ . _ . _ 

Class: - - - - - - - - - - - - - - - -

Subject: ........... . 

Lesson: . . . . . . ...... . 

Date: ..... _ . _____ . ___ . 

DIRECTIONS: 

Rate the lesson you have < 

and the lowest is 1. Avera1 
the descriptions of the fiv 
the appropriate spaces prm 

The 15 items in this ratin 
and EVALUATION. You l 

In the section on CONDU 
and 13 are optional becaus1 

After your rating is comple 

a) The mean rating for J 

b) The mean rating for I 
c) The mean rating for< 
.d) The mean rating for I 
e) The composite of the 
Convert the Composite M1 
following scale: 

Composite Mean Rating 

27 and. above .. ·.- ... -. 
21 to less than 2 7. - - - - . -
15 to less than 21-· .. - .. 
9 to less than 15--.----. 
Lessthan9 -········---

Record the Grade assigned 

Section 1: AIMS 

1. How CLEAR were tl 

VERY CLEAR · -- · 
CLEAR -- - -- ---
FAIRLY CLEAR - · 
VAGUE--------· 
VERY VAGUE---· 
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Appendix B 

SAMPLE OF RATING FORM FOR EVALUATING STUDENT TEACHER 

Name of Student: . . . . . . . . _ . _ . . • . . ..•.••.....•.....•....•.•.•...•.....•••...•.. - .. - - -

Name of School: .•........•.•........•.................•..•. - - - - •. - . - - - ... - - - - - - - - - - -

Class: ----------- ·- ------------- · Enrolment: - - - - · - - - - · - - - - - - - - - - - - ·- ·-------------

Subject: . _ . __ . ____ . _ . __ .. _____ . ______________________ . ____________ . _______________ _ 

Lesson: . . . . . . . ... - . . . - - . - - .. - - - - - - - - - - - - - - . - - - - - - - - - - - - . - - - - - - - - - - - - - . - - - - - - - - - - - -

Date: _ . _ .. _ . _ • __ • . . . . . . . . . . . . . . . Tilne: ...................... - .. - . - - - - - - - - - - - - - - - - - -

DIRECTIONS: 

Rate the lesson you have observed on the items listed below. The highest possible rating for any item is 5 
and the lowest is 1. Average rating is represented by the middle score of 3. To help you make your rating, 
the descriptions of the five rating points for each item are given. Indicate your rating by placing a(./) in 
the appropriate spaces provided in this form. 

The 15 items in this rating form are arranged in four sections. They are AIMS, PLANNING, CONDUCT 
and EVALUATION. You are required to rate all the items under AIMS, PLANNING and EVALUATION. 
1n the section on CONDUCT, you are required to rate Items 5, 6, 7 and 8. Ratings for Items 9, 10, 11, 12 
and 13 are optional because you may not have the opportunity to observe them during the lesson. 

Mter your rating is completed, please compute the following: 

a) The mean rating for AIMS. 
b) The mean rating for PLANNING. 
c) The mean rating for CONDUCT. 
d) The mean rating for EVALUATION. 
e) The composite of the four mean ratings. 
Convert the Composite Mean Rating of the lesson observed into Grade A, B, C, D or E according to the 
following scale: 

Composite Mean Rating Grade 

27 and above • - - - - - - - - - - - - - - - - - - - - - - - - - - · - - A 
21 to less than 27- - - - - - - - - - - - - - - - - - - - - - - - - - - B 
15 to less than 21 -- - - - - - - - - - - - - - - - - - - - - - - - - - C 
9 to less than 15- - - - - - - - - - - - - - - - - - - - - - - - - - - - D 
l.essthan9 --------------------·---------- E 

Description 

- - - - - - - - - - - - - - - - - - - - - - - Outstanding 
- - - - - - - - - - - - - - - · - - - - - - - Good 
----------- -- ·-- ------- Average 
- - - - - - - - . - - . - - - - - - - - - - - Poor 
- - - - - - - - - - - - - - - - - - - . - . - Very Poor 

Record the Grade assigned to the student teacher in the box provided in this form. 

Section I: AIMS 

1. How CLEAR were the OBJECTIVES of the lesson? 

VERY CLEAR - - - -- --- - - --- -- -- -- - -- - -- ( 
CLEAR --- -- -- - -- --- -- -- -- -- ----- - ---- ( 
FAIRLY CLEAR - - - - - - - - - - - - - - - - - - - - - - - ( 
VAGUE - - - - - - - - - - - - - - - - - - - - - - - - - - - - - - ( 
VERY VAGUE -------- ·---------------- ( 
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) 5 
) 4 
) 3 
) 2 
) 

Comments: 
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2. How APPROPRIATE were the OBJECTIVES in terms of difficulty or facilitY.? 

VERY APPROPRIATE--------------- ( 
APPROPRIATE--------------------- ( 
FAIRLY APPROPRIATE - - - - -- - - -- - - - - ( 
INAPPROPRIATE - ------------------- ( 
VERY INAPPROPRIATE-------------- ( 

Section II: PLANNING 

) 5 
) 4 
) 3 
) 2 
) 

Comments: 

3. How RELEVANT were the INSTRUCTIONAL CONTENT and MATERIALS selected with respect 
to the aims of the lesson and the level of the class? 

VERY RELEVANT - - - - - - - - - - - - - - - - - - - ( ) 5 Comments: 

RELEVANT - --- - - - - - - -- -- - -- - - - - - - -- ( ) 4 
FAIRLY RELEVANT - - - -- - - - - - - - - - - - - ( ) 3 
IRRELEVANT -- -- - - -- - - - - - - - -- - - -- - - ( ) 2 
VERY IRRELEVANT ----------------- ( ) 1 

4. How WELL ORGANIZED were the TEACHING and LEARNING ACTIVITIES selected for the 
lessons? 
VERY WELL ORGANIZED - - - --------- ( ) 5 Comments: 

WELL ORGANIZED - - ---------------- ( ) 4 
FAIRLY WELL ORGANIZED----------- ( ) 3 
DISORGANIZED --------------------- ( ) 2 
VERY DISORGANIZED--------------- ( ) 

Section III: CONDUCT (You must rate Items 5, 6, 7 and 8 in this section.) 

5. How SUCCESSFUL was the teacher in establishing SET at the beginning of the lesson? 

VERY SUCCESSFUL - - - -------------- ( ) 5 Comments: 

SUCCESSFUL - - - - - -- - - - -- - -- - - - - - - - - ( ) 4 
FAIRLY SUCCESSFUL - -- - -- -- - - -- -- - - ( ) 3 
UNSUCCESSFUL - - - - -- -- - - - - - -- - - - - - ( ) 2 
VERY UNSUCCESSFUL - - - - - --------- ( ) 

6. How SKILLFUL was the teacher in COMMUNICATING basic concepts verbally? 

VERY SKILLFUL - - - - - - -- - -- -- -- - - - - ( ) 5 Comments: 

SKILLFUL - - - - - -- -- - - - -- - - - - - - - - - - - ( ) 4 
FAIRLY SKILLFUL - -- - - - - - - - - - - - - - - - ( ) 3 
UNSKILLFUL - - -- - -- - -- - - - - - - - - - - - - - ( ) 2 
VERY UNSKILLFUL -- --------------- ( ) 1 

7. How SUIT ABLE was the PACING of the lesson for the class as a whole? 

VERY SUITABLE-------------------- ( ) 5 Comments: 

SUIT ABLE - - -- -- -- - - - - - -- - - - - - - - - - - - ( ) 4 
FAIRLY SUIT ABLE - - - - - -- - - - -- - - - -- - ( ) 3 
UN SUIT ABLE - ---------------------- ( ) 2 
VERY UN SUIT ABLE - - --------------- ( ) 

8. How SUCCESSFUL was the teacher in achieving CLOSURE at the end of the lesson? 

VERY SUCCESSFUL -- --------------- ( ) 5 Comments: 

SUCCESSFUL - - --------------------- ( ) 4 
FAIRLY SUCCESSFUL---------------- ( ) 3 
UNSUCCESSFUL - - - - ---------------- ( ) 2 
VERY UNSUCCESSFUL--------------- ( ) 

~ 

9. How SUCCESSFl 

VERY SUCCESS 
SUCCESSFUL - -
FAIRLY SUCCm 
UNSUCCESSFUl 
VERY UNSUCCI 

10. How EFFECTIVE 

VERY EFFECTI' 
EFFECTIVE - - -
FAIRLY EFFEC 
INEFFECTIVE -
VERY INEFFEC' 

11. How WELL EST) 

VERY WELLES 
WELL EST ABLI~ 
FAIRLY WELL I 
POORLY EST AB 
VERY POORLY 

12. How EFFECTIVE 

VERY EFFECTI' 
EFFECTIVE - - -
FAIRLY EFFECl 
INEFFECTIVE - · 
VERY INEFFEC1 

13. How EFFICIENT 

VERY EFFICIEN 
EFFICIENT - ---
FAIRLY EFFICII 
INEFFICIENT - -
VERY INEFFICII 

Section IV: EVALUATl 

1 14. How EFFECTIVE 

VERY EFFECTIV 
EFFECTIVE - - - . 
FAIRLY EFFECT 
INEFFECTIVE - -
VERY INEFFECT 

15. How SKILLFUL Vi 

VERY SKILLFUL 
SKILLFUL - - - - - . 
FAIRLY SKILLFl 
UNSKILLFUL - - · 
VERY UNSKILLF 
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9. How SUCCESSFUL was the teacher in gaining PUPIL PARTICIPATION? 

VERY SUCCESSFUL - - - -------------- ( ) 5 Comments: 
SUCCESSFUL - - - -- - --- --- - - --- --- --- ( ) 4 
FAIRLY SUCCESSFUL --- -- --- -- -- --- - ( ) 3 
UNSUCCESSFUL - - - - --- -- - -- - ---- -- - ( ) 2 
VERY UNSUCCESSFUL - - - - - - ---- - --- ( ) 

10. How EFFECTIVE were the INSTRUCTIONAL AIDS used in facilitating learning? 

VERY EFFECTIVE------------------- ( ) 5 Comments: 
EFFECTIVE - - - - - - - - - - - - - - - - - - - - - - - - ( ) 4 
FAIRLY EFFECTIVE - - - - - - - - - - - - - - - - - ( ) 3 
INEFFECTIVE - - - - - - - - - - - - - - - - - - - - - - ( ) 2 
VERY INEFFECTIVE - - - - - ----------- ( ) 

11. How WELL ESTABLISHED was the RAPPORT (social relationship) between the teacher and pupils? 

VERY WELL ESTABLISHED - - - - - - - - - ( ) 5 Comments: 
WELL ESTABLISHED - - - - - - - - - - - - - - ( ) 4 
FAIRLY WELL ESTABLISHED ------- ( ) 3 
POORLY ESTABLISHED - - - - - - - - - - - - ( ) 2 
VERY POORLY ESTABLISHED - - - - - - - ( ) 

12. How EFFECTIVE was the teacher in maintaining PUPIL DISCIPLINE? 

VERY EFFECTIVE - -- ----- - --- -- -- -- - ( ) 5 Comments: 
EFFECTIVE - - - - - - - - - - - - - - - - - - - - - - - - ( ) 4 
FAIRLY EFFECTIVE - - - - - - - - - - - - - - - - - ( ) 3 
INEFFECTIVE - - - - - - - - - - - - - - - - - - - - - - ( ) 2 I 

VERY INEFFECTIVE ----------------- ( ) 

13. How EFFICIENT was the teacher in managing routine ADMINISTRATIVE DUTIES? 

VERY EFFICIENT - - -- -- --- --- - --- -- - ( ) 5 Comments: 
EFFICIENT - - - - - - - - - - - - - - - - - - - - - - - - - ( ) 4 . 

j 

FAIRLY EFFICIENT - - - - - - - - - - - - - - - - - ( ) 3 
INEFFICIENT - - ---- - - ------ -- ---- --- ( ) 2 
VERY INEFFICIENT - - --------------- ( ) 1 

SectioniV: EVALUATION 

14. How EFFECTIVE were the QUESTIONS asked in improving pupil learning and thinking? 

VERY EFFECTIVE ------------------- ( ) 5 Comments: 
EFFECTIVE - - - - - - - - - - - - - - - - - - - - - - - - ( ) 4 
FAIRLY EFFECTIVE - - - - - - - - - - - - - - - - - ( ) 3 
INEFFECTIVE - - - - - - - - - - - - - - - - - - - - - - ( ) 2 
VERY INEFFECTIVE ----------------- ( ) 

15. How SKILLFUL was the teacher in using FEEDBACK cues to improve his/her teaching? 

VERY SKILLFUL -------------------- ( ) 5 Comments: 
SKILLFUL - - - - - - - - - - - - - - - - - - - - - - - - - - ( ) 4 'I 

FAIRLY SKILLFUL - - - - - - - - - - - - - - - - - - ( ) 3 
UNSKILLFUL - - - - - - - - - - - - - - - - - - - - - - - ( ) 2 
VERY UNSKILLFUL - - --------------- ( ) 
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COMPUTATION OF MEAN RATINGS 

(a) Mean Rating for AIMS = ( ) + ( ) = 

( ) + ( ) 
(b) Mean Rating for PLANNING = 2 

(c) Mean Rating for CONDUCT (compute according to formula given) 

= 3 
x Total Rating of Items Rated 

Number of Items Rated 

3 X-----------

) + ( ) ( 
(d) Mean Rating for EVALUATION 

2 

(e) Composite Mean Rating = (a) + (b) + (c) + (d) 

= ( )+( )+( )+( ) = ------

GRADE AWARDED TO STUDENT 

Signature: ---------------

Name of Supervisor:------------
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SELECTED C 

Name of Student _ 
Subject /Topic __ 
Class Level 

(I) 
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22 
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24 
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34 

35 
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37 
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39 
40 

(i) Instructional Ap 
(ii) Major Roles ofT 
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APPENDIXC 

SELECTED CLASSROOM OBSERVATION RECORDING FORM (SCORE-FORM) 

NruneofStudent ______________________ __ 

Subject /Topic-------------
Class Level -------------------------

NruneofSchool _____________________ __ 
Date ____________________________ _ 
Tline ___________________________ _ 

(I) (II) CATEGORIES OF BEHAVIOURS (III) (IV) 

_c. :., 

c:: " 
_c. 1§ _c. c:: ~ 

.g " " " " 
c:: ·E ~ 2 ~ 

~ 
00 ~ :; 

::!' " ::!' " .g 0 1;l "' 2 " 1;l c:: ~ 0 
.-l "' g: ::!' " ::!' 0 ::! c:: § "' ~ c:: ·a "' ·;;: c:: 
< § " > ::! " 0 .§ 0 ~ t;; £- "' ·~ c:: > c:: " .s s;. c s;. 0 ~ .<:: 
> ..2 0 i5 0 > " OJl c s;. " j " " SPECIFIC TASKS 
0:: u u i5 .s " c:: OJl " ""' > c:Q 2 ..= 00 00 0:: '§ c:: 00 0:: " 0 ·;:: c:: ~~ 00 00 00 0:: 00 

~ 
00 0:: PERFORMED BY 

f- " 
c:: c:: c:: c:: 00 :§ 00 ·;:; c:: 00 c:: c:: 0 

z:; co ·a ·a :0 :0 c:: .§ ""' "" :s ·= 00 00 -~ ;.:::) S:( '"'"' TEACHER/PUPIL ·= ·a " " " ·E c:: 
:§ 2 :r: -" " -~ ~ c:: c:: c:: ....l § -;; 0.. ·;:: " ...J 

0 0 u ""'·- 0 0 ·;; § 1:! <= E " 
0 0 0 

E " 
c:: < 0::: ::;; E 1;l 

" " s;. s;. -.: ..2 0 0 " 1:! 2 " -" " " " " " " " 0 ~ "' 
., 

i5 Vi ""' 0 '"" '"'"' 
::> 

£-'.:- ,;:; 0 0 0:: 0:: <Zl £- u c;; ..= u... ...: 0:: ...: u <Zl £- 0.. 

I 

2 

3 

4 

5 

6 

7 

8 

9 

10 

II 

12 

13 

14 

15 

16 

17 

18 
19 

20 
21 

22 
23 

24 

25 
26 

27 
28 

29 
30 

31 

32 

33 
34 

35 

36 
37 

38 
39 
40 

(i) Instructional Approaches Identified: -------------------------------

(ii) Major Roles of Teachers Identified: 

29 

•• 

'I 



References 

Amidon, E.J. and Flanders, N.A. The Roles of the Teacher 
in the Classroom. Minneapolis, Minn.: Paul Amidon 
and Associates, 196 3 . 

Bellack, A. et a/. The Language of the Classroom. New 
York: Teachers College Press, Columbia University, 

1966. 

Bentley, E. and Miller, E. Teacher Evaluation: A Personal 
Responsibility. Published monograph of the Supple
mentary Educational Centre, Atlanta, Georgia, 1969. 

Biddle, B.J. and Ellena, W.J. Contemporary Research 
in Teacher Effectiveness. New York: Holt, Rinehart 
and Winston, 1964. 

Calabria, F.M. "Characteristics of Effective Teachers." 
Educational Research Bulletin, 1960, 39, 92 - 100. 

Flanders, N.A. Analysing Teaching Behaviour. Reading, 
Mass.: Addison- Wesley,1970. 

Gage, N.L. (ed.) Handbook of Research on Teaching. 
Chicago: Rand McNally, 1963. 

Galloway, C. "Nonverbal Communication." Theory into 
Practice. 1968,7, 172-175. 

Lohman, E. A Study of the Effect of Pre-service Training 
in Interaction Analysis on the Verbal Behaviour of 
Student Teachers. Unpublished doctoral dissertation, 
Ohio State University, Columbus, Ohio, 1966. 

30 

Mitzel, H.E. "Teacher Effectiveness," in C.W. Harris (ed.), 
Encyclopedia of Educational Research, New York: 
MacMillan, 1960. 

Ober, R.L. "The Reciprocal Category System." Journal of 
Research and Development in Education, 1970, 4, 
34 -51. 

Popham. W.J. Evaluating Jnstmction. Englewood Cliffs: 
Prentice Hall, 1973. 

Popham, W .J. Educational Evaluation. Englewood Cliffs: 
Prentice-Hall, 197 5. 

Ryan, D.G. "Investigation of Teacher Characteristics." 
Educational Record, 1953,4, 371 -- 396. 

Ryan, D.G. Characteristics of Teachers: Their Description, 
Comparison and Appraisal. Washington, D.C.: Ameri
can Council on Education, 1960. 

Sim, W.K. "Studies in Microteaching: A Pedagogical 
Model". ICET-FEUM ·Conference Proceedings on 
Curriculum Evaluation, Kuala Lumpur, August 3 - 7, 

1970. 

Smith, B.O. et al. A Study of the Logic of Teaching. U.S. 
Office of Education, Cooperative Research Project 
No. 258. Urbana, 1962. 

Travers, R.M.W. (ed.) Second Handbook of Research on 
Teaching. Chicago: Rand McNally, 1973. 

Personality Sou 
of Teaching j 

What makes a teacher effe 
this seemingly simple ques1 
long list of factors conti 
teaching. Some factors ru 
the school as an organization 
classroom), for example, t 
autonomy in curricular mat 
of resources. It is readily ; 
factors are largely beyond 
teacher; he will have to d• 
from them when they ru: 
teaching effectiveness and 
ill effects when these are e: 
there is still one key facto 
as a pedagogue and a per 
catalyst in promoting the 
the pupil and the learning ta! 

Teachers' Behavioural Patten 

The search for the effectiv 
history and an important 
Olaracteristics of Teacher 
extensive search of literal 
empirical data, Ryan conclu 
three behavioural patterns \\ 
characterizing the classroom 
tary and secondary teachers: 

Pattern X Warm, understan 
vs aloof, egocent1 

Pattern Y Responsible, busi 
vs evading, unpla 

Pattern Z Stimulating, ima~ 
vs dull, routine 

As Ryan was concen 
structure of teacher behavi 
Patterns he had identified a1 
these Patterns, correlational 
taken to relate the three Pat1 
as the teacher's age, sex, m; 

experience, verbal ability, 
' choice of teaching, religi 

vocational activities, etc. N 
variables are useful for a 1 

SINGAPORE JOURNAL OF EDUCATION MARCH 1981 



Soh Kay Cheng 
Institute of Education rr 

r~~~~; , Personality Source Traits as Predictors 
1~ of Teaching Effectiveness a/of 

0, 4, 

I 

f!iffs: 

laiffs: 
I 
I 

rtics." 
; 

~tion: ren-
·~gical 
s on 
- 7, 

! 

~·u.s. 
roject 
i 

~h on 
I 

What makes a teacher effective? The answer to 
this seemingly simple question is likely to be a 
long list of factors contributory to effective 
teaching. Some factors are environmental (in 
the school as an organization) or situational (in the 
classroom), for example, the degree of teacher 
autonomy in curricular matters or the availability 
of resources. It is readily appreciated that such 
factors are largely beyond the control of the 
teacher; he will have to do his best to benefit 
from them when they are likely to enhance 
teaching effectiveness and to counteract their 
ill effects when these are expected. Nevertheless, 
there is still one key factor - the teacher both 
as a pedagogue and a person who serves as a 
catalyst in promoting the interaction between 
the pupil and the learning task. 

Teachers' Behavioural Patterns and Personality 

The search for the effective teacher has a long 
history and an important milestone is Ryan's 
Oraracteristics of Teachers (1960). After an 
extensive search of literature and analysis of 
empirical data, Ryan concluded that the following 
three behavioural patterns were major dimensions 
characterizing the classroom behaviour of elemen
tary and secondary teachers: 

Pattern X Warm, understanding, friendly 
vs aloof, egocentric, restricted 

Pattern Y Responsible, businesslike, systematic 
vs evading, unplanned, slipshod 

Pattern Z Stimulating, imaginative, surgent 
vs dull, routine 

As Ryan was concerned mainly with the 
structure of teacher behaviour in terms of the 
Patterns he had identified and the consistency of 
these Patterns, correlational studies were under
taken to relate the three Patterns to such variables 
as the teacher's age, sex, marital status, teaching 
experience, verbal ability, influence affecting 
choice of teaching, religious activities, non
vocational activities, etc. Needless to say, these 
variables are useful for a deeper understanding 
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of the behavioural patterns since they were deem
ed as antecedents of the Patterns. It is regrettable 
that practical teaching success or teaching effec
tiveness was not given a more important place in 
Ryan's monumental work. 

Ryan reported however substantial positive 
correlations between high ratings on the Patterns 
and high ratings of pupil behaviours characterized 
as alert, responsible, confident and capable of 
initiative. Given that such behaviours contribute 
to effective learning and that they are more likely 
to be brought about by certain teacher behaviours, 
an inference can then be made that teachers higher 
on the Patterns are likely to be more effective. 
Yet, Ryan was quick to caution against over
generalization: 

It seems reasonable to suspect that learning 
emphases and teacher roles vary in relation 
to the characteristics of the pupils taught, 
to grade level, and to field of learning 
(subject matter). An aloof, rigorously 
academic teacher might be well suited to 
teach bright, academically-minded, well
adjusted high school students, but he might 
be entirely unsuited to teach certain younger 
children vitally in need of sympathy and 
understanding above all else (p. 370). 

Ryan also explored the relationship between 
Patterns and teacher personality. He found Pattern 
X and Pattern Z, but not Pattern Y, repeatedly 
associated with the Impulsive, Dominant and 
Social Scales of the Thurstone Temperamental 
Scale which he acknowledged was not a suffi
ciently reliable test of personality. Personality 
associated with high scores on these scales is 
characterized thus: 

Impulsive Scale makes decisions quickly, enjoys 
competition, and changes easily 
from one task to another. 

Dominant Scale enjoys public speaking, organizes 
social activities, promotes new 
projects and persuades others. 
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Social Scale enjoys the company of others, 
makes friends easily, and is 
sympathetic, co-operative and 
agreeable. 

Ryan also noted the following similarities 
between the Patterns and certain personality 
factors that had been identified in factorial studies 
in ongoing research into personality measurement: 

Ryan's Characterization Cattell's Personality Traits 

Pattern X Cyclothymia: warm, truthful, 
co-operative 

Schizothymia: impersonal, 
aloof, unco-operative 

Paranoid cyclothymia: suspi
cious, jealous 

Pattern Y Convention practicality: con
ventional, dependable, practi
cal 

Pattern Z 

Bohemian unconcern: unde
pendable, unconcerned about 
practicality, unconventional 

Surgency: resourceful, origi
nal, energetic 

Desurgency: stereotyped, lan
guid 

As Ryan's main interest was in the struc
tures and their consistency with regard to teacher 
behaviours, the relationships between the Patterns 
and teacher personality were therefore of secondary 
or incidental concern in his research, as evidenced 
by the sporadic attention given to this aspect. His 
exploratory investigation and cursory discussion 
may, however, be one of the sources of inspiration 
for later studies on personality correlates of 
teaching effectiveness. 

Sixteen Personality Factors 

The Sixteen Personality Factors Questionnaire 
(Cattell and Eber, 1968) is the result of long and 
extended empirical research. This was developed as 
a general purpose test of personality and has been 
used extensively for personnel work and research 
purposes. Especially notable are the studies on the 
personality of scientists as compared with that of 
non-scientists carried out in the sixties. The 16PF 
Questionnaire provides measures of sixteen per
sonality source traits identified by factor-analytical 
studies. Concerning the source traits, Cattell 
(1965) has this to say, 

32 

By a trait, therefore, we obviously mean 
some relatively permanent tendency. Traits 
are generally divided into three modalities: 
abilities, temperamental and dynamic traits. 

... A temperamental or general personality 
trait is usually stylistic, in the sense that it 
deals with tempo, form, persistence, etc., 
covering a large variety of specific responses. 
For example, a person may be temperamen
tally slow, or easy going, or irritable, or bold. 
... What comes out by statistical calculation 
of factor analysis, as a unitary dimension 
or factor, is best characterized psycholo
gically as a source trait. For it operates as an 
underlying source of observed behaviour 
(p. 67). 

Thus, the source traits can be seen as the under
lying causes of a person's behavioural idiosyn
cracies. Such idiosyncracies can be expected to be : 
manifested rather consistently over time and in a ! 
variety of situations, thus giving rise to the unique- ~ 
ness of the person and serving as predictors of his 
behavioural tendencies. This would mean that a 

r 
teacher brings into the classroom his personality 
and his behavioural idiosyncracies. This is to 

I 

some extent the manifestation of his temperament. 
! 

It is then logical to expect some of his personal , 
qualities, in terms of the source traits, to have i 
effects, perhaps indirectly, on the effectiveness 
of his teaching. 

Personality Source Traits of Effective Teachers 

A large number of psychological-educational 
studies have used the 16PF in the last few de
cades, though only some of these deal specifi
cally with teaching effectiveness. Of the fifteen • 
studies summarized here, seven are British while : 
the remaining eight are American. Of these, three · 
were reported in the 50s, eight in the 60s, and 
four are more recent. The fmdings, in terms of 
significant correlations between teaching effective
ness and 16PF source traits, will be summarized. 
(See Table on page 33 for details.) 

In these studies, the criterion of teaching 
effectiveness was measured in terms of the super
visor's ratings of practical teaching in the case of 
student-teachers and the principal's ratings in the 
case of certified teachers. Source traits for which . 
significant correlations with such criterion have 
been reported are as follows: 

Factor G - Conscientiousness (Superego Strength • 
vs Superego Weakness) 

Eight positive correlations have been reported. ' 
Individuals scoring high on this trait are said to 
be conscientious, responsible, persevering and 
loyal. 
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J6PF Source Traits 

Researcher Subjects Q4 

Erickson (1954) Teachers in second year of teaching 

Montross (1954) High school teachers in second year r 25 I + 
of teaching 

Hadley (1954) I 'A' student teachers vs 'C' Not given I I I I I -I + 
student teachers 

Burdick (1963) 

I 
Elementary school student teachers 86 

I I I I I I Jl.\1 I I I I I : Warburton eta/. (1 963) Graduate Certificate in Education 100 
student teachers 

Tarpey (1965) 

I 
Student teachers 28 

1-1 I I I I + I I I I I I I I I I + 
Soloman (196 7) Day training college students 155 

(78M+ 
77F) 

Cortis (1968) I Students from three Colleges I of Education 107M+ 
153F 

McClain (1968) I University students preparing 72M + + I T -I I I I + 
to teach various subjects 122F + + + + + 

Davis and Satterly (1969) 

I 
Student teachers 149F + + 

Henjam (1969) Student teachers 33 Jr High + + + + + + + +T I +I +I I + I + I + 
45 Sr High + + 

Heddendorf(1971) 

l 
Students at liberal arts colleges 

I 
154 

Start and Laundy (1973) Secondary school teachers from 10 216 I I I 1 I I + 
schools of different types 

Middlebrook (1977) I Students of colleges of education I 45M 

I I I I .I .I I I ·I ll I _\ 
49F 

Twa and Greene (1980) I Elementary and secondary teachers + 
of various subjects 67M+ 

74F 

w 
w 

I ~ I ~ I ~ I ~ I : I ~1:1~1~1:1 ~ I ~ I 
3 

I I ~ 
+ Positive correlation 1 
- Negative correlation 1 1 



Factor I- Sensitivity (Premsia vs Haria) 

Four positive correlations have been reported. 
Individuals scoring high on this trait are char
acterized as sensitive, sentimental and tender
minded. 

Factor L -Suspiciousness (Protension vs Security) 

Four negative correlations have been reported. 
On this trait, low scoring individuals are said to be 
trustful, unsuspicious and gullible. 

Factor 0 - Insecurity (Guilt Proclivity vs Guilt 
Rejection) 

Four negative correlations have been reported. 
On this trait, low scoring individuals are charac
terized as cheerful, without fear, spirited and self
sufficient. 

Factor E - Dominance (Dominance vs Subordina
tion) 

Three positive correlations have been reported. 
Individuals scoring high on this trait are said 
to be confident, boastful, aggressive and forceful. 

The above five source traits yield corre
lations that are either consistently positive or 
negative, thus indicating that there is a relationship 
between temperament and teaching effectiveness, 
though the numbers of correlations vary from 
eight to three among the relevant studies. Other 
than these, significant correlations, both positive 
and negative, have been reported for each of 
another seven 16PF source traits. Although 
these findings are somewhat contradictory, they 
nevertheless provide information as to the pro
bable direction of correlation. The source traits 
with both positive and negative correlations with 
teaching effectiveness are as follows: 

Factor F- Surgency (Surgency vs Desurgency) 

Four positive correlations and one negative corre
lation have been reported. On this trait, high 
scoring individuals are characterized as talkative, 
genial, cheerful, responsive, and alert. On the 
other hand, low scoring individuals are said to be 
brooding, depressed, seclusive and taciturn. 

Factor A - Friendliness (Cyclothymia vs Schizo
thymia) 

Three positive correlations and one negative 
correlation have been reported. On this trait, 
high scoring individuals are characterized as 
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easy going, warmhearted, frank, generous, and 
self -effacing. Conversely, low scoring individuals 
are said to be obstructive, indifferent, secretive 
and impassive. 

Factor B - Intelligence (Intelligence vs Unintelli
gence) 

Three positive correlations and one negative 
correlation have been reported. On this trait, 
high scoring individuals are characterized as 
alert, imaginative, thoughtful, and wise. Con
versely, low scoring individuals are said to be 
stupid, unimaginative, vacillating and silly. 

Factor H- Unreservedness (Parmia vs Threctia) 

Four positive correlations and one negative corre
lation have been reported. Individuals scoring 
high on this trait are said to be carefree, self
confident and brave, whereas low scoring indivi
duals are described as careful, secretive and co
wardly. 

Factor M - Unconventionality (Autia vs Praxe
mia) 

Four negative and two positive correlations have 
been reported. On this trait, individuals scoring 
low are described as conventional, poised, utili
tarian and earnest whereas high scoring individuals 
are said to be eccentric, placid, complacent and 
self-absorbed. 

..... 

Factor QJ - Radicalism (Radicalism vs Conser-' 
vatism) 

Three positive correlations and one negative 
correlation have been reported. On this trait, 
high scoring individuals are characterized as 
encouraging change and generally rejecting con· 
vention. Conversely, low scoring individuals are 
said to reject change and prefer the familiar. 

Factor Q3 - Self-discipline (Controlled-will vs 
Uncontrolled-will) 

Four positive and two negative correlations have 
been reported. Individuals scoring high on this 
trait are said to be sensitive to uncertainty, prefer 
assurance to luck, do not make empty promises 
and do not say things which they later regret. 
Conversely, low scoring individuals are careless, 
lack perseverence and have changing interests. 

For the remaining four 16PF source traits, 
one positive correlation and one negative corre· 
lation have been reported. These are: 
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Factor C - Stability (Ego-strength vs Ego-weak
ness) 

High scoring individuals on this trait are char
acterized as unworried, mature, stoic and patient, 
whereas low scoring individuals are anxious, 
infantile, worrying and impatient. 

Factor N- Shrewdness (Shrewdness vs Naivete) 

On this trait, high scoring individuals are said to be 
polished, insightful regarding others, calculating 
and influenced by expediency, while low scoring 
individuals are characterized as crude, unskilled 
in analyzing the motives of others, indifferent 
and apathetic. 

Factor Q2 - Self-sufficiency (Self-sufficiency vs 
Group-sufficiency) 

On this trait, high scoring individuals are char
acterized as temperamentally independent and 
prefer individual activities, whereas individuals 
scoring low are said to prefer group activities 
and seek social approval. 

Factor Q4 Tenseness (ld-significance vs Id-insigni
ficance) 

Individuals scoring high on this trait are described 
as having periods of free-floating anxiety and 
unexpected lapses of memory, while low scoring 
individuals are relaxed, composed and disinclined 
to worry and accept frustration easily. 

To summarize, research over the past twenty
five years has shown some 16PF source traits to 
be good predictors of teaching effectiveness, as 
assessed by college supervisors and school princi
pals. These are Conscientiousness (G), Sensitivity 
U), Suspiciousness (L), Insecurity (0), and Domi
nance (E). While Factors G, I and E correlate 
positively with teaching effectiveness, Factors L 
and 0 have negative correlations with the cri
terion. 

Besides these five source traits, there are 
other 16PF factors which may also qualify, with 
some caution due to inconsistent findings, as 
predictors of teaching effectiveness as well. These 
are Friendliness (A), Intelligence (B), Surgency (F), 
Unreservedness (H). Unconventionality (M) , Radi
calism (QI) and Self-discipline (Q3). Although 
both positive and negative correlations with the 
criterion have been reported for these traits, on 
the balance, all except Factor M are positively 
correlated with teaching effectiveness. Inciden
tally, no trends have been observed where Stability 
(C), Shrewdness (N), Self-sufficiency (Q2) and 
Tenseness (Q4) are concerned. 
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Some Methodological Issues 

Although the findings are pooled from 
studies carried out in a variety of situations, they 
however share some methodological issues. These 
are discussed under the following headings: the 
criterion, the sample, the predictor and the analy
sis. 

The Criterion 

In the studies cited, college supervisors and school 
principals' ratings were used as the criterion. 
Such measures were based on classroom observa
tion and the subsequent ratings were by necessity 
global and subjective to some extent, though 
prior specification of the behaviours to look for 
and how they were to be rated could have helped 
reduce the subjectivity somewhat. Even with 
guidelines for observation and rating, the context 
in which the student teachers operated could be 
quite different from that in which the certified 
teachers functioned. In the different contexts, 
college supervisors and school principals might 
have looked for different behaviours as indicators 
of teaching effectiveness. In fact, Wiseman and 
Start (1965) found no significant correlations 
between the supervisors' ratings of a group of 
student teachers during their practical teaching 
and the principals' ratings of the same group of 
teachers five years after they had qualified. This 
may also mean that teaching practice grades are 
not good predictors for future success in teaching, 
perhaps because of the low stability of teaching 
behaviour. 

Pupil growth has always been suggested as 
a measure of teaching effectiveness. This seems 
logical and appealing; after all, pupil learning 
is what teachers are trained to bring about and 
employed for. This approach is however not 
without its problems. One of these is that imme
diate achievement gain of the pupils can only be 
measured for lower level objectives; an empha
sis on these will have a backwash effect on teach
ing so much so that higher level objectives tend 
to be neglected or not given their due. A related 
problem is that the long term gain of the pupils 
is understandably contributed by many factors 
among which the teacher's effort is but one. For 
example, parental attitudes and expectations 
have been found to be related to the child's 
intelligence and achievement scores. 

Another problem of assessing teaching 
effectiveness in terms of pupil growth is that 
pupil growth is the result of interaction between 
the teacher's teaching and the pupil's experiential 
background and capabilities. Studies of school 
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effects have shown that pupil growth cannot be 
totally accounted for by teacher behaviour; a 
corollary of this is that the teacher should not be 
held totally responsible for nor credited with 
pu.pil growth. Thus, to assess teaching effective
ness solely in terms of pupil growth would not 
be only unfair but also misleading to all parties 
concerned. 

An alternative to teacher behaviour and 
pupil growth as indicators of teaching effective
ness is pupil behaviour in the classroom while 
teaching is going on. If it can be established that 
certain pupil behaviours lead to successful learning 
and that such pupil behaviours are largely a 
response to certain teacher behaviours, it can then 
be inferred that successful learning is dependent 
on the kind of teacher behaviours identified, with 
pupil behaviours as intervening variables. In this 
respect, Ryan (1960) found some relationships 
between the Patterns he identified and pupil 
behaviours believed to be conducive to successful 
learning. Of course, the pupil's history of learning, 
his mental and physical conditions, etc. also 
affect his classroom behaviours. Nevertheless, 
pupil behaviour deserves more attention than it 
has hitherto been accorded in the search for 
indicators of teaching effectiveness. 

After weighing the strengths and weaknesses 
of pupil growth and teacher behaviour as indica
tors of teaching effectiveness, Soar (1973) coa
cluded that, in comparison to the alternatives, 
observational methods seem the most hopeful 
for, inter alia, they do not create pressure for the 
teacher to stress low level objectives, but they 
measure the performance which is most directly 
under the control of the teacher and permit the 
faculty and administration of a school or system 
to agree on valued teaching behaviours with a 
minimum of misunderstanding. Soar however 
recommended the use of systematic observation 
in which the observer looks for and records the 
occurrence of specific behaviours rather than 
make global judgments. 

The Sample 

The sample size of the cited studies had a range 
from as few as 2.5 to as many as 259, with eight 
studies involving 100 or more teachers. Under
standably, the researchers had to work with 
available subjects who were willing to partici
pate. Thus, the studies used by and large captive 
samples and there was little likelihood of sampling 
in its strict sense. This, of course, limited the 
generalizability of the findings. 
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Seen from a different viewpoint, these 
studies were not meant to be normative in the 
first place; they were undertaken with a view 
to contributing to the understanding of the 
relationship between teaching effectiveness and 
teacher personality. In other words, they are 
research-oriented rather than evaluation-oriented. 
In this perspective, a significant correlation be
tween teacher effectiveness and a particular 
source trait, when repeatedly found in several 
studies with small samples, yields more positive 
information than a correlation between teacher 
effectiveness and another trait found only once in 
a large sample. 

Another aspect concerning the samples is 

the female preponderance as indicated by the 
information available from these studies in which 
sex of the teachers was reported. This female 
preponderance suggests that the findings are more 
applicable to female teachers. In fact, in those 
studies where analyses for male and female teachers 
were carried out separately, different source 
traits were found to correlate with the criterion. 
This sex-personality interaction effect is not to 
be underestimated when considering the relation· 
ship between teaching effectiveness and teacher 
personality. 

Perhaps a more important yet likely to be 
overlooked aspect of the samples is that they 
were made up of selected groups. It can be ex
pected that all teacher education institutions 
exercised some form of selection, though the 
actual procedures and criteria might have varied 
from one institution to another. Thus, the corre· 
lations reported are for those student teachers who 
had survived the selection and not for the pre· 
selection applicants who sought admission to the 
teacher education programmes. Since certain 
source traits correlate with teaching effectiye
ness, the selection might have truncated the 
distributions of the relevant traits. This implies 
that, although the correlations reported in the 
studies are in the main low to moderate in magni
tude, the correlations could well be greater had . 
they been obtained from the pre-selection appli· · 
cants rather than from the selected ones, since the 
size of correlation is a function of the distributions 
of the variables correlated. 

The Predictor 

The 16PF is a self-report questionnaire providing 
the so-called Q-data which has essentially the 
same information as offered in medical, psychia· 
tric consultation. Since such data depends on 
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interpretation, it is liable to distortion by im
perfect self-knowledge, delusion about the self, 
or an intention deliberately to fake (Cattell, 
1965). It is however beyond the scope of this 
paper to discuss the trustworthiness of the 16PF. 
Since it is a well researched personality test widely 
used by clinicians and researchers and has shown 
reliability and validity with respect to acceptable 
standards, the trustworthiness is taken for granted 
here. 

Nonetheless, the possibility of deliberate 
faking is relevant. People consciously fake in 
taking a personality test if they are motivated to 
do so. However, since the studies cited are research
oriented which would not have any consequences 
for the teachers involved, deliberate faking is not 
likely to have occurred. Faking should, however, 
be of greater concern if the 16PF were to be used 
as a selection device and known or perceived as 
such by those taking the test. 

Borich (1977) provides a four-stage measure
ment framework for evaluating classroom instruc
tion: pre-operational measures, immediate process 
measures, intermediate process measures and 
product measures. In this framework, personality 
tests come under the pre-operational measures 
stage. Other measures in the same stage include 
archival records, interview data, baseline paper
and-pencil tests and biographical questionnaires. 
In terms of proximity to product measures (which 
include pupil attitudes and achievement), persona
lity tests are one stage removed from them when 
compared with intermediate process measures 
(which include classroom observation of the 
teacher's affective characteristics, e.g. teacher 
warmth). 

Both personality tests and interview data 
are pre-operational measures, the time lapse 
between taking predictor and criterion measure
ment will be the same for both. With the notorious 
lack of reliability of interview data on the one 
hand, and the acceptable reliability assured by 
extensive research of personality tests on the 
other hand, better prediction of teaching effective
ness could be made from personality test scores 
than from interview data. 

Although classroom observation is closer 
in time to product measures when compared with 
personality tests, in Barich's framework, obser
.ation tends to be influenced by situational factors 
and, like interviews, observer variability, whereas 
personality tests measure relatively more stable 
traits and are free from tester influences. Thus, 
dassroom observation and personality tests have 
their respective strengths and weaknesses. 
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Therefore, on theoretical grounds and with 
reference to Barich's measurement framework, 
the 16PF would compare as favourably as, if not 
more, than other commonly used predictors of 
teaching effectiveness such as interview data and 
classroom observation, if product measures were 
considered as the ultimate criterion. 

The Analysis 

Almost all the cited studies used the bivariate 
approach to analyse the data. Even when multi
ple regression was used, there was only one cri
terion variable, i.e. teaching ef(ectiveness in terms 
of practical teaching ratings. As exploratory 
studies, they contributed to the understanding of 
the relationship between teaching effectiveness 
and teacher personality. 

Nonetheless, since teaching effectiveness can 
be variously defined by using different indicators, 
there is .no reason why more criterion variables 
cannot be used so that weaknesses inherent in 
one variable can be compensated for by the 
strengths in another variable. This will lead to a 
more comprehensive and unbiased view of teach
ing effectiveness. In other words, all three types 
of criterion variables mentioned earlier, i.e. teacher 
behaviours, pupil behaviours and pupil growth, 
can be included for analysis. 

As pointed out at the outset, effective 
teaching depends on a large number of factors, 
many of which are beyond the control of the 
teachers. This means that teacher personality 
has only limited predictive power where teaching 
effectiveness is concerned. This implies the per
sonality measures will have to be analyzed to
gether with other measures, especially those of the 
teaching environment and the pupils, and their 
predictive power will have to be evaluated with 
reference to the total configuration of the contri
bution of various factors thus identified. It is 
obvious that some multivariate approaches will 
have to be employed to attain this complex kind 
of analysis. 

Efforts may also be made to obtain per
sonality measures of the pre-selection applicants. 
This will be useful for a more thorough under
standing of the predictive power of personality 
traits for teaching effectiveness. It will be pro
fessionally questionable to allow, say, a random 
sample of applicants to go through a teacher 
education programme and to teach subsequently 
in the classroom for the sake of research. It is 
however possible to have the applicants, short
listed or otherwise, take a personality test. This 
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will enable a comparison between those selected 
for the programme and those rejected. Such in
formation would be useful for ascertaining whe
ther teachers selected for training differ from 
rejected applicants in personality traits that have 
hitherto been found to be relevant to teaching 
effectiveness. 

Conclusion 

Some personality source traits as measured by the 
16PF have been found to have some predictive 
power for teaching effectiveness in terms of ratings 
on classroom teaching by college supervisors and 
school principals. Generally, the correlations are 
low to moderate in magnitude. 
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Test-Item Analysis 

Test and item analysis have two main purposes: 
to improve teaching and to improve the classifica
tion of students. When test results have been 
analyzed, it is possible for the teacher or lecturer 
to find out the areas of weakness and strength of 
his students and take appropriate steps for further 
teaching. Also, analysis of the items can help to 
improve the construction of tests which are to 
be used for the classification of students. 

The methods of analysis discussed here 
pertain primarily to objective tests. Tests and test 
items are said to be objective if the correct answers 
to them are determined beforehand, i.e. before the 
students' answers are considered. Examples of 
such tests occur in Mathematics, doze tests in 
English proficiency, tests of facts and principles 
in the sciences, etc. 

With many test situations what often hap
pens is that after a mark has been assigned to the 
students' efforts, no more attention is given to 
the test items which only a short time before 

Tan Wee Kiat 
Institute of Education 

taxed the abilities of both the examiners in setting 
and the students in sitting the examination. 
An analysis of the students' responses can give a 
good idea as to whether the test items are appro
priate. Assuming that the test items are valid, i.e. 
relevant to the objectives and content of the 
particular course, appropriateness of the test items 
hinges around the consideration of difficulty and 
discrimination. Items considered as appropriate 
are then retained for future reference and use. 

Method of item analysis 

There are three commonly used methods of item 
analysis: 
1. High-low groups 
2. Item correlations 
3. Rasch method 

Before beginning the analysis, it is usual to organize 
the item responses as shown in Table 1 . 

Table 1 Raw Data Format for an Objective Test 
(Right answer = 1; wrong answer= 0) 

Item Number 
Examinee 

Score 1 2 3 4 5 i K 

1 1 1 1 1 1 1 1 s1 
2 1 1 1 1 1 1 0 s2 
3 1 1 1 1 1 0 0 s3 
4 1 1 1 0 0 1 0 s4 
5 1 1 1 0 0 0 1 ss 

N 
SN 

F1 F2 F3 F4 Fs F. FK Total 1 

Item Success Frequency 
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Item difficulty/facility (High-Low Groups) 

Since the item is of the objective type, the student's 
response can be marked right or wrong depending 
on whether it coincides with the examiner's pre
determined answer. The item facility may be 
defined as the proportion of examinees who have 
answered the item correctly. Clearly this propor
tion will range from 0 to 1. When it is 0 or 1, the 
item does not contribute to our aim of differen
tiating between the students. (Such items will, of 
course, have other useful implications for teach
ing.) However, for testing purposes, it may be use
ful to have a few items of Facility Index of 1 at 
the beginning of a test in order to allay students' 
anxieties. The selection of an item is also depen
dent on its discrimination value. 

Item discrimination (High-Low Groups) 

The next consideration is whether the item is 
discriminating. Do students with higher scores, 
indicating greater proficiency in the subject, have 
a better chance of getting the item correct as 
compared to students with lower scores? If so, 
then the item shows discrimination. Clearly, an 
item which does not discriminate also would not 
contribute to the aim of differentiating between 
the students. 

In the High-Low Groups method, the answer 
scripts after being marked are arranged in order of 
merit. From these scripts a High Group of n 
scripts (the top x per cent) and a Low Group of 
n scripts (the bottom x per cent) are selected. The 
proportion of students in the High Group (PH) 
who got the item right is noted. Similarly the 
proportion of students in the Low Group (P L) 
who got the item right is also noted. How is the 
"x" per cent chosen? It is based on the considera
tion of the critical ratio (C .R.) where 

C.R. 
Pn-PL 

This value is near maximum when x is between 
20 and 30 per cent (D'Agostino and Cureton, 
1975). For ease of application, the following 
approximation is used (Guildford, p. 163): 

Pn-PL 
z = - '2 I .... (1) 

v peqe'n 

wherepe=(Pn+PL)/2andqe= 1 -pe 

As a rule of thumb, for teachers who wish to 
analyse their own tests, the discrimination index 
(D.I.) is taken as 

40 

and values of D.l. above 0.20 are considered 
acceptable. 

Item correlations 

In this method, the correlation coefficient be
tween the person's item response (1 or 0) and the 
person's total score is used to give an idea of the 
discrimination of the item. (The facility of the 
item is estimated in the same way as the High-Low 
method.) Since one variable is dichotomous and 
the other continuous (see Table 1 ), readers will 
recognize that this kind of coefficient is known as 
point biserial. Several equivalent formulae for 
calculating this coefficient (rpb) are available. 
One formula is 

(Mp - Mt) r=r;:;-
rpb = at vPtq 

where Mt = mean of all scores 

Mp = mean of scores getting item correct 

at standard deviation of scores 

p = proportion getting item correct 

and q = 1 -p 

This is actually a reduced form of the Pearson 
Product-Moment Correlation (rp) whose compu
tational form is given as 

NT-XY - (kX)(kY) 

The r pb values for each item can then be 
tested for statistical significance in the usual way. 

Item analysis using the Rasch Model 

The basis of the Rasch model is the postulate that 
it is possible to speak of the encounter of a person 
with an objective test item in terms of two factors. 
These two factors are the person's ability (b) 
and the difficulty (d) of the item. These two fac· 
tors determine the probability of the outcome 
of the encounter between person v and item i. 
The basic statement of the model describing the 
probability of a response,~, by person v to item 
i may be taken as 

exponent (bv - d;) 
1 +exponent (bv - d;) 
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since the outcome is eit 
correctly answered and 
wrong. 

Thus, in general, 

P( I ) _ exp1 
xvi bv, d; - T+eJ 
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the Rasch model provide~ 
ability (b) and the iterr 
information in the raVI 
person-free and item-free 
the estimate of the p1 
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easy) is taken by the exar 

Item 
No. 

1 
2 
3 
4 
5 
6 
7 
8 
9 

10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
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Table 2 Ite 

Tou 

Percentage 
pass (D.I.) 

58.2 
43.8 
51.8 
64.6 
60.2 
74.0 
58.7 
61.1 
50.8 
50.8 
25.6 
35.5 
23.7 
36.5 
34.5 
49.8 
77.4 
35.0 
43.9 
56.2 
39.9 
53.3 
51.8 
38.5 
41.8 
59.2 
63.6 
39.9 
32.5 
36.5 



and 

since the outcome is either xvi = 1 if the item is 
correctly answered and X vi = 0 if the answer is 
wrong. 

Thus, in general, 

exponent (XJ,bv- d;)) 
P(Xv/bv, d;) = 1 +exponent (bv - d;) 

For the person interested in test-item analysis, 
the Rasch model provides estimates of the person's 
ability (b) and the item difficulty (d) from the 
information in the raw data table which are 
person-free and item-free. "Item-free" means that 
the estimate of the person's ability does not 
depend on which set of items (hard, medium or 
easy) is taken by the examinee while "person-free" 

means that the item difficulty estimate does not 
depend on the persons (bright, average or dull) 
taking the test. 

To illustrate the stability of the item diffi
culty estimates, I have taken some data from 
The Objective Interpretation of Test Perfonnance 
(Willmot and Fowles, 1974). The test concerned 
was a 40-item test of English Comprehension 
using a multiple choice format. A selection of 
about 1000 answer sheets was detiberately chosen 
to include roughly the same frequency for each 
score. This is to ensure that for illustration, every 
score is represented. This works out approximately 
to a frequency of 26 for each of the scores from 1 
to 40. The sample of answer sheets was then 
halved on the basis of the scores to form two 
groups. All those scoring 19 or less were in the 
Lower-half group while those obtaining 20 and 
above formed the Upper-half group. The estimates 
of the item difficulties for Total Group, Upper
half and Lower-half are given in Table 2. 

Table 2 Item Difficulties Computed Separately for Total, Upper-half and Lower-half 
(1014 pupils; 40 items) 

Total Group Upper-half Lower-half 

Item Percentage Diffi- Percentage Diffi- Percentage Diffi· No. pass (D.I.) culty (di) pass (D.I.) culty (dj) pass (D.I.) culty (~) 

1 58.2 47.1 73.1 47.8 42.5 46.9 2 43.8 50.9 58.7 51.3 28.3 50.2 3 51.8 48.8 74.0 47.5 28.3 50.2 4 64.6 453 77.9 46.4 50.6 45.1 s 60.2 46.6 74.0 47.5 45.5 46.2 6 74.0 42.4 84.6 44.0 61.7 42.7 7 58.7 47.0 77.9 46.4 38.5 47.8 8 61.1 46.3 81.7 45.1 39.5 47.6 9 50.8 49.1 69.2 48.8 31.4 49.5 10 50.8 49.1 65.4 49.7 35.4 48.5 11 25.6 56.3 33.7 56.8 17.2 53.7 12 35.5 53.2 51.9 52.8 18.2 53.3 13 23.7 57.0 30.8 57.5 16.2 54.1 14 36.5 52.9 54.8 52.1 17.2 53.7 15 34.5 53.5 43.3 54.6 25.3 51.1 16 49.8 49.3 76.9 46.7 21.3 52.3 17 77.4 41.2 88.5 42.2 65.8 41.8 18 35.0 53.3 51.0 53.0 18.2 53.3 19 43.9 50.9 65.4 49.7 21.3 52.3 20 56.2 47.7 76.0 47.0 35.4 48.5 21 39.9 52.0 56.7 51.7 22.3 52.0 ' 22 53.3 48.4 68.3 49.0 37.5 48.0 23 51.8 48.8 62.5 50.4 40.5 47.3 24 38.5 52.4 55.8 51.9 20.2 52.6 25 41.8 51.4 56.7 51.7 26.3 50.8 26 59.2 46.8 84.6 44.0 32.4 49.2 27 63.6 45.6 70.2 48.6 56.7 43.8 28 39.9 52.0 52.9 52.5 26.3 50.8 29 32.5 54.1 52.9 52.5 11.1 56.4 30 36.5 52.9 51.9 52.8 20.2 52.6 
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31 39.4 52.1 54.8 

32 31.6 54.4 48.1 

33 53.3 48.4 69.2 

34 39.4 52.1 54.8 

35 46.8 50.1 70.2 

36 42.4 51.3 51.0 

37 63.1 45.8 76.0 

38 42.4 51.3 58.7 

39 31.6 54.4 50.0 

40 54.7 48.0 72.1 

D.I. : Difficulty index corresponding to High-Low Groups method 

~ : Difficulty of Item i corresponding to the Rasch method 

52.1 
53.6 
48.8 
52.1 
48.6 
53.0 
47.0 
51.3 
53.2 
48.1 

In Table 3, the ability estimates based on the examinee's score are shown. 

23.3 
14.2 
36.4 
23.3 
22.3 
33.4 
49.6 
25.3 
12.1 
36.4 

Table 3 Ability Estimates Computed Separately for Total, Upper-half and Lower-half 

(1014 pupils; 40 items) 

Total Group Upper-half Lower-half 

Score 
Group Frequency Ability Frequency Ability Frequency 

1 26 31.7 0 31.8 26 

2 26 35.3 0 35.3 26 

3 26 37.4 0 37.5 26 

4 26 39.0 0 39.1 26 

5 26 40.3 0 40.3 26 

6 26 41.3 0 41.4 26 

7 26 42.2 0 42.3 26 

8 26 43.1 0 43.1 26 

9 26 43.8 0 43.8 26 

10 26 44.5 0 44.5 26 

11 26 45.2 0 45.2 26 

12 26 45.8 0 45.8 26 

13 26 46.3 0 46.4 26 

14 26 46.9 0 46.9 26 

15 26 48.4 0 47.5 26 

16 26 48.0 0 48.0 26 

17 26 48.5 0 48.5 26 

18 26 49.0 0 49.0 26 

19 26 49.5 0 49.5 26 

20 26 50.0 26 50.0 0 

21 26 50.5 26 50.5 0 

22 26 51.0 26 51.0 0 

23 26 51.5 26 51.5 0 

24 26 52.0 26 52.0 0 

25 26 52.6 26 52.5 0 

26 26 53.1 26 53.1 0 

27 26 53.7 26 53.6 0 

28 26 54.2 26 54.2 0 

29 26 54.8 26 54.8 0 

30 26 55.5 26 55.5 0 

31 26 56.2 26 56.2 0 

32 26 56.9 26 56.9 0 

33 26 57.8 26 57.7 0 

34 26 58.7 26 58.6 0 

35 26 59.7 26 59.7 0 

36 26 62.6 26 60.9 0 

37 26 62.5 26 62.5 0 

38 26 64.7 26 64.7 0 

39 26 68.3 26 68.2 0 

40 26 N.A. 26 N.A. ) 

51.7 
54.9 
48.2 
51.7 
52.0 
49.0 
45.4 
51.1 
55.9 
48.2 

Ability 

31.7 
35.3 
37.5 
39.0 
40.3 
41.4 
42.3 
43.1 
43.8 
44.5 
45.2 
45.8 
46.4 
46.9 
47.5 
48.0 
48.5 
49.0 
49.5 
50.0 
50.5 
51.0 
51.5 
52.0 
52.5 
53.1 
53.6 
54.2 
54.8 
55.5 
56.2 
56.9 
57.7 
58.6 
59.7 
61.0 
62.5 
64.7 
68.3 
N.A. 

It can be seen tha1 
is stable indicating that a pel 
depend on the company he 
ing the test items should ha1 
basis of the difficulty estin 
and an Easy test. This can 
whether the person's ability 
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39.0 
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50.0 
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51.0 
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52.0 
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54.2 
54.8 

155.5 
. 56.2 

56.9 
57.7 
58.6 
59.7 
61.0 
62.5 
64.7 
68.3 
N.A. 

It can be seen that the ability estimate 
is stable indicating that a person's estimate does not 
depend on the company he keeps. Strictly speak
ing the test items should have been divided, on the 
basis of the difficulty estimates, into a Hard test 
and an Easy test. This can then be used to show 
whether the person's ability estimate on the Hard 
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Assessing the Academic 

The problems of selection are known to be com
plex, arising across a variety of social phenonmena. 
Apart from important educational implications, 
frequently there are economic, political, psycho
logical and social factors involved which, in some 
way, influence assessment procedures. The total 
result of these interactions is delight for the cho
sen (sometimes misguided) and disappointment 
(sometimes bitter) for the rejected. For most of 
us some sort of selection operates as soon as we 
enter primary school and we are subject to its 
vicissitudes until we ultimately retire. The pro
cess applies from pupil to vice-chancellor. It can 
even follow us into retirement should we be 
candidates for an old people's home, a hospital 
bed or a plot of land in an oversubscribed ceme
tery. Obviously such an issue of fundamental 
importance to the selected and selectors should 
be the subject of discussion and insight. Often, 
in the interests of all parties, assessment is carried 
out behind closed doors; the members of selecting 
committees being sworn to some sort of secrecy. 
Certainly they are not normally permitted to give 
value judgements as to why or even how they have 
come to their decision. The extent to which 
procedures and outcomes should remain wholly 
confidential is debatable but confidentiality is an 
ingredient that will remain in a large number of 
selection situations. Selection can be for a few 
places from many applicants; entrance to the 
University of Singapore is a clear example. Con
versely, there can be many places available for 
few applicants - occurring in times of shortage 
of expertise where jobs cannot be filled by re
cruiting individuals of the desired quality; the 
particular need in Singapore of teachers of English 
is a case in point. 

The purpose of this paper is to air some 
of the complexities involved at a particular level, 
that of the selection of academics. However, many 
of the problems discussed may be generalized and 
applied to other areas over the whole spectrum of 
employment. 
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In appointing academic staff at a university, 
college or school, there are various factors that 
must be taken into account. Major considerations 
are: 

1 academic qualifications of the candidate, 
2 relevant experience, 
3 performance at the interview, this normally 

includes attitude to the envisaged post and 
some informal, subjective personality assess
ment, 

4 supportive material, e.g. references, testimonials 
and curriculum vitae, 

5 publications in the form of books, written 
articles, reports, book reviews, etc. 

It is important to emphasize at the outset 
that the above points cannot be given a weighting 
in any way; there are no simple formulae. For 
certain posts academic qualifications Il\ay be the 
major determinant, for others it may be the rele
vance of experience. It is helpful if a selecting 
committee can give some sort of priorities for 
a particular post and these to be agreed upon 
before the selection process begins; in technical 
jargon this is known as specifying your objectives. 
In exceptional cases the deciding factor may not 
be amongst any of the five points listed above. A 
decision has recently been taken to give priority 
to female "professorial level" candidates at the 
University of Oxford, England, until such times 
as a more representative number of ladies are in 
post. Such "positive discrimination" in favour of 
a minority group is difficult to justify on strong 
educational grounds - social and political impli- : 
cations being the dominating rationale. 

Academic qualifications are manifestly im
portant. However, occasionally candidates obtain 
extensive qualifications at the expense of relevant 
experience. It is possible to have candidates in 
their 30's who have never worked but have a string 
of degrees behind their name! Therefore, the 
highest academic qualifications do not necessarily 
place the candidate at the top of the selection 
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order. Qualifications, although prestigious, may 
not be relevant and indeed it is possible for a 
candidate to be overqualified for a post. In Singa
pore there is the additional aggravating problem of 
equating awards given by a wide range of academic 
institutions both within and between other coun
tries. Hence, whilst it is true to say that, all other 
things being equal, the applicant with the highest 
qualifications will probably be awarded the post, 
it is also true to say that all other things are 
never equal. In a country that has chosen an 
elitist emphasis, based upon the individual's 
merit, shining, prestigious qualifications may 
blind an interview panel to other deficiences 
of the candidate. However, on the positive side, 
it is quite clear that such qualifications are nor· 
mally achieved on merit and this can be a desirable 
antidote to any form of nepotism or corruption. 

The factor of relevant experience is most 
difficult to quantify in general terms. Within the 
context of an establishment such as the Singapore 
Institute of Education, catering for the tertiary 
level of education, a candidate's twenty years in one 
post may be judged very much less valuable than 
any other candidate's three posts for five years in 
each. It is an unfortunate fact today that pro
motion often depends upon a variety of past 
experience. Flitting from post to post may pay 
handsome dividends, particularly at times of 
expansion in a system. Further the question of 
potential arises; a younger candidate may gain 
preference over an older, more experienced but 
perhaps less flexible applicant. An additional 
complication is that the evaluation of relevant 
experience by one member of an interviewing 
panel may be dismissed as unimportant by col
leagues. The corollary of this point is that a dif
ferent panel could well make a different appoint
ment - extensive research studies have constantly 
demonstrated this. That is why, of course, it is 
often preferable for the interviewing committee 
to represent a range of interestJ and institutions. 
On this particular point, it is non,'al that a selec
tion committee for senior posts in education 
consists of representatives from ministries, univer
sities, schools, unions and outside advisers in order 
to ensure a breadth of viewpoints. However, too 
large a committee can lead to inefficiency by 
virtue of its size with members perhaps being 
constrained to ask one question. The resulting 
interview can all too easily become superficial. 
That which has been gained by broad represen
tation is lost by a poorly co-ordinated interview -
with an outcome that an institution may be 
saddled with a misfit for the next twenty years! 
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The interview is a vital part of any selection 
procedure since the applicant can stand or fall by 
his performance. For example, an individual 
that is over-anxious, confused, incoherent or intro
verted may make a disastrous impression as a 
future teacher-trainer. His attitude to the post is 
normally established, and this may be at variance 
with that which is required. At the Singapore 
Institute of Education it may be the policy to 
introduce or give support to a new subject or 
technique in schools be it integrated science, 
social studies, modern maths or the integrated 
day. If the applicant expresses strong reservations 
about such an approach then, no matter how good 
he may be otherwise, his lack of rapport with 
the intentions of the Institute would have to be 
taken into consideration. It is apparent that there 
is no such thing as clear cut right or wrong answers 
in selection. Interviewing and appointing are 
human activities and, as such, are subject to 
diverging viewpoints and interpretations. An 
institution must of course always try to improve 
selection procedures. One thing I would personally 
advocate, to be used more widely and thoughtfully, 
is that there should be a long list and a short list. 
The long list contains all those who are eligible 
for the post. Such persons should go through a 
further hurdle, e.g. a written test and a detailed 
scrutiny of qualifications and references. At 
this point a short list of approximately four to 
eight is selected - more of course if there are 
multiple posts. This procedure means that the time 
of the interviewing committee (normally consist
ing of senior staff) is conserved and longer in
terviews can be given to a smaller number of 
candidates - the reliability and validity of the 
interview are thus strengthened; hopefully this in 
turn will have desirable and beneficial results for 
all concerned. 

Both reliability and validity are important 
technical terms. In the situation under discussion, 
reliability of the assessment procedure would 
be obtained by knowing to what extent the same 
individual would be chosen for a post after passing 
through a variety of selection procedures or 
alternatively the same committee on subsequent 
occasions. Such measures of reliability are really 
theoretical and can only be obtained in practice 
in the research situation. However, it has been 
clearly established that with the careful identi
fication of objectives anrl sound interviewing pro
cedures, reliability can be raised. Without a rea
sonable degree of reliability, satisfactory validity, 
i.e. the extent the procedure has achieved its 
objective in selecting the best person for the post, 
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cannot be obtained. Validity is an even more 

difficult concept to evaluate, since interpretation 

of an individual's performance, at or subsequent 

to appointment, may diverge widely; but, in the 

selection situation, the inference would be that 

the greater the reliability, the higher the validity 

is likely to be. However, care should be taken in 

too easily accepting reliability as evidence of 

validity. If a consistent bias or error is built into 

selection, reliability can be obtained with validity 

still low. 
From what has been said, it is manifest 

that no matter how hard a committee may try, 

there is always an element of chance in the selec

tion procedure. As a candidate you may happen 
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to have chosen referees who state the case exactly 

in your favour. You may be lucky with the ques

tions at the interview, or one's experience may be 

p 

just what the committee was seeking. Undoubted- Cognitive FUI1 
ly if you are selected the next time you are inter· 

viewed, this may well reinforce faith in the system. 

Conversely, if you fail, having read this article, 

at least you can persuade yourself or rationalize 

that the outcome is not due to one's own short-

comings. Our task, when on a selection board, is 

to be aware of the many and various random 

factors that operate when involved in assessment 

procedures and to attempt to minimize their 

adverse effects. e 
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S. Ganesamoorthy • 

Cognitive Functioning in Disadvantaged Children 

Whilst the geneticist versus the environmentalist 
and nature versus nurture debates with respect 
to intelligence have been on for quite sometime 
now, several attempts have been made to study 
the influence of socio-economic status (SES) on 
intellectual development. In Singapore too, there 
has been a good deal of public interest in this 
subject. This article will consider some of the 
theoretical issues and empirical fmdings pertaining 
to cognitive functioning in disadvantaged children 
with particular reference to Piagetian stages of 
intellectual development. 

Disadvantaged Children 

Various defmitions have been used to describe 
the term disadvantaged children (Jensen, 1973; 
Gulliford and Wildlake, 1975; Vanderven, 1977; 
Marjoribanks, 1979). In view of the divergent 
Yiews on the subject, this paper will focus on that 
area of the disadvantaged which refers to children 
who consistently fail in school not so much because 
of some biological deficiency but rather because of 
factors that arise in the main from the child being 
born and nurtured in an impoverished home 
environment. 

This very often results in linguistic depriva
tion that might affect the learning of most of the 
subjects taught in school, poor learning habits, 
irregular school attendance, low motivation, 
family insecurity and limited adult role models, 
etc. The distinction is, as Jensen (1973) put it, 
between primary and cultural retardation. Whilst 
the former is essentially biolo,gical, i.e. arising 
from hereditary factors, genetic defect and/or 
brain damage, the latter refers to some environ
mental deficiency predominant in the particular 
culture in which the child is placed. 

The theoretical underpinnings on the SES
dlool performance relationships are provided by 
Boocock (1972): 

The family characteristic that is the most 
powerful predictor of school performance is 
socio-economic status (SES): the higher the 
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SES of the student's family, the higher his 
academic achievement. This relationship has 
been documented in countless studies and 
seems to hold no matter what measure of 
status is used (occupation of principal 
breadwinner, family income, parents' educa
tion, or some combination of these) .... In 
addition to the complex interactive relation
ship of SES and other background variables, 
SES is related to a number of other back
ground variables which may serve as inter
vening or explanatory variables in the SES
school performance relationship (pp. 36 -
37). 

According to Jensen, once the IQ has 
exceeded a certain level, about 100 to 110, it 
gives a fairly accurate assessment of learning 
ability regardless of SES. He further points out 
that in the lower IQ range, however, the IQ test 
grossly underestimates the low SES children. It 
has also been found in other studies that in a large 
and truly representative population of school 
children, the distribution of IQs is positively 
skewed. However, once the low SES children are 
removed, the range of IQs approximates the 
Gaussian distribution which suggests the presence 
of some non-genetic factor hindering intellectual 
development. The question often asked is whether 
we are labelling our disadvantaged children thus on 
the basis of their performance on tests that ap
parently favour the Anglo-Saxon middle class 
subjects. This is arguable in view of the numerous 
cross<ultural studies that have yielded reliability 
coefficients of 0.8 and above on certain relatively 
culture-free tests like the Raven's Progressive 
Matrices (RPM). Also, in view of the absence of 
heavy loading on the verbal factor, the RPM and 
the Performance Scale of the Wechsler Intelligence 
Scale for Children (WISC) have been recommend
ed as a two-stage procedure for the identification 

*Ganesamoorthy is a Specialist Inspector attached to 
the Curriculum Branch, Schools Division, Ministry of 
Education. 
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of intellectually gifted children in disadvantaged 
settings. Piagetian test items have also been validat
ed cross-culturally (Hyde, 1970). The crucial 
factor in the administration of these tests is 
whether instruction is given in the child's own 
home language or in some other middle class 
linguistic codes. 

The Cumulative Deficit Phenomenon 

The increasing cognitive gap between the low and 
high SES children has contributed to what has 
come to be known as the cumulative deficit 
phenomenon. This has arisen out of studies and 
observations associating low SES with delayed 
intellectual development (Douglas, 1964; Ausubel, 
1968; Butcher, 1968; Heim, 1970). In an exten
sive study in the United Kingdom, Douglas (1964) 
observed that average intelligence quotient (IQ) 
differences between various SES groups became 
more pronounced with increasing age and that the 
stimulation received by the child at home was an 
added spur to his scholastic attainment. 

The discrepancy in intellectual development 
between the low and high SES groups does not 
seem to show up during the frrst two years of a 
child's life. In a longitudinal study of 89 children 
from different SES groups, Golden et al. (1971) 
noted that there was no significant SES difference 
on the Catell Infant Intelligence Scale at 18 and 
24 months of age. However, at 3 years of age, 
highly significant 23-point mean IQ differences 
on the Stanford-Binet between children from 
poor and middle class black families were observed. 
The authors attribute this differential to the begin
nings of language in the child, i.e. it is only 
during and after the 3rd year of a child's life that 
language becomes a potent force in communica
tion and a stimulating home environment will 
facilitate language development in the child. The 
authors also suggest that SES associated differ
ences might exist even in the first two years of 
life. However, the difference obtained in this 
study was not significant because the test used 
assessed only the perceptual and motor skills 
while the Stanford-Binet that was used to test at 
age 3 was heavily loaded on the verbal factor. 

Piagetian Stages Of Intellectual Development 

Piaget's postulation of stages of intellectual deve
lopment has been the single most important con
tribution to the study of children and how they 
learn in this century. Piaget (1963) broadly sum
marized the stages as follows: 
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a. sensori-motor intelligence (0 - 2 years): 
motor and sensory deveiopment takes place. 

b. pre-operational thinking (2 - 7 years): language 
and conceptual development takes place. 

c. concrete operational thinking (7 - 11 years): 
the child develops the ability to apply logical 
thought to concrete problems. 

d. formal operational thinking (beyond 11 years): 
the child's cognitive structures reach their 
greatest level of development and the child is 
able to apply logic to all classes of problems. 

The cumulative nature of transition from 
one stage to another, i.e. each new stage being 
integrated with the previous stage or stages, is 
reflected in the following statement (Piaget, 1952): 
"In a general way, the fact should be emphasized 
that the behaviour patterns characteristic of the 
different stages do not succeed each other in a 
linear way (those of a given stage disappearing 
at the time when those of the following one take 
form) but in the manner of the layers of a pyramid 
(upright, or upside down), the new behaviour 
patterns simply being added to the old ones to 
complete, correct, or combine with them" (p. 239). 

SES and Piagetian Stages of Intellectual 
Development 

Although Piaget places great stress on maturation 
as one of the most significant factors influencing 
the transition from one Piagetian stage to another, 
the other and more important variables, especially 
those related to differentiated environments, have 
not been ruled out. This is clearly expressed in the 
following remarks (Inhelder and Piaget, 1958): 

The maturation of the nervous system can 
do no other than determine the totality of 
possibilities and impossibilities at a given 
stage. A particular social environment 
remains indispensable for the realization of 
these possibilities. It follows that their reali
zation can be accelerated or retarded as a 
function of cultural or educational conditions 
(p. 337). 

The correlation between SES and perfor· 
mance on Piagetian tasks has been the subject of 
increasing concern in recent years as evidenced 
by numerous studies that have been undertaken. 
In a major study of 117 culturally deprived 
children (comprising equal white and negro 
children), Wasik and Wasik (1971) individually 
administered conservation tasks on the subjects 
and compared the results with the normative data 
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of the original sample. The children in this study 
were found to have lagged one to two years 
behind the norm group at every age level. It was 
also observed that the 6-8~ year group increased 
in their performance with age, but the 9-9~ year 
group obtained lower scores than the preceding 
age group. The authors attribute the low scores 
obtained by this older group to their age and slow 
academic performance. The steady deficit in 
intellectual development over the years has to 
some extent contributed to their present status. 

In another study to evaluate the concept 
acquisition ability amongst disadvantaged junior 
(N = 96) and senior high school (N = 506) stu
dents, Norland et al. (1974) individually adminis
tered concrete and formal reasoning tasks. The 
results indicated that there was no correlation 
between subjects' ages and their total Piagetian 
scores. This suggests that transition from one stage 
to another was not a function of age per se but 
some other variables, probably SES. Besides, only 
13-15 per cent of the subjects showed formal 
reasoning ability which according to the authors 
suggests that the formal operational stage is sel
dom attained by low SES children under present 
conditions. They further raised the question of 
instructional materials and the organization of the 
school system that could be remodelled to meet 
the needs of this group of students, especially in 
the teaching of science subject matter which places 
heavy demands on the cognitive capacities of 
pupils. 

Osler (1970) suggests that deficits in con
ceptual development amongst low SES children 
are due to poor stimulation and low motivation 
in the home. Arising from this viewpoint, one 
could reasonably argue that if the school system 
could organize itself so as to provide the neces
sary stimulation and motivation, then the inherent 
deficits could be overcome and a steady increase 
in cognitive development among low SES children 
might result. But what really accounts for ob
served SES differences? Perhaps Pascual-Leone 
(1970) provides a reasonable proposition for 
future investigation through his theory of mental 
processing space as a function of age and intellec
tual development. According to him, a child at a 
particular age is not at a certain operational level 
because his mental space is not large enough to 
ICCOillodate the required figurative schemes. 
Actual performance on intellectual tasks may be ·a 
function of available mental space and the number 
of available schemes that may be coordinated by 
dte "Mental (M) Operator". He denotes the figura
lhe scheme required at each stage with the con-
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stant "a" and the maximum number of additional 
schemes that can be coordinated at a given stage 
with "k". The maximum number of schemes that 
can be coordinated by the subject is assumed to 
"grow as a function of age in normal subjects" 
(p. 307). Pascual-Leone's model certainly has 
implications for the reduction of deficits in intel
lectual growth among low SES pupils, for what 
could account for such deficits is the lack of 
available schemes that could be coordinated/ 
mediated by the "M-operator" arising from poor 
stimulation and low motivation at home. Given a 
certain mental space in an individual, with proper 
stimulation, motivation and a conducive school 
environment, the low SES child could be helped 
to expand the number of schemes so that he will 
be able to function at an optimum capacity. It 
must be stressed that Pascual-Leone's model is a 
hypothetical one and there is no evidence as yet 
on its validity. 

Arising from the neo-Piagetian model of 
Pascual-Leone, studies have been conducted to see 
if training can really help the disadvantaged child. 
One such study was undertaken by Lawson et al. 
(1975) who based his training procedure on Pascual
Leone's model. A group of 16 non-conserving 
black teenagers (aged 14:5 to 17:8) were trained 
in the conservation of area, weight and volume. 
Significant training effects were observed for area 
and weight but not for volume. Overall gains were 
noted for both the groups. Fluctuations between 
conservation and non-conservation were observed 
for subjects and the authors attribute this ten
dency to the conflict between the left and right 
hemispheres of the brain "for dominance in the 
given situation" (p. 512). In fact, this tendency 
has been observed among disadvantaged students 
in other studies as well. 

Compensatory Programmes To Assist 
The Disadvantaged 

Major compensatory programmes to bridge the 
achievement gap between the low and high SES 
pupils in the United States (USA) and England 
and Wales have not yielded the desired results in 
terms of academic achievement. In terms of the other 
affective characteristics, e.g. motivation, school 
attitudes, positive behavioural changes were ob
served. The evaluation of Project Head Start in the 
United States in a large scale study by a private 
research organization indicated that the programme 
had not made any significant difference to the per
formance of poor children. However, Head Start 
children were frequently observed to be more 
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motivated and responsive than their non-Head 

Start peers. Likewise, with respect to the Title I 

programme of the Elementary and Secondary 

Education Act of the USA that stressed the 

teaching of reading, the pre-post test results 

indicated that only 19 per cent of the children 

improved their reading significantly and more 

than 66 per cent remained unaffected. The same 

could be said of the busing of American whites 

and blacks, although socially it might have yielded 

positive results in terms of attitudes, it did not 

result in gains in the academic performance of the 

latter group. Another attempt at compensating 

for home deficits through early intervention by 

way of earlier schooling has also produced dis

appointing results. It is rather unfortunate that in 

none of these short term programmes was the 

concept of regression to the population mean 

given any weight. Also, due consideration should 

be given to other factors as well in appraising the 

effectiveness of these programmes. 

In England and Wales, there are no nation

wide programmes to assist the disadvantaged 

children although minor ones have been conducted 

largely on a small scale basis. The Schools Council 

has produced a brochure on "Teaching Materials 

for Disadvantaged Children" (Gulliford and Wild

lake, 1975) to assist the teachers of disadvantaged 

children. However, as an attempt at remedying 

the physical limitations of disadvantaged children, 

the British Government through its Local Educa

tion Authorities provides grants to schools in 

Educational Priority Areas so that the children 

are compensated for home deficits in nutrition, 

teaching materials, etc. Special remediation depart

ments also exist in some of these schools to 

improve the children's linguistic competence. 

In the Singapore context, however, provision 

for disadvantaged children rests largely in the 

hands of enterprising school heads and their 

teachers. Since the Ministry of Education is 

currently making provision to accelerate the bright 

pupils in the Special Assistance Plan (SAP) schools 

which caters for the top 8 per cent of a given 

school cohort, it is worthwhile considering giving 

some assistance to schools with poor academic 

outputs so that they will be given more oppor

tunities to improve themselves. These provisions 

could be in the form of good teachers, special 

teaching materials, the establishment and monitor

ing of remediation departments, the monitoring 

of the physical health of the pupils including 
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nutrition and control of foods sold in the canteens, 

etc. There is also the need to review the double 

weightage given to the first (Ll) and second (L2) 

languages in the Primary School Leaving Examina

tion (PSLE). Leong Choon Cheong (1981) has 

quite rightly pointed out that this system is biased 

against the linguistically deprived. Although he 

was speaking mainly of girls having an edge over 

the boys, it could also be argued that it is also 

biased against the disadvantaged. If no efforts at 

remediation are made in the earlier levels, their 

linguistic deficiencies can become so critical as to 

lead to their performing poorly in the PSLE, and 

they are thereby deprived of an equal chance to 

get into the normal course of the secondary school. 

It is certainly a welcome move that the General 

Ability Test (GAT) will be used as a counter 

check to stream Primary 3 pupils more accurately. 

However, it must be stressed that the Test, which 

is a non-verbal test, has a relatively low correlation 

with school achievement (McLaurin and Farrar, 

1973; Baraheni, 1974; Hartlage et al., 1976; 

Ogunlade, 1978). It is therefore necessary and 

critical that those pupils who are streamed into 

the extended or normal primary course on the 

basis of their performance on the GAT should be 

provided with adequate remediation to upgrade 

their linguistic competence so that they will 

eventually have a fighting chance to do reasonably 

well in the PSLE, otherwise the GAT would not 

have served a useful purpose. 

Conclusion 

The investigation by Lawson et al. perhaps fore· 

shadowed the complexities of investigation in· 

volving disadvantaged students. In fact, investi· 

gation into the effects of SES on intellectual deve· 

lopment is confounded by several variables, the 

main ones being innate ability (Hebb's Intelligence 

A) as against environmental conditions, both of 

which are correlated with SES. The confounding 

of SES with the verbal factor too cannot be over· 

looked. However, as attempts to stimulate and 

assist low SES students to progress intellectually 

along the dimensions of human endeavour con· 

tinue, such investigation offers possibilities for the 
future, with but doubtless implications for the 
organization of the school system and teaching 

methodology. e 
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What is an ESN Child? 

Introduction 

Parents are usually deeply affected emotionally 
when told for the first time that their child is men
tally retarded. Because of the great emotional 
impact on the parents, a lot of time and effort 
are spent in helping them to understand their 
feelings and behaviour towards their retarded 
child. The professional workers call this way of 
helping the parents counselling; yet despite much 
counselling, the parents not infrequently continue 
to have unrealistic expectations of their child 
which work against the child's improvement. 
Why is this so? There are many explanations for 
this, but one question that we must ask is: Are we 
too preoccupied with counselling for this aspect 
and have we failed to provide a clear explanation 
of what an ESN child means in the frrst place? 

In an interesting article which appeared in 
the Journal of Paediatrics entitled "Parents of the 
Mentally Retarded Child: Emotionally Over
whelmed or lnformationally Deprived" , the 
authors, a psychologist and a medical social 
worker, stress that what the parents require most 
is specific, clearly transmitted and honest informa
tion about the child, for example, what is meant 
by ESN. They have found that when this is pro
vided, the parents have shown significant changes 
in their expectations for and behaviour toward 
their children (Matheny and Vernick, 1969). 

Some Common Misconceptions 

The term "educational subnormality" is often 
misunderstood and conveys different meanings to 
different people. To some people, an "ESN 
child" means the same as a "slow learner" and 
it implies that given time and special educational 
help, the child can catch up with his peers and 
there is a chance that one day he may return to a 
school for normal children. In this way he is 
thought of as essentially a normal person with 
some developmental delay which will disappear 
after a while. Some parents have the idea that 
although their ESN or "slow-in-learning" child 
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may not be able to catch up with his peers, he 
may still be capable of completing his academic 
schooling in an extended period of time. While it 
is true that a few, especially those who have 
experienced deprivation earlier, will catch up with 
their peers intellectually and academically, the 
majority however do not (Clarke, 1972). It is 
important for us to realise that the concept of a 
slow learner is based on educational criteria, e.g. 
the child achieving less than 80 per cent in 
the 3Rs (reading, writing and arithmetic) when 
compared to children in the same age group; 
is not taken into account {Williams, 1970). With 
this definition, we can therefore find some slow 
learners with normal intelligence simply because 
the child's inability to study can arise from multi· 
ple causes, not necessarily on account of low in tel· 
ligence. The use of this term without specifying 
intellectual level reflects the value our society 
places on education and at the same time is an 
attempt to reduce the stigma attached to mental 
retardation. As will be seen later, such usage of the· 
term has led to many problems and is scientifically 
inaccurate. On the other hand, there are many 
people who restrict the term "ESN child" to 
someone with limited intelligence (IQ between 
50 and 70). This definition is conceptually more 
accurate in the scientific sense. 

Parents are quick to point out that their 
ESN child, although retarded, is not the same as 
those who have to attend the schools run by the 
Singapore Association for Retarded Children 
(SARC). They cite the normal physical features of 
their child as compared to the latter group of 
children who have external stigmata of mental 
retardation and IQs below 50. Some parents of 

*Wong Sze Tai is the Consultant Psychiatrist and Head of 
the Child Psychiatric Clinic, Singapore. His article was 
adapted from a lecture given to parents of ESN children 
on July 21,1978. It was organized by the Parents' Com· 
mittee of the Association for ESN children. 
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rrai* 
ESN child are worried that if their children come 
into contact with these children, they may acquire 
their abnormal features and behaviour, as if they 
suffer from some physical and/or mental conditions 
that are infectious. This of course, is not true. 

I 

, he 

Some parents actually think that their ESN 
child is suffering from a mental illness or disorder 
and they frequently describe their child as "gong 
gong", "seow", "cross-wired", "short-circuited in 
the brain" or having a "split personality". This is 
incorrect as mental retardation is not a form of 
mental illness, and except for a very small number 
of cases, the mentally retarded are not mad. 

Mental retardation is not a clinical entity. 
It is only a concept which describes the low level 
of intelligence of a person in relation to the 
normal distribution of intelligence in the popula
tion. To understand this we need to know about 
the normal distribution of intelligence in the popu
lation. 

The Normal Distribution Curve 

As with any other attributes or traits of a person, 
if we measure the intelligence of all the people 
in the community and plot their IQ scores in the 
form of a graph, we will get a symmetrical bell
shaped curve of normal distribution of intelligence 
(Penrose, 1963). If we mark the average or mean 
level of intelligence as 100 points, we will fmd 
that the majority of people have IQ scores which 
make up the big central portion of the curve -
these are the average IQ scores and they fall between 
one standard deviation below and one standard 
deviation above the m,ean; they cover the range of 
IQ scores from 85 to 115. The portion of the curve 
from one standard deviation to two standard 
deviations below the mean covers all the IQ scores 
that are below average but cannot be regarded as 
retarded. This portion is really quite large. The tail 

eir end of the curve below the two standard deviation 
mark covers all the IQ scores in the mentally 
retarded range. The upper portion between one 
standard deviation and two standard deviations 
above the mean represents those with above average 
IQs who can be considered as bright. The upper 
tail end of the curve above the two standard 
deviation mark comprises all the IQ scores in the 
superior range. 

t
!. dof 
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Cassification 

Ia 1968, the World Health Organization (1968) 
IIComn~en<ded the following classification for men

which has been adopted in most 
' 

Borderline 
Mild 
Moderate 
Severe 
Profound 

(IQ 70 to 85) 
(IQ 50 to 70) 
(IQ 35 to 50) 
(IQ 20 to 35) 
(IQ less than 20) 

The Two-group Approach to Mental Retardation 

From clinical studies and population surveys on 
mental retardation, we know that there are two 
categories of mental retardation. In the first 
category, practically all the cases have identifiable 
clinical abnormalities associated with severe men
tal retardation. The clinical abnormalities include 
genetic defects, chromosomal abnormalities and 
organic brain damage. This group therefoJe is cha
racterized by having organic causes, and is generally 
called the "organic" or "pathological" group 
(Zigler, 1967). 

In contrast, most of the cases in the second 
category are clinically normal and are associated 
with mild mental retardation. They have a normal 
look and are often not detected until they attend 
school. Practically all of them come from the 
lower socio-economic home background. All the 
surveys have confirmed this fact and have shown 
over and over again that the higher socio-economic 
families do not have this kind of mildly retarded 
children without clinical abnormalities. For this 
reason we refer to this group as the "cultural
familial retardation" group (Zigler, 1967). While 
it is certain that genetic factors play a significant 
part in the determination of mild mental retarda
tion in this group, the role played by the environ
ment is just as important. This group forms the 
tail end of the normal distribution curve (Penrose, 
1963); in other words, these are normal persons 
whose intelligence happens to be on the low side. 

The first group, however is overrepresented 
at the tail end of the curve, this means that there 
are more persons with severe mental retardation 
than expected from the normal distribution. The 
excess forms a small hump at this end (Penrose, 
1963). It should be noted that a small number 
in the mildly retarded group has organic pathology 
and represents the overlap from the first group. 

The genetic factor operating in the first 
category is different from that operating in the 
second category. In the organic or pathological 
group, the genetic factor operates through a major 
gene effect which is manifested in some inborn 
errors of metabolism. The gene responsible may be a 
dominant one or a recessive one. In the cultural
familial retardation group, the genetic factor 
operates through the polygenic effect, that is, 
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r the influence comes from the additive effects of 

many minor genes. The siblings of those in the 
cultural-familial retardation group have IQs near the 

middle between the mean IQ of 100 and the IQ of 

the retarded individual. The siblings of those in the 

organic group all have normal IQs (Zigler, 1966). 

There is thus ample evidence to show that there 

are two main kinds of mental retardation. 
Those with mild mental retardation (or 

ESN) do not form a homogeneous group being 

mainly from the cultural-familial group and to a 

lesser extent from the organic group. 

Criteria for Mental Retardation 

This is an important area for us to consider. A 

great deal of controversy exists over what con

stitutes the most useful and reliable criteria for 

mental retardation. Four approaches are common

ly in use: 

1. clinical syndromes, 
2. evaluation of social competence, 
3. psychometric assessment of intelligence, 

4. educational performance. 

As mentioned earlier, there are certain iden

tifiable clinical syndromes such as genetic defects, 

chromosomal defects and brain damage that can 

cause severe mental retardation and to a much 

smaller extent mild mental retardation. However, 

the presence of a clinical syndrome does not tell 

us the actual c:iegree of mental retardation which 

still has to be assessed by other means. Hence, 

clinical syndrome alone cannot be used as an 

accurate diagnostic criterion. 
In the past, a lot of emphasis was placed on 

the assessment of social competency as a criterion 

for mental retardation. Heber (1961) defmes men

tal retardation as "subaverage general intellectual 

functioning which originated during the develop

ment period and is associated with impairment 

in adaptive behaviour" (p. 499). This is the official 

defmition adopted by the American Association 

on Mental Deficiency and is perhaps the most 

widely used currently. It places equal emphasis 

on psychometric assessment and measurement of 

social adaptability. Like other definitions of 

mental retardation, the measurement of social 

adjustment poses practical problems. 
Social adaptability depends partly on the 

social circumstances within which adaptation 

must take place and partly on the demands made 

on the individual and the social state that is 

thought desirable. The following example will 

make this concept clear - a child of average in tel-
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ligence from a disadvantaged home background 

who does not conform to the class standard of 

work and behaviour, refuses to listen to the 

teacher and opts out of the learning situation can 

easily be mistaken as "dull" by the teacher from a 

middle class background. The same child studying 

in a village school may be judged otherwise. At a 

time when jobs are difficult to get, the incom

petency of the retarded person will be quickly 

detected, whereas in a situation of full employ

ment, many mildly retarded persons can find jobs 

that are not demanding; and since they adjust 

reasonably well in the occupations, they do not 

get detected as mentally retarded and are con

sidered normal (Zigler, 1966). Thus, social adapt

ability is a criterion that is too much value laden 

and imprecise to gauge how intelligent a person 

is. 
There are other reasons for the difficulty 

in using social handicap or incompetency as a 

criterion. It can result from mental disorder and 

does not necessarily reflect low intellectual func

tioning of the person. Another reason is that 

surveys of institutions for mental retardation have 

come up with some startling fmdings. There are 

many inmates of such institutions who were pre

viously diagnosed as retarded with respect to social 

incompetency but are found to have normal IQs 

when tested on psychometric tests (O'Connor and 

Tizard, 1954; Castell and Mittler, 1965; Mittler and 

Woodward, 1966). 
Besides, there are children with a low IQ 

who have learnt to adjust reasonably well and are 

overachieving in secondary schools. They are often 

missed and passed off as normal until they meet 

with excessive demands. 
Moreover, if we look up surveys (Rutter, 

1971) on the prevalence rates of mental retarda

tion at different ages in different places, we will 

find that the highest prevalence is obtained at the 

10 to 14 age level when the child is faced with 

school and more demanding intellectual tasks 

(Zigler, 1966). The extremely low prevalence 

under five years of age may reflect the minimal, 

social demands made on young children. The : 

prevalence rate drops sharply after leaving school; 

presumably there are no more demands from 

school and many have adjusted to employment 

outside in the community and are not identified' 

as mentally retarded. It is most unlikely that so: 

many persons can be intellectually nprmal at one 

time and become intellectually retarded at another 

time and normal again later. This state of affairs 

occurs because the criterion for mental retardation 

is based on social competence. 
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Clarke {1958) has also emphasized the in
adequacy of the social competence approach in 
pointing out "that social criteria (particularly 
those which are not operationally defmed) are 
just as arbitrary as the IQ, if not more so, and have 
not even the advantage of being based on norms 
for an entire population". 

Finally, behaviour or performance is usually 
a function of two types of factors: one involving 
intelligence or cognition and the other not involv
ing intelligence such as motivation (Zigler, 1966). 
When a person is performing well on account of 
non-intellectual factors, he is often mistaken as 
"clever". Thus if we can help a mentally retarded 
person get rid of his sense of failure and motivate 
him to perform a task correctly which he has not 
done so before by applying the right sort of rein
forcement, it does not mean that his IQ has in
creased, yet many people tend to remark, "He is 
cleverer now." He is more competent in that 

I task but not cleverer. 
We can therefore safely say that social com

. petency is not a good criterion in the assessment 
of mental retardation. 

Educational Performance 

The majority of ESN children are detected after 
they have begun primary education on account 
of their inability to study. Some of the more in
dustrious ones may even be lucky enough to pass 
Primary Six and get into the secondary schools 
without detection. Once they enter the secondary 
level, they will inevitably meet failure and drop 
out of school; a few of them get identified as mild
ly retarded for the first time to the surprise of the 
parents and the teachers and the rest probably 
remain undetected after leaving school. 

Conversely, there is a strong tendency for 
teachers to suspect mental retardation in pupils 
who are not retarded because of educational 
backwardness or retardation. Slowness in learning is 

I often equated with mental dullness or retardation. 
· As mentioned earlier, many of the so called "slow 
learners" have a normal IQ; their educational 
backwardness is usually the result of a combina
tion of non-intellectual socio-cultural factors. 
This is clearly shown in two studies by the Child 
I Psychiatric Clinic staff. In the first study in 1975, 
:out of 160 Primary Two pupils identified by the 
teachers as slow learners or ESN on the basis of 
their educational performance, only one in eight 
was confirmed to be mildly retarded by psycho
metric tests (Interim Report, 1975). In another 

js!udy of 312 children referred by the teachers 
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and school health doctors in 1976 for IQ testing 
for suspected mental retardation, only one-third 
was confirmed to be so (Wong, 1977). Some of 
the children tested in these two studies are in fact 
in the above average range of intelligence! It is 
clear therefore that educational performance alone 
is a very poor criterion for assessing mental retar
dation. 

Psychometric Assessment 

Although there are many shortcomings inherent 
in IQ tests, they are nevertheless the best and 
scientifically the most accurate of all methods at 
our disposal in assessing mental retardation 
(Rutter, 1971). They predict intelligent behaviour 
better than the other measures. 

What happens to the IQ with the Passage of Time? 

The IQ of a person is not a fixed state of affairs 
fluctuations are bound to be present (Stein and 
Susser, 1970). While for a few people large gains 
or deterioration in IQ can be achieved, for the 
majority of people the IQ level remains within 
a certain range for a long time. 

What will happen to the IQ of mentally 
retarded individuals? Longitudinal and semi-longi
tudinal studies have shown that for the mildly 
retarded (or ESN) group, there are gains in the 
mental age with time which level off in the twen
ties. On the other hand, the IQ tends to fall in the 
first two decades of life and then levels off after 
that (Fisher and Zeaman, 1970). These two state
ments may sound contradictory, but in fact they 
are not. It simply means that although the retard
ed individual may have learnt much more and may 
be capable of performing more tasks, he is not 
"cleverer" as many would have thought, because 
when compared to his normal peers who have 
learnt much more and faster than he, his IQ 
has become relatively worse off than before. 
Mental age is not the same as the IQ. When the 
layman says that the retarded person is cleverer 
than before, he means that there is growth in his 
mental age and not growth in his IQ. Caution must 
therefore be applied when we use or interpret the 
IQ. 

Conclusion 

To summarize, an ESN child is a mildly retarded 
child assessed by standardized intelligence tests. 
With a few exceptions, ESN children have a 
normal physical appearance and are usually no~ 
detected until they start schooling when their in
ability to study comes to light. 
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A small number of them have identifiable 

organic causes such as brain damage, chromosomal 

abnormalities and genetic defects, but a large 

majority of them belong to the cultural-familial 

retardation group. They are from the lower socio

economic class and represent the lower portion 

of the normal distribution curve below the two 

standard deviation mark, which amounts to 2 - 3 

per cent of the population. Environmental in

fluence is just as important in the causation as 

genetic factors. 
While there is growth in their mental age 

in their first two decades of life before their 

growth levels off, their IQs have a general ten

dency to fall during the same period and level off 

after that. However, some cases have shown large 

gains in IQ, especially those who have experienced 

deprivation earlier. IQ is a statistical concept and 

quite different from mental age. This fact is not 

clearly understood by the layman leading to a 

lot of confusion when the term "clever" is equated 

with improvement in IQ when it only means 

growth in mental age. The performance of a task 

by a retarded child may be good enough to create 
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Constructive-Reconstructive Processes 
in Children~ Memory 

i Introduction 

Psychologists since the time of Ebbinghaus have 
been interested in the study of memory. Even as 
early as 1885, when Ebbinghaus published his 
essay Uber das Gediich tness, he realized that 
memory and recall of continuous passages of prose 
or verse would be affected differentially by 
people's experiences and prior knowledge. To 
overcome this problem, or so it seemed at the 
time, and give everyone an equal start, some psy
chologists including Ebbinghaus advocated the use 

: of nonsense syllables to determine memory reac-
1 !ions. Such an advocate was Myers (I 911) who, 
1l commenting favourably upon the use of these 
methods, said that by employing meaningless 
syllables, "we have been able to eliminate asso
ciations by meaning and to arrive at the conditions 
affecting the sheer retentivity and reproducibility 

\

of a presentation, and to determine the number 
and course of the associations which are formed 
among the numbers of a series of such subjects" 
(p. 144). 

It did not take long for other psychologists 
to realize that even lists of nonsense syllables set 

1 up a mess of associations which may vary more 
I from person to person than those aroused by ! comm~~ language with its conventional mean~g. 

\

·In additiOn, nonsense syllables are not necessarily 
simpler to learn as it has been proved by experi

tments that trying to connect long strings of 
j meaningless material is in fact more difficult. 
I Interest in children's memory initially fo-' i cused on the development of tests of retention 
'found among subtests in standardized tests of 
intelligence. Systematic investigation of the 
ilevelopmental change in memory only began 
attracting the attention of many developmental 
psychologists about 10 to 15 years ago. This 
interest can be attributed to three causes. First, 
~velopmental psychologists had long been inter
ested in how children learn languages. Much of the 
research during the 1950s and 1960s hypothe
ized a stimulus-response interaction. The young 
preverbal child responds to stimuli in his environ-

ment while the older child verbalues and produces 
verbal labels for stimuli. Psychologists began to 
question this hypothesis and consequently, research 
interest shifted from tests of the verbal mediation 
hypothesis to describing the developmental changes 
in the acquisition and retention of information. 

Around this time, there was renewed interest 
in Piaget's description of cognitive development 
in .which the role of the processes of memory 
played a critical part in a person's acquisition, 
organization and use of knowledge. This renewed 
interest in Piagetian theory changed the nature of 
research in children's memory from simple inves
tigation of age-related changes in memory span to 
more complex studies of the relation of mnemonic 
development to cognitive development. 

A final contributory factor for the interest 
is the emergence of memory as an important area 
of study within experimental psychology. During 
the 1960s, psychologists realized that learning 
could not be studied in isolation from memory. 
Also, at this time, information-processing theory, 
computer simulation and linguistics began to 
attract more attention and interest from re
searchers. Later, total interest and attention was 
focused on an information-processing system in 
which memory played a key role. This shift from 
learning to memory helped to create a conducive 
atmosphere for research into children's memory. 

Memory cannot be studied in isolation too 
as it "encompasses many cognitive processes and 
cannot be considered either an isolated mental 
faculty or a passive storehouse of experiences" 
(Paris and Lindauer, 1977). As a result, the analy
sis of children's memory must be studied in con
junction with the study of perception, compre
hension and problem solving. As children develop, 
they learn complex and creative ways to under
stand, represent and remember experiences. This 
paper will review some of the related literature 
and discuss the constructive and reconstructive 
nature of children's comprehension and memory 
skills. 
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I 
Constructive and Reconstructive Processes 
in Children's Memory 

According to Stevenson (1978): 

... Constructive and reconstructive theories 
of memory for linguistic information 
propose that human beings learn, store and 
retrieve a meaning somewhat different 
than which is specifically contained within 
the text. One integrates parts of the textual 
information with other source information 
(past or subsequent experiences and know
ledge, learning - or retrieval-situation 
variables) to construct and later recons
truct a semantic description which is 
suggested by, but which is not fully des
cribed by, the text information alone. One 
selects and combines related pieces of oral 
or written text to construct a whole mean
ing which makes sense and can be stored 
within one's existing organizational scheme. 
The constructed, integrated whole, then, 
contains both more or less information 
than that contained within the text, one 
constructs a semantic meaning beyond 
what is explicitly stated, while some of 
the stated linguistic information is lost 
(pp. 1 - 2). 

Children, like adults, exhibit the ability to inte
grate ideas within and across sentence boundaries 
and remember ideas based on the semantic relation
ships of ideas rather than on lexical and syntactic 
features. 

Semantic Integration 

Two kinds of semantic integration can be observ
ed. The first concerns children's ability to inte
grate information given in different sentences. 
This was demonstrated in a study by Barclay and 
Reid (1974) who tested five-, six-, eight- and ten
year-old children. Short stories were presented 
describing critical relationships in either (a) full 
passive sentences, (b) truncated passive sentences 
with no actor mentioned in the story or (c) trun
cated passive sentences with the actor stated in 
another sentence. Children were told to recall 
the sentences verbatim. They recalled sentences 
in active or full passive form significantly more 
often than for truncated passive sentences with 
no actor. This showed that children integrated 
information from several sentences and changed 
the sentences systematically in recall. It seems 
intuitive that children as well as adults should 
integrate similar and redundant features of a 
message and "look back" to search through 
previous knowledge in order to either add or 
delete information. 
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A second type of semantic integration 
involves inference making from given sentences 
to get at additional relationships. Paris and Carter 
(1973) conducted a study with seven- and ten
year-old children to test their ability to make 
inferences. Sets of three sentences were presented 
to the children. The first two sentences consisted 
of premise statements which allowed for additio
nal relations to be inferred while the third state
ment was a filler item. A recognition memory task 
followed in which children were asked to identify 
the exact statements they had heard earlier. 
Children reported that they had previously heard 
the novel inferences that were similar semantically 
with the premise statements and did so with a 
high degree of certainty. When this study was 
replicated on mildly retarded children (Paris, 
Mahoney and Buckhalt, 1974), it was found that 
these children too tended to infer relationships 
among sentences and integrated these into their 
recall. 

Similarly, Bransford and Franks (1971 ), 
Cofer (1973) and Jenkins (1974), in their experi· 
ments with adult subjects, found that their sub· 
jects, besides acquiring something more general 
and abstract than simply a list of sentences ex· 
perienced during acquisition, also integrated the 
information communicated by sets of individual 
sentences to construct wholistic semantic ideas. 
Subjects thought that they recognized novel 
sentences which contained combinations of 
semantic relations never expressed in any single 
acquisition sentence. Franks and Bransford 
(1972) modified their 1971 study by using 
abstract, not-readily-imagined ideas, for example, 
"The arrogant attitude expressed in the speech 
led to immediate criticism" and replicated the 
results once more. Franks and Bransford explained 
that memory for each recognition sentence is a 
function of the number of subideas it contains 
in the complete integrated idea. As the number 
of ideas increases, so does memory for that sen· 
tence - or so increases the certainty of having 
heard it before. 

When pictures were used with children 
instead of sentences, similar results to those of 
sentences were obtained. The direct comparison 
between verbal and pictorial integration was made 
in a study by Paris and Mahoney (1974). They: 
asked eight- and ten-year-old children to remember' 
sets of three sentences or pictures that contained· 
the same theme. Later, when they were required 
to recall either pictures or sentences, children of 
both age levels responded with a high degree of 
certainty that they had either seen the new pic· 
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tures or heard the new sentences which were schematically consistent with the premise items presented earlier. What is interesting here is that children were able to infer relationships among the pictures and to integrate them in recall and that this integration was important for both comprehension and recall. 
In addition, when objects were presented in pictures and imagery-type instructions were 

obtained, children remembered them better than when the objects were not given in a context (Hale and Piper, 1974; Horowitz, Lampe! and Takanishi, 1969; Reese, 1977). Organization given in a picture (Mandler and Stein, 1974) and a child's own schematization of his drawings (Stacey and Ross, 1975) have also been found to facilitate 
memory. 

Closely related to semantic integration of 
explicit and implicit relationships is children's 
ability to remember logical, temporal and causal relations (Paris and Lindauer, 1977). In the 
example given by Paris and Lindauer, "John is 
taller than Max and Max is taller than Fred", 
children may infer that John is taller than Fred. 
This type of logical relationship with three ele
ments is referred to as a "three-term series pro
blem". In a series of experiments, Trabasso (1975) 
has shown that children are able to construct , "linear arrays in memory for transformation • inferential relationships" among five- and six-term 
series problems. Trabasso's fmdings concur with other studies done on adults (De Soto, London 
and Handel, 1965; Potts, 1972; Barclay, 1973) 
in which people learn pair-wise comparative 
relations (for example -longer, shorter), use them ' to construct "a linear array in an end-point an
choring or ends-inward strategy, and subsequently 
solve comparative problems based on inferences". 

Children's performance on the five- and sixterm series problems and inferential "syllogisms" investigated by Trabasso showed no developmental 
changes. This led Trabasso to conclude that children and adults devise similar integrated i memory representations: "We are forced to conclude that the cognitive processes of children and adults are very much alike" (197 5, p. 34). 

This conclusion was challenged by Paris 
and Lindauer (1977) who objected to the way 
the experiments were designed, specifically subject 

. selection and the criterion training used. Trabasso 
i had specifically trained his subjects over many 
trials to a high criterion and those children who did not learn all the pairs during training were 
dropped from the study. Because of this, Trabasso had eliminated all initial age differences in con-
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structive abilities and his conclusion that children performed the judgment and inferences similar 
to adults is questionable. 

In her study to demonstrate that ordered relationships require constructive processing involving temporal and causal sequences, Brown ( 197 5) has shown that children as young as five years can apprehend and reconstruct temporal sequences from pictorial arrangements. A reconstructive memory test with original objects available in which memory for the objects is confounded with correct sequential ordering was used. Brown concluded that even kindergarten children can comprehend temporal relationships -"The superiority of ordered over random sequences suggests that pre-operational children, reconstructing logical sequences, are capable of using 
inferential reasoning to seek and produce the most probable order of events" (1975, p. 160). In another experimental condition, Brown demonstrated that five-year-olds could construct logical sequential stories that describe pictures and then could use these self-generated conceptualizations 
as easily as experimenter-provided stories to understand and remember the temporal sequences. 

In another series of studies, Brown and Murphy (1975) demonstrated that information 
about order of events is retained by four-year-old children when it concerns semantic memory and is essential to the story's meaning. Providing an ordered narrative to a sequence of nouns allowed 
children to "elaborate relationships within a given story context", and this greatly helped reconstruc
tive memory for the sequences. 

These studies which demonstrated the integration of logically, temporally and casually ordered relationships is evidence enough that young children are able to sequence events in memory. 
Age-related differences in performance can be expected in children's spontaneous construction of ordered relationships but extensive training will eliminate most, if not all, change with age. 

Memory for Stories 
The cognitive processes that enable children to construct, infer and integrate semantic relationships among small sets of sentences and pictures are also the processes essential for their listening and reading skills in more complex tasks. In a few studies designed to investigate children's memory for stories, there is some evidence that children do seem to organize story relationships in memory by using such constructive processes as influence 
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and integration. Among these studies is that by 
Stein and Glenn (1975) which investigated child
ren's recall of narrative stories to determine what 

structural features of the story were retained. 
They used Rumelhart's (1974) system of parsing 
prose to classify relationships in the story. Such 
units as the settting, activity, goal and consequence 
of the story were identified. Two different passages 
were read to first and third grade children, who 
were asked to free recall the ideas of the stories 
immediately after presentation as well as after 
an interval of one week. In general, more infor
mation was recalled by older children than younger 
children, and information was recalled immediate
ly than after a one-week delay. Further, it was 
found that the semantic categories of events and 
consequences were recalled most often by children 
in both grades and all the children elaborated on 
the original ideas given in the story. Stein and 
Glenn concluded that children's story recall was 
highly organized and included many implicit and 
explicit subunits or ideas. Also, a great deal of 
elaborations and inferences were observed and 
there was more constructive processing after one 
week than immediately, confirming Bartlett's 
(1932) observation about adult recall. Stein and 
Glenn also found more inferential and elaborative 
recall by the third graders than by first graders 
suggesting a developmental improvement in 
constructive processing. 

Paris and Upton (I 976) also suggested an 
age-related improvement in constructive pro
cessing. In their study, children in kindergarten 
through first grade were read six stories, followed 
immediately by a series of yes/no questions 
regarding the information that was either implicit 
or explicit in the passages. It was found that older 
children remembered the stories better and cor
rectly answered all the questions more often than 
the younger children. In addition, the older 
children made more inferred presuppositions and 
consequences indicating that the best predictive 
of overall memory for the story ideas was the 
child's ability to comprehend and remember im
plied relationships. The predictive value of inferen
tial processing for later recall increased significantly 
from the six- to the ten-year-old children. This 
seemed to point to the fact that the functional 
value of constructive processing for substantial 
retrieval from memory appears to increase with 
age. 

The studies reviewed demonstrate that many 
factors influence the amount and kind of construc
tive processing applied to stories. In addition, the 
learning of new information and retrieval over 
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time will result in new distortion to the schematic 
information (Bartlett, 1932; Kintsch, 1974; Stein 
and Glenn, 1975). Repeated recall of an experience 
can also distort memory because it allows rehearsal 
to be applied to the memory representation. 

The Role of Inference 

Fundamental to semantic integration and under
standing of stories are the abilities to comprehend 
inferred relationships and to blend implicit and 
explicit information together in memory. Inferen
tial processes have proved to be important for 
memory and comprehension, and the r .tention 
of implied relationships in stories seems to improve 
as a child grows up - between the ages of five and 
twelve (Paris and Upton, 1976; Stein and Glenn, 
1975). 

Webster's New World Dictionary defines 
"inference" as "the drawing of a conclusion by 
induction or deduction". Most of th~ studies 
reviewed do not offer a definition, but Paris and 
Lindauer (1977) offer some "tentative conclu· 
sions" regarding inferential processes in compre
hension and memory. They state~ "Inferential 
operations are directed, constructive acts that 
synthesize relationships during encoding, retrieval, 
or problem solving." Inferences may also be drawn 
spontaneously as automatic "efforts toward 
understanding". According to them, inferences 
allow a person to expand the given information 
and embellish it with additional idiosyncratic 
relationships, thus processing it to a "deeper • 
level". Also, the correlation between inferential 
operations and recall increases with age (Paris and 
Upton, 1976) as does the effectiveness of implicit 
retrieval cues. The developmental improvement 
can be traced to changes in the same four factors 
that influence semantic integration and cognitive 
processes involved in deducing and inducing 
probabilistic and logical inferences. 

Paris and Lindauer (1976) did three studies 
to demonstrate developmental improvement in 

inferential processing. In the first study, seven·, 
nine- and eleven-year-old children were read eight 
sentences that contained an instrument that was 
stated explicitly or implicitly. An example of a 
sentence was: "The workman dug a hole in the 
ground (with a shovel)." In a subsequent cued re· 
call test, younger children were able to recall the 
instrument only if it was stated explicitly in the 
sentence presented. Older chidren recalled the 
instrument whether it was stated implicitly or 
explicitly. The second study compared the effec· 
tiveness of implicit instrument cues for recall. 
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memory and use it to arrive at the entire sentence 
effectively. 

In the third study, children were read a 
list of ten sentences with explicit and implicit 
statements about instruments to seven-year 
olds. In addition to repeating the sentences, the 
children were also asked to act out each sentence 
involving the use of the imaginary instrument. 
In a subsequent memory test, both explicit and 
implicit statements about instruments were equally 
effective as retrieval cues. The procedure apparent
ly forced the children to process the sentences 
more thoroughly and to construct implied relation
ships in memory. This procedure resulted in a 
higher level of recall than in the first two studies 
and attested to the functional value of inferential, 
constructive processes in memory. 

The Role of Context and Elaboration 

Although all stimuli and behaviour are embedded 
in physical psychological contexts, experimental 
evidence suggests that adult understanding and 
retention depend on mapping relationships be
tween the new information and surrounding 
contextual cues (Bransford and Johnson, 1972; 
Chafe, 1972; Haviland and Clark, 1974; Jenkins, 
1974). Klein, Klein and Bortino (1974) have 
shown that sixth graders use context to determine 
word boundaries whereas fourth graders show 
less use of contextual cues. Although nine- and 
ten-year-olds can spontaneously map relations 
and draw inferences from the context, younger 
children must be directed or taught to use the 
context. 

Despite the limited number of studies 
regarding children's use of context cues to aid 
comprehension and memory, many research 
fmdings provide indirect support for the impor
tance of context in children's comprehension and 
memory. For example, in the fmding that elabo
ration enhances recall, the provision of elaborative 
relations by the experimenter dramatically im
proved memory for words. When children were 
directed to construct their own sentence elabora
tions, they generally remembered the words 
better than when the experimenter provided the 
elaborations (Reese, 1977). Providing a relational 
context expands the available information about 
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the stimuli and adorns the events with additional 
associations, relationships and cues. With increas
ing age, children become more proficient in 
employing their own elaborations to achieve 
recall with greater effectiveness. 

Improvement of Memory Over 
Extended Time Periods 

Empirical support for constructive cognition is 
derived from evidence of progressive changes in 
memory over time. Piaget and Inhelder (1973) 
summarized a number of pioneering studies 
investigating improvement in children's long 
term memory. A popular example of a Piagetian 
memory experiment is the seriated stick problem. 
At first the child is shown an array of seriated 
sticks ranging from tallest to shortest. A week 
later, the child is asked to reproduce the array 
from memory. A similar request is made six 
months or a year later. The five- or six-year-old 
child normally produces a non-seriated array at 
the first trial but usually gets them correctly 
seriated a year later. These fmdings of improved 
memory over time have been replicated in anum
ber of studies (Altemeyer, Fulton and Berney, 
1969; Furth, Ross and Youniss, 1974). 

One explanation for this improvement in 
long term memory is that as new information is 
acquired through experience over time, con
structive changes take place in the memory re
presentation. This concurs with Piaget's notion 
that the operative level of the child determines, 
in part, the developmental improvement in me
mory and is based on the belief that incoming 
information is actively incorporated with the 
memory representation and causes constructive 
changes in the stored information. Although 
this explanation is only a simplistic view of what 
really happens, the consistent finding that memory 
over time changes according to cognitive schematic 
changes is strong support for constructive trans
formations in memory and the interaction be
tween memory and other cognitive processes. 

The review of literature discussed so far 
provides overwhelming evidence that children and 
adults routinely perform cognitive transformations 
in attempts to comprehend and remember meaning
ful stinmli. Devices such as chunking, rehearsal, 
imagery, elaboration and use of context are 
different kinds of strategies that children can 
apply to situations in order to understand them 
and relate experiences to an existing cognitive 
schema. The constructive process is like a recursive 
mapping of an event on to the existing schema. Con
tinuous reorganization and reinterpretation occur 
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until the event is terminated and the individual 
scores the derived representation (Paris and 
Lindauer, 1977). Bartlett (1932) concluded from 
his studies that memory is a schematic process, 
people remember a general impression of a passage 
they have read and a few details; out of these com
ponents they constructed or reconstructed a 
version which they think is a fair representation 
of the original. 

Implications for the Teaching of Reading 

Psychologists engaged in memory research were 
on the whole not concerned with its implications 
for education, as much as they were concerned 
with trying to understand the mysteries of the 
human mind. As such, implications of memory 
research for the teaching of reading can only be 
extrapolated from the findings of the experiments 
conducted. 

The structure of memory as information
processing presents a very different view of the 
nature of learning from that which results from 
studying learning as building up associations in 
a stimulus-response interaction. Learning in an 
information-processing system is achieved through 
an active interaction with the environment. The 
understanding of a concept continues to be 
elaborated even though the concept may never 
directly be encountered again. As more informa
tion about the world is accumulated, the memory 
system's understanding continues to grow and 
become elaborated. 

The continual evolution of stored knowledge 
within the memory system has very profound 
effects on the way new information is acquired. 
It suggests that there must be a tremendous 
difference between the way a child and an adult 
learn. What implications has memory research for 
reading teachers? Teachers should realize that 
for a young child, each concept encountered has 
to be built up from scratch. A great deal of rote 
learning must take place during the initial con
struction of the "data" base. Understanding is 
only slowly elaborated as properties are accumu
lated, as examples are learned, and as the class 
relations in contextual mapping evolve. One of 
the axioms of instruction for concept development 
is that there is no substitute for direct experience. 
If we want children to really know about lions, 
we should take them to the zoo or, better still, 
to their natural habitat to observe lions in action. 
I will gladly agree that direct experiences enhance 
and enrich children's concepts, but at the same 
time, I will agree that the realities of classroom 
instruction make it impossible to rely entirely 
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on direct experience as a vehicle for concept 
development. When direct experiences are not 
possible, teachers should shift their emphasis 
towards searching for concepts already known to 
children and then developing new concepts from 
those that are known. In other words, comprehen
sion consists of relating the new to the known. 

Since understanding evolves through a com
bination of external evidence and internal opera
tions, teac)lers should realize that it is extremely 
unlikely that any two children will develop in 
exactly the same way nor possess the same con
cepts to represent the world they experience. 
The implication of this for classroom instruction 
is that in order to introduce reading to a young 
child successfully, the teacher should try to match 
the language of the book with the language of the 
child, thus encouraging the child's intelligent use 
of context. If reading materials are within familiar 
sentence patterns, that is, similar to those he has 
used in speech and writing, he will be able to 
comprehend them much more readily. In order 
to ensure that this parallelism can be accomplish
ed, reading teachers should utilize the child's 
experience stories and th<1Se of his peers as much 
as possible during the introductory stages in the 
reading programme. In other words, use the 
language experience approach to teach beginners 
to read. 

The use of children's experience stories or 
charts also enables the teacher to develop children's 
ability to construct logical sequential stories that 
describe events in their lives. Through discussions 
and questions during teacher-pupil conferences 
to elaborate on their stories, teachers can help to 
develop children's reconstructive memory for 
stories and this ability will be useful in helping 
them to comprehend better oral and written dis
course. 

Educators have pointed out that our primary 
school children are able to read word correct but 
most are unable to comprehend what is read. If 
this is true, then these children have difficulty 
learning from reading. From discussions with 
teachers in some junior colleges, this appears to 
be the problem for many students in pre-university 
classes as well. These students and those in the 
primary schools would seem to lack the ability 
to make inferences from what is read and integrate 
the inferred information to arrive at the informa
tion required. To counteract this, students should 
be taught to grasp both textually explicit and 
implicit meanings and to relate them by generaliza
tion. The inability to construct implied relation
ships would result in a lower level of recall, thus 
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affecting comprehension. Some may argue that 
the fault lies in the teaching and questioning 
techniques used. Few would disagree that 
the classroom teacher can help students improve 
if they improve their questioning techniques and 
create a classroom environment in which students 
know that it is not a sin to be wrong. However, 
it is not my intention to explore this hypothesis 
in this paper. 

Comprehension is active, that is, the reader 
cannot help but interpret and alter what he reads 
in accordance with prior knowledge about the 
topic under discussion. Comprehension is not 
simply a matter of recording and repeating ver
batim what has been read, but involves a great 
deal of inference making. Comprehension is a 
dialogue between the author and the reader, and 
hence we interpret statements according to our 
perception of what the author is trying to do -
inform us, persuade us or direct us. 

Conclusion 

Reading as information-processing behaviour has 
not given us that much new information. Its real. 
contribution to the teaching of reading is found 
in the integration of scientific information from a 
wide variety of sources and the organization of 
these data into a coherent concept of reading 
which furthers one's understanding of how children 
read and in turn helps us understand how we as 
teachers may better help them. 

The investigation into constructive processes 
should have some implications for the teaching of 

reading. Educators and psychologists believe that 
reading is a manifestation of all the skills of 
thinking. In the past, the teaching of reading 
has often been concerned with sound-symbol 
(phoneme-grapheme) correspondences in decoding 
the printed word. In more recent approaches, such 
as the language experience approach, it is argued 
that reading is greatly dependent on semantic 
and inferential processes (Stauffer, 1969). Success
ful comprehension and memory during reading 
depend on reorganization, inference and evalua
tion of the meaningful relations described. Horn 
(1937) described this process in the following 
way: 

The author . . . does not convey ideas to 
the reader; he merely stimulates him to 
construct them out of his own experience. 
If the concept is already in the reader's 
mind, the task is relatively easy, but if, as 
is usually the case in school, it is new to the 
reader, its construction more nearly ap
proaches problem-solving than simple asso· 
ciation (p. 154). 

Learning to read does not • occur simply as an 
information-processing act isolated from the 
dramatic effects of the child's emotions, attitudes, 
personality, motivation, attention, and cultural 
and language backgrounds. Memory research 
will bring us new insights into the learning process, 
but it does not deal with human interrelationships 
present in the teacher-pupil interaction which I, 
for one, believe are of utmost importance for a 
child's success in school. C 
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Book Reviews 

Mathematics to Sixteen 1 

Boult, R.L. and Reynolds, C 
London: University Tutorial Press, 1977 
215 pages 
Fong Ho Kheong lnsttrute of Education 

Mathematics to Sixteen I provides a modern 
course in Mathematics for secondary pupils of 
average ability. They cover most of the topics of 
the present 'D' Syllabus for the GCE '0' level 
examination. 

The book consists of 22 chapters on sets, 
number, money and le11gth, angles, factors and 
multiples, fractions, decimals, pictures for data, 
parallel lines and angles, area and volume 1, long 
multiplication and division, scale diagrams, draw
ing triangles, fraction 2, decimals 2, proportion 
and averages, letters for numbers, equations, 
matrices for data, co-ordinates, area and volume 
2, and solids. 

A review of the contents of this book shows 
that the authors have applied the integrated ap
proach in the schedule of the contents. The topics 
are arranged from simple to more difficult ones. 
This arrangement will definitely help the weaker 
students who are brought from primary to secon
dary level. Revision papers are set to help pupils 
with recapitulation before they move on to the 
next stage. There are altogether 20 revision papers. 

For each topic, sufficient exercises are set 
for the pupils to work through. The exercises 
range from simple to more complicated ones. 
There are also a variety of examples which are very 
suitable for average pupils. However, the text of 
this book is too brief and the authors merely sum
marize the main points of each topic. Worked 
examples are not sufficient. The authors cater for 
the average pupils in their use of language but 
fail to provide sufficiently full explanations to 
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enable the pupils to read and understand the more 
abstract parts of the topics. 

There is a big contrast in the chapters on sets 
and fractions. Set is a new topic for secondary 
pupil:: while the pupils have some experience with 
fractions. However, the chapter on set is presented 
briefly while the chapter on fractions is presented 
in great detail. 

The latest conventions in the usage of deci
mals, commas and spaces are not followed in this 
book. For example, four thousand is written as 
4000 or 4,000 instead of 4 000. A space should 
be used instead of a comma for every 3-digit 
interval. In the chapter on decimals, a decimal 
point should be placed slightly above the base. 
For example, "three-point four" should be written 
as 3·4 instead of 3·4. This conversion is not made 
use of in this book. 

In the chapter on parallel lines and angles 
(Chapter 9), variables are made use of to repre
sent angles. However, variables are used to repre
sent numbers and not angles. For example, the 
angle A should be written as 'a0 ' instead of 'a'. 

Generally, I feel that this book is good as a 
reference book for teachers. The reason is that 
the authors have put in a great deal of effort in 
setting a great variety of examples for the exer
cises for each topic. This will provide pupils with a 
wider experience in practice. This is also a good 
book for revision. However, as already stated, 
the text is too brief to be suitable for pupils to 
read. 

65 



The World of the Gifted Child 

Vail, Priscilla L. 
New York: Walker and Company, 1979 
202 pages 
L.M. Then Institute of Education 

Much has been written about the gifted child, 
especially about identification and programmes 
for this category of children. There is abundant 
research on the subject, its importance being 
recognized by academic institutions and govern
ments as shown in the special provision being 
made for such children. However, if one does not 
want to get bogged down by heavily intellectual fare 
or details such as statistics or figures, but instead 
is booking for treatment on the subject that is 
useful and practical and at the same time brings 
in the human and personal element, Vail's book 
is the answer. 

Parents of gifted children, teachers who 
may have such children in their class and the 
authorities who have to make decisions about 
education involving gifted children should be able 
to benefit from reading this book. The author 
shows understanding and perception because of 
her own experiences as the mother of a gifted 
child and a teacher of children with special educa
tional needs, both gifted and slow. Written thus 
from a personal perspective, the book acquires 
authenticity by virtue of the trauma and satisfac
tion that the author experienced as a parent in 
raising a gifted child. Her background in the 
teaching of such children has also contributed 
to her grasp of the problems and enrichment 
activities necessary to help such children both 
at home and at school. 

Throughout, the plea is for understanding 
and sympathy. Egalitarian ideals and certain 
misconceptions about the gifted prevent these 
children from getting the attention and help 
they need. For example, people tend to think 
that children who are gifted can fend for them
selves, they don't need as much emotional sup
port, they need more intellectual challenge, or 
aesthetic challenge, depending on the nature of 
their gift. In fact, the author asserts that dealing 
with the gifted is very much "like dealing with the 
learning-disabled" as they encounter problems 
similar to those of the latter group, such as isola
tion and insecurity. 
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When giftedness is indeed recognized, there 
is an imbalance in the way the children are treated. 
What they need most is being accepted as whole 

persons, by all means provide opportunities for 
the nurture of their special gifts, but the author's 
first plea is to "see the gifted child primarily as 
a developing child" for whom the element of 
emotional and social growth must not be neglected 
in the eagerness to develop his talents. She is 
firmly against simply providing for vertical growth 
in school or acceleration, particularly any kind 
of provision that segregates the child from growing 
up with others of his own age group. 

Part I on who the gifted are may be dis· 
appointing for those readers who expect more 
information and an identification of actual mea· 
sures of giftedness. The author has restricted 
herself to the weaknesses in the identification 
by the U.S. government of the five categories 
of giftedness - intellectual, creative, leadership, 
visual and performing arts and psychomotor. She 
has identified nine traits of the gifted mind and 
the comments for each can be helpful for recog
nizing the symptoms of giftedness. She suggests 
thinking in terms of clusters of traits rather than 
a definite number of traits. Her own experience 
has led her to doubt the infallibility of IQ test 
scores and measurements and to fall back more 
upon perhaps subjective means of identifica· 
tion - relying on observation, that of the teacher, 
parents and peers and on common sense. 

The difficulty of identifying the gifted is 
stated, both school and government cannot be 
wholly relied on in this task. To illustrate the 
complexity, she cites 3 cases of gifted children 
who are not like ordinary gifted children, they 
"come in disguise and are hard to recognize", 
there are gifted but disabled children who may 
have a learning disability or a chronic illness, or 
because of poverty, feel trapped and are unable 
to react as other gifted children. She also refers 
to famous names, Winston Churchill, Thomas 
Edison, Albert Einstein, etc., people who were 
held back by problems with visual association and 
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~were consequently slow to read, write or verbalize. 
i Part II on how the gifted live discusses the 

child's family, friends and world in one chapter 
and the school in the second chapter. The first 
chapter may satisfy those who look for principles 
and practical advice on how to live with and deal 
with the gifted. The message is emphatic and 
repeated: treat the child as a human being. Here, 
her personal experiences and concern are reflected, 
"Give and Take", the title of the chapter, sums up 
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her approach for a harmonious and growing relation
ship and an environment conducive to the expan
sion and enrichment of the child's world. 

The chapter on the school suggests the 
ideal - "a goodness of fit" between the gifted 
child and the school. The author starts off with 
instances of fit where the child fits into the school 
programme but within which adaptations are made 
to allow for the development of his talents in or 
out of school. But there are cases of mismatch and 
the fault may lie with the school or the parents. 

In the rest of the chapter, she brings out the 
inadequacies of the two main means of identifying 
the gifted used by schools - marks and the avail
ability of funds, talks briefly about the teacher, 
particularly the attitudes he should have in dealing 
with the gifted child, and discusses the three 
approaches to the education of gifted children -
acceleration, segregation and enrichment. The 
latter discussion on the approaches is mainly 
descriptive, useful for the layman who wants 
a quick overview of the kinds of approaches 
adopted in the education of gifted children. 

Part III on what else the gifted need should 
be read by both parents and teachers. Though not 
comprehensive nor exhaustive, this section offers 

School Can Wait 

Moore, R.S. eta/. 

many varied ideas on solo activities and group 
ideas. There is practical information on institu
tions or agencies to contact for materials and 
professional help besides specific information 
about games, puzzles and various activities that 
parents or teachers can organize for or engage in 
together with the child. An appendix has further 
information on publishers, publications, agencies 
and simulation games. The contents of Part III 
are a blend of helpful, constructive ideas and infor
mation the utility of which may be questioned. 
The author appears sometimes to be simply enu
merating possible activities without elaboration 
or picking on random activities. Perhaps the task 
she has set herself recommending a programme for 
the gifted, even if supplementary, not primary, 
fare as she has indicated, is overambitious. In a 
separate chapter on stories, she recommends 
reading aloud as an ideal way to help enrich a 
child's internal language and follows this up with 
specific titles and summaries of patterns or catego
ries of reading for the gifted. Her selection is wide 
and varied and may not be acceptable to everyone. 

The book ends with a fmal chapter on "The 
Gifted Speak" in which the background and expe
riences of a cross section of gifted people of all 
ages are given followed by their identification of 
their three wishes. Like the personal anecdotes 
recounted earlier, these are interesting and illumi
nating, offering some refreshing insights into how 
the gifted think and view the world. On the whole, 
the book is both instructive and entertaining 
because of the author's personal involvement in 
the world of the gifted, her knowledge and her 
facility with language. 
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Those of us who are concerned with the beha
vioural problems of young children and their 
lack of motivation resulting in losses in learning 
ability will fmd this book an important and urgent 

\piece of research for our times. According to the 

\

, authors who are specialists in the fields of develop
mental and learning pscyhology, neurophysiology, 

, psychiatry, early childhood education, parenting 
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and public policy, we are losing ground academi
cally and behaviourally in the education of our 
children . 

We often overlook the powerful and dyna
mic interactions which affect the many facets of a 
young child's development, learning and fulfilment 
as an adult. However, these are the very factors 
which are found to be the common denominators 
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of school achievement and later accomplishment. 
This highly documented text, the result of pain
staking research, examines diverse studies, theo
ries and past and current literature in the field and 
seeks to identify the underlying causes of the ever
increasing number of children who are in distress 
and in need of help. 

With current trends towards early schooling 
and out-of-family care, we see more and more 
children being placed in institutional settings with 
the attendant transfer of both parental responsi
bility and authority to the state and other agencies. 
Drawing upon research-based data, the writers 
emphasize that whenever possible, parents should 
be the regular care-givers and "teachers" until 
their children are at least eight or ten years of age 
in the secure and supportive environment of the 
home. Unnecessary out-of-home care may endanger 
the child in his allround development - socially, 
emotionally, behaviourally and even academically. 
The authors therefore warn parents against relin
quishing their responsibility and authority during 
their children's crucial and formative years. It 
is further stressed that the "unbroken continuity 
of parental attachment" provides the necessary 
and important foundations for the child's satisfy
ing personal development and school success. 

Key points for early childhood education 
include the following: 

the parents rather than the school are the 
prime agents in the positive socialization of 
most young children, 
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neurophysiological factors are crucial in assess- r 
ing timing for early education, 
the concept of the "integrated maturity level" 
(IML) should provide sound evidence of school 
readiness, 
the multidisciplinary approach to problems of 
early childhood education suggests solutions 
for some of the current dilemmas in the field. 

There is a separate section on early reading as 
this area has been and still continues to be the 
focus of much literature and research on the 
education of the young. Studies have shown that 
pressurizing a young child to read early may do 
more harm than good. Where youngsters are con
cerned, the philosophy of reading accomplish
ment should not be a question of learning to 
read or reading to learn but more importantly, 
reading for the sheer joy and pleasure of reading 
- reading that is meaningful and satisfies the child's 
curiosity about the world around him. 

Although this excellent text, by its very 
nature, is addressed to the specialist in early 
childhood development and learning, it will be 
useful to readers who have a special interest in 
young children and their welfare. The abundance 
of synopses, examples and suggestions supporting 
major points makes the book both practical and 
illuminating. e 
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