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FOREWORD
The Office of Education Research (OER) 

as the National Institute of Education’s 
(NIE) key education research arm, has been 
committed for the 12 years it has been in 
existence to leading NIE’s efforts in providing 
research on education that is timely and 
relevant to Ministry of Education (MOE) 
officials, policymakers in government and 
even other ministries working on related 
issues. 

The aim of the Local Evidence Syntheses 
(LES) Series is to make the results of our 
research available in a concise and digestible 
manner to inform policy formation, programme 
design and pedagogical practice in the 
education realm in Singapore. It does this by 
synthesising our research that is funded by 
the Education Research Funding Programme 
(ERFP) according to key themes of domestic 
interest and according to how they contribute 
to their specific fields of research. Key insights 
are distilled from the jargon and academic-
speak that can sometimes make academic 
publishing opaque and inaccessible. As an aid 
to the reader, a glossary of terms is included 
in this LES. Future directions are also sought 
from authors to suggest what we can do or 
look out for in order to bring our education 
system to the next level. 

Professor David Hung
Dean, Office of Education Research
National Institute of Education
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and values) that they learn (relearn and 
unlearn) are fundamental to preparing them to 
successfully meet the challenges of the future, 
both in the work environment and in their lives 
more broadly. In view of its alignment with 
the Learn-for-Life movement, the Four Lives 
Framework for Purposeful Learning is used as 
a framework in this synthesis. 

The Four Lives Framework specifically 
proposes that purposeful learning comprises 
of the following conceptually distinct but 
related dimensions:

Life-Long Learning, which highlights the 
need to provide students with learning 
experiences that allow them to develop their 
(a) knowledge and dispositions, including the 
breadth and depth of knowledge and learning 
dispositions that ensure the continuous 
updating of knowledge across one’s life 
span (e.g., curiosity, determination to learn, 
and flexible approaches to learning); (b) 
process and design skills, including learning 
and innovation skills (e.g., creativity, critical 
thinking, communication and collaborative 
skills), information, media, and technology 
skills (e.g., literacies in information, media, 
and info-communication), and life and 
career skills (e.g., social and cross-cultural 
skills, leadership skills and initiative); and (c) 
metacognition, including awareness of one’s 
thinking and learning (e.g., knowing one’s 
strengths and limitations and knowing what 
needs to be done to learn effectively).

Life-Wide Learning, which highlights 
the need to design learning opportunities 
that enable students to develop their (a) 
adaptability and transferability across context, 
including the capacity to transfer their learning 
across topics and subjects within formal 

INTRODUCTION
The 21st century presents unprecedented, 

complex challenges and, at the same 
time, a myriad of opportunities for individuals’ 
development in personal and social areas. 
Technological advancements and accelerating 
globalization have become key forces that 
drive rapid change in the ways people study, 
work, socialise, and communicate. With the 
overarching goal of preparing students to 
adapt to, and thrive in, an uncertain and fluid 
future, the Ministry of Education embarked on 
the “Learn for Life” movement (MOE, 2018). 
As stated by Mr Ong Ye Kung in the 2018 
Work Plan Seminar, “Learning for Life is a 
value, an attitude, and a skill that our students 
need to possess”, and it is fundamental in 
ensuring that education remains an uplifting 
force in society” (MOE, 2018, para. 17). 
Thus, the movement places students and 
the development of their competencies and 
dispositions at the heart of its policy and 
practice. 

In alignment with the Learn-for-Life movement 
is the “Four Lives Framework for Purposeful 
Learning” (Koh & Hung, 2018; Kwek, Hung, 
Koh, & Tan, 2017) comprising life-long, life-
wide, life-deep, and life-wise learning. The 
framework was put together in response to 
calls from major international organizations 
to support widely anticipated 21st century 
learning needs (OECD, 2018; UNESCO, 
2015). Thus, the Learn-for-Life movement 
(MOE, 2018) and the Four Lives Framework 
(Koh & Hung, 2018) are in agreement in 
terms of goals for preparing students to be 
future-ready and in spelling out the vision and 
policy scope of holistic education. According 
to the framework, when students engage in 
purposeful learning, the competencies (skills 
and knowledge) and dispositions (attitudes 
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learning, and between formal and informal 
learning; (b) multiple perspectives, including 
the capacity to take multiple perspectives 
so that what is learned can be applied to 
resolve real-world tasks and problems that are 
complex and multidimensional in nature; and 
(c) interdisciplinary understanding, including 
the capacity to integrate knowledge and 
approaches from diverse disciplines to solve 
tasks and problems.

Life-Deep Learning, which highlights the need 
to provide learning experiences that allow 
students to develop their (a) deep disciplinary 
and conceptual understanding, including 
the acquisition of deep understanding of the 
concepts and methods of the disciplines that 
they learn; (b) mastery, autonomy and purpose, 
including the identification of purpose behind 
students’ learning such that they find learning 
meaningful and become autonomously 
motivated to develop their mastery; and (c) 
adaptive expertise, including the capacity to 
develop flexibility in solving novel problems 
beyond using their routine problem-solving skills.

Life-Wise Learning, which highlights the need 
to design learning opportunities that enable 
students to develop their (a) values, morals, 
and character, including the capacity to make 
moral decisions and do what is right not only 
for themselves but also for others and the 
community; (b) practical wisdom, including the 
flexibility to know when to improvise when faced 
with ethical dilemmas (i.e., knowing “the right 
way to do the right thing”); and (c) historical 
empathy, including the capacity to make 
decisions and determine actions informed by the 
understanding of people, society, and culture.

Furthermore, the Four Lives Framework maintains 
that, to be effective life-long, life-wide, life-

INTRODUCTION
deep, and life-wise learners, students should 
have the ability to regulate their emotions, to 
maintain social relationships, and to manage 
their well-being. To this end, they need a 
safe and supportive learning environment 
where they can express themselves freely 
but respectfully, and where they have the 
opportunities to try, fail safely, be able to pick 
themselves up again and be resilient.

The competencies and dispositions embodied 
in the Four Lives Framework are well aligned 
with those in the enhanced Character and 
Citizenship Education (CCE) curriculum 
frame (hereafter, CCE 2021). CCE 2021 is 
formulated with the aim to develop Singapore 
students in four key areas: (a) good character, 
(b) resilience and social-emotional well-being, 
(c) future readiness, and (d) active citizenship. 
CCE 2021 entails a direct link to the Framework 
of 21st Century Competencies and Student 
Outcomes, which highlights 21st century 
competencies (21CCs) (civic literacy, global 
awareness, and cross-cultural skills; critical 
and inventive thinking; and communication, 
collaboration and information skills) and 
social-emotional competencies (SECs) 
(self-awareness, self-management, social 
awareness, relationship management, and 
responsible decision making). The teaching 
and application of SECs are grounded in 
values including respect, responsibility, 
resilience, integrity, care, and harmony. Thus, 
these values are enacted through SECs and 
21st CCs.

Further, CCE 2021 highlights the importance 
of nurturing a sense of purpose as an inner 
or psychological catalyst for young people 
to meaningfully express their values and 
interests, apply their strengths and talents 
and, in turn, experience meaning in life (see 
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What curricular, pedagogical, and assessment 
approaches foster the development of Learn-
for-Life competencies and dispositions? And 
(3) what can teachers do to create learning 
environments and experiences that contribute 
to the development of students’ Learn-for-
Life competencies and dispositions? The 
key insights presented in this synthesis are, 
therefore, organised into the following three 
major sections:

1. Students’ Learn-for-Life competencies 
and dispositions are linked to their 
school experiences and perceptions 
of the relationships they have with 
teachers, parents, and peers.

2. Coherent and well-aligned curricular, 
pedagogical, and assessment 
approaches with well-defined focus 
on intentions and outcomes foster 
the development and sustainability 
of Learn-for-Life competencies and 
dispositions.

3. The quality of students’ learning 
environment influences the 
development of their Learn-for-Life 
competencies and dispositions.

The studies can be broadly summarised as 
follows:

•	 32 ERFP-funded projects and 2 
MAF-funded studies.

•	 17 of these studies were Tier 1,  
16 were Tier 2, and 1 was Tier 3 (See 
Figure 1).

•	 11 studies were from the 2nd tranche 
of the ERFP and 23 from the 3rd 
tranche of the ERFP. 

Student Development Curriculum Division, 
2020 for detailed account of CCE 2021). 
Together, the Four Lives Framework and 
CCE 2021 share similarities in terms of the 
competencies and dispositions that they 
seek to nurture and develop in students. 
In this synthesis, the term “Learn-for-Life 
competencies and dispositions” is used to 
represent a broad array of skills, knowledge, 
attitudes, and values that are important for 
flourishing and thriving in the 21st century.

In view of the current educational goal of 
preparing Singapore youths to adapt to 
current complex challenges and changes, 
this synthesis seeks to integrate findings from 
Education Research Funding Programme 
(ERFP) and MOE Academic Fund (MAF) 
projects undertaken in the second (2008–
2012) and third tranches (2013–2018) of 
funding. This synthesis specifically aims to (a) 
underscore important insights on Learn-for-
Life competencies and dispositions nurtured 
in Singapore students as drawn from earlier 
studies, (b) highlight educational policy 
implications of such findings, and (c) identify 
future research areas and provide direction 
on how Learn-for-Life competencies and 
dispositions of Singapore students can be 
further fostered. 

Overview	of	the	Synthesis	
This document synthesises 34 studies (See 
Annex A for a full list of projects covered.) 
that have assessed, developed, or evaluated 
ways to nurture Learn-for-Life competencies 
and dispositions among the diverse student 
population in Singapore. The synthesis was 
guided by the following three questions: (1) 
What is the nature of Singapore students’ Learn-
for-Life competencies and dispositions? (2) 

INTRODUCTION
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• Representing a total of 
$11,022,213.80 in funding.

•	 12 of the studies were Exploratory, 6 
were Explanatory, 6 were Intervention, 
3 were Baseline, 3 were Baseline 
and Exploratory, and 1 study each 
was categorised as “Experimental, 
Intervention and Exploratory”, 
“Intervention and Experimental”, or 
“Evaluation and Experimental”. 

• A majority of the studies involved 
students (30), followed by in-service 
teachers (3), and NIE student teachers 
(1) as participants.

• Among the studies with student 
samples, 15 involved secondary 

INTRODUCTION
students, 5 involved primary 
students, 6	involved both secondary 
and primary students, 1 involved both 
primary and pre-school students, 1 
involved pre-school students, and 1 
involved pre-U students. 1 study did 
not explicitly state the educational 
level of its student participants.

•	 8 of the studies involved students 
referred to as “low-progress 
learners” at the secondary school (6) 
and primary school (2) levels.

Figure 1. Types and tiers of studies.
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promoting their academic skills, motivational 
beliefs (e.g., self-efficacy, achievement goals), 
and performance, and vice versa.  

While other studies (S8, S17, S21, S33) 
did not explicitly address the five SECs, 
they did examine conceptually relevant 
constructs, especially self-awareness and 
self-management. S8, for example, studied 
3,000 secondary school students and 
identified both positive and negative self-
regulated learning (SRL) profiles. Students 
with a positive SRL profile tended to have 
an incremental belief in ability, autonomous 
motivation, positive self-efficacy; favourable 
valuing of school and subjects; positive 
emotional experiences (enjoyment, pride); and 
more active, approach-oriented, and on-task 
learning strategies. Students in a negative 
SRL profile, by contrast, tended to have a fixed 
belief in ability, controlled motivation, and 
more passive, avoidance-oriented, and off-
task learning strategies; as well as negative 
emotional experiences (anxiety, boredom). 

In a study focusing on students’ beliefs 
about ability, S33 found correlational and 
experimental evidence showing that students’ 
growth mindset of intelligence predicted 
greater interest and science-related learning 
goals which, in turn, predicted higher grades 
in these subjects. Thus, a growth mindset of 
intelligence indirectly predicted higher science 
grades because of its effect in promoting 
students’ interest in science-related subjects. 
Adopting a growth mindset can be viewed as 
a source of lifelong learning motivation. 

KEY INSIGHTS

Based on findings of studies relevant to this 
major theme, the following six insights were 
surfaced. 

Insight 1a: Students’ social emotional 
competencies are relevant to their 
academic skills, beliefs, emotions, and 
performance

Several studies (S4, S5, S8, S17, S21, S33) 
have demonstrated that students’ Learn-
for-Life competencies and dispositions are 
associated with their individual attributes and 
their performance in curricular domains. For 
example, in a study of 584 Primary 4 students, 
S4 found that the five domains of students’ 
SECs (i.e., self-awareness, social awareness, 
relationship management, self-management, 
and responsible decision-making) significantly 
predicted their academic metacognitive skills 
which in turn predicted their English, Science, 
and Mathematics achievements. Further, 
S4 showed self-efficacy, effort goals, and 
“performance” or grade goals were positive 
correlates of the five SECs, whereas work-
avoidance goals was a negative correlate of 
the SECs of relationship management and 
responsible decision making. 

Expanding on S4, based on a sample of 975 
lower secondary school students, S5 revealed 
that, besides metacognition, the students’ 
self-efficacy, effort goals, ego goals, and work-
avoidance goals mediated the relationships 
between SECs and academic achievement. 
Findings of both S4 and S5 suggest that 
fostering students’ SECs has the potential of 

Insight	 #1:	 Students’	 learn-for-life	 competencies	 and	 dispositions	 are	
linked	 to	 their	 school	 experiences	 and	perceptions	 of	 the	 relationships	
they	have	with	teachers,	parents,	and	peers
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Taken together, students’ SECs appear to be 
relevant predictors of their cognitive, affective, 
and behavioural academic attributes, as well 
as achievement in academic domains. These 
academic attributes are themselves mutually 
related. 

Insight 1b: Student differences in Learn-
for-Life competencies and dispositions 
are associated with their participation in 
interest-based activities and the motivation 
underlying such participation 

Participation in interest-based activities, such as 
co-curricular activities (CCA) and other school-
organised activities, is important in developing 
Learn-for-Life competencies and dispositions. 
Two studies (S14, S26) uncovered the potential 
link between this participation and Learn-for-Life 
competencies and dispositions. S14, for example, 
showed that primary school students who did 
not partake in a CCA reported lower scores on 
a wide range of Learn-for-Life competencies 
and dispositions (school belonging, academic 
resilience, educational aspiration, self-confidence, 
lifelong learning, teamwork skills, and society-
oriented future goals) than did those who chose 
to participate in sports-related CCAs. These 
differences, which were found at the beginning of 
the school year, showed that students who opted 
not to partake in a CCA had a different profile of 
Learn-for-Life competencies and dispositions 
than those who chose to be involved in sports-
related CCAs, possibly suggesting a systematic 
self-selection in CCA participation in view of the 
non-compulsory nature of CCA at the primary 
school level.

KEY INSIGHTS

Unlike in primary schools, CCA participation 
in secondary schools is compulsory in 
that students are required to participate 
in at least one CCA. S14 found students in 
sports-related CCAs reporting lower school 
belonging and class participation than those 
in club-and-society-related CCAs. Further, 
students in club-and-society-related CCAs 
reported higher prosocial behaviours and 
lower hyperactivity as well as conduct and 
peer problems than students in other CCA 
categories (sports-, arts-, and uniformed 
group-related CCAs). These differences, 
which were observed at the end of the school 
year, and were not found at the beginning of 
the school year, pointed to the potential role 
of club-and-society-based CCA participation 
in facilitating changes in such attributes.  

Importantly, many Learn-for-Life 
competencies and dispositions examined 
in S14 were associated with students’ 
autonomous motivation in CCA participation, 
which in turn, was linked to the duration (the 
number of years) of their CCA participation 
and whether or not the CCA they joined was of 
their choice. The finding that students’ Learn-
for-Life competencies and dispositions were 
linked to their experiences in interest-based 
activities found in S14 is substantiated by S26 
which showed that students’ flow experience 
during their rehearsal and performance 
in school-organised band activities were 
associated with the four Cs of 21st CCs 
(creativity, critical thinking, communication, 
and collaboration).

Insight	 #1:	 Students’	 learn-for-life	 competencies	 and	 dispositions	 are	
linked	 to	 their	 school	 experiences	 and	perceptions	 of	 the	 relationships	
they	have	with	teachers,	parents,	and	peers
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• No-Orientation (17.50%), reporting 
low scores on self- and other-
oriented goals; and 

• Self-Focused (15.43%), adopting 
primarily self-oriented goals.

These groups of students appeared to 
systematically differ in terms of the social 
support (e.g., being provided advice, being 
taken care of) that they perceived they 
received from teachers and parents. Relative 
to the No-Orientation cluster, the Self- and 
Other-Focused group reported higher support 
from teachers and parents. Further, the more 
the students believed they had found some 
amount of meaning in their lives, the higher 
their life satisfaction was. In contrast, the 
degree to which students were still searching 
for meaning was linked to lower levels of life 
satisfaction.

In view of their developmental stage, it is not 
surprising that all the four purpose groups in 
S15 reported significantly higher mean scores 
for “search for meaning” than “presence 
of meaning”, and that around 18% of the 
adolescents in the study showed “no clear 
purpose”. The latter is broadly aligned with 
a finding of S21 that showed around 15% of 
its sample of primary school students who 
appeared to lack a clear reason for studying 
compared to their peers who tended to be either 
extrinsically driven (e.g., parents being proud, 
leading a good life in future) or intrinsically 
driven (e.g., enjoyment in studying). 

Taken together, these studies point to the 
importance of interest-based activities and 
the quality of students’ motivation and 
experience in such activities as catalysts 
for the development of their Learn-for-
Life competencies and dispositions. The 
more engaging the activities and the more 
intrinsically motivated the students are in 
their interest-based activities, the more likely 
that the students reap the benefits of such 
participation and develop their Learn-for-Life 
competencies and dispositions. 

Insight 1c: Student differences in Learn-
for-Life competencies and dispositions 
are associated with their perceptions of 
teachers’ and parents’ support

Several studies (S8, S14, S15) have highlighted 
the important role of teachers and parents in 
development of Learn-for-Life competencies 
and dispositions in that students with greater 
perceived support reported higher levels of 
these competencies and dispositions than 
those with lower perceived support from 
their teachers and parents. S15, for example, 
identified four clusters of 15- and 16-year-old 
adolescents based on their reported sense of 
purpose:

• Self- and Other-Focused (45.23%), 
adopting both self-oriented goals 
(e.g., be successful) and other-
oriented goals (e.g., help others); 

• Other-Focused (21.84%), adopting 
primarily other-oriented goals; 

Insight	 #1:	 Students’	 learn-for-life	 competencies	 and	 dispositions	 are	
linked	 to	 their	 school	 experiences	 and	perceptions	 of	 the	 relationships	
they	have	with	teachers,	parents,	and	peers

KEY INSIGHTS
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Two other studies (S8, S14) also highlighted the 
importance of adults in facilitating development 
of Learn-for-Life competencies and dispositions. 
S14, for example, showed stronger relationships 
between students’ autonomous motivation 
in CCA participation and lifelong learning and 
society-oriented future goals among students 
who perceived their CCA instructors as more 
autonomy-supportive than among those who 
did not.

Together, students’ Learn-for-Life competencies 
and dispositions, especially sense of purpose 
and reasons for studying, appear to be an 
important area that policy makers and curriculum 
developers need to focus on, especially given 
their link to the well-being of the students. In this 
regard, the support that youths receive from key 
adults (e.g., teachers, CCA instructors, parents) 
play a key role in promotion of such Learn-for-
Life competencies and dispositions and should 
therefore be an area of focus.

Insight 1d: Students’ use of ICT is linked 
to their mental health and quality of 
relationships with parents

Two studies (S2, S7) demonstrated the 
relationships between adolescents’ use of 
information and communications technology 
(ICT) and their cyber wellness, specifically 
mental health and social well-being. S7 adopted 
a longitudinal design over a period of one year 
and found that students who stopped risky 
internet activities (e.g., online self-disclosure, 
online sexual behaviours, offline meetings, cyber 

KEY INSIGHTS

victimization) reported lower anxiety and 
depression; more positive perceptions of home 
environment, better parental communication, 
and greater parental attachment. In contrast, 
students who were engaged in risky online 
activities/behaviours experienced increases 
in anxiety and depression, and perceived 
parental control compared with those who 
stopped or were never being risky. 

S7 also found that students who became 
pathological internet users reported increases 
in anxiety, depression, and loneliness, whereas 
those who stopped being pathological internet 
users and those who remained non-pathological 
reported decreases in each of these mental 
health indicators. Students who stopped being 
pathological internet users reported decreases 
in online social comfort and perceived parental 
control, and an increase in parental attachment 
than those who became pathological internet 
users and those who were never pathological 
internet users. 

In another study, S2, found that adolescent 
gamers who were patients at Child Guidance 
Clinic (CGC) visited Local Area Network 
(LAN) centres more frequently and reported 
higher levels of impulsivity but lower levels of 
emotional awareness, emotional regulation, 
goal setting, empathy, and social competence 
than school students who were gamers. 
Further, the CGC gamers also reported 
experiencing more family conflicts and poorer 
relationships with their parents than did the 
school gamers. 

Insight	 #1:	 Students’	 learn-for-life	 competencies	 and	 dispositions	 are	
linked	 to	 their	 school	 experiences	 and	perceptions	 of	 the	 relationships	
they	have	with	teachers,	parents,	and	peers
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potential role that the school curriculum and 
classroom climate play in these differences. 
This evidence is derived from a sample of 
over 3,000 Secondary 3 students across 
various streams (Integrated Programme [IP], 
Express, Normal Academic [NA], Normal 
Technical [NT]). Although there was a general 
trend that students tended to see the role 
of citizens as encompassing personally-
responsible behaviours (e.g., knowing the 
country’s history, respecting government 
leaders, voting in national elections) more so 
than participatory behaviours (e.g., engaging 
in political discussions, joining a political 
party, participating in activities to promote 
human rights), the boys and ethnic-minority 
students scored higher than the girls and 
ethnic-majority students, respectively, on both 
conceptions of citizenship. Further, compared 
with students with lower socioeconomic 
status (SES) and lower prior achievement, 
students with higher SES and higher prior 
achievement, respectively, reported lower 
scores on conceptions of participatory 
citizenship. 

Aligned with the students’ conceptions of 
citizenship, S1 also showed that students 
expected that in the future as adults, they 
would engage in conventional behaviours (e.g., 
voting in national elections, joining a political 
party, getting information about candidates 
before voting in an election, writing letters to 
the press about social or political concerns; 
being a candidate for an election) rather than 
social-movement behaviours (e.g., collecting 
money for a social cause, collecting signatures 

Using the Pathological Video Gaming Scale 
as a tool to determine gamers’ pathological 
status, S2 also found that pathological gamers, 
on average, spent about 36 hours/week on 
gaming compared with only 21 hours/week 
spent by non-pathological gamers. Pathological 
CGC gamers were also found to have higher 
levels of problematic symptoms such as sleep 
deprivation, neglect of school responsibilities, 
and approval of aggression than non-
pathological gamers. Most of the students in the 
pathological sample had ADHD as diagnosed 
by clinicians, or as indicated by parents or 
their self-reports. (note: only clinicians can 
‘diagnose’). As the study was cross-sectional 
and non-experimental, however, the causal 
relationship between pathological gaming and 
ADHD cannot be established.   

Interestingly, pathological gamers reported 
higher satisfaction with their autonomy, 
competence, and relatedness needs 
through gaming, although they reported less 
satisfaction with their home living conditions. 
It appeared that video gaming was a coping 
strategy for these pathological gamers in that 
pathological video gaming is likely to be a 
symptom developed as a result of a lack of 
adequate competencies in self-management 
and relationship management.

Insight 1e: Students’ differences in their 
civic attributes are associated with their 
perceptions of school curriculum and 
classroom climate

One study (S1) highlighted Singapore students’ 
differences in their civic attributes and the 

Insight	 #1:	 Students’	 learn-for-life	 competencies	 and	 dispositions	 are	
linked	 to	 their	 school	 experiences	 and	perceptions	 of	 the	 relationships	
they	have	with	teachers,	parents,	and	peers

KEY INSIGHTS
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for a petition, volunteering time to help the poor 
or elderly people in the community, participate in 
a non-violent [peaceful] protest march or rally).

S1 also pointed to the specific groups of 
students for whom strengthened curriculum 
and classroom climate appeared to be of 
greater priority. Findings demonstrated that 
the girls, lower achieving students, and 
ethnic majority students tended to report less 
favourable perceptions of the instrumentality of 
their school curriculum in preparing their civic 
engagement. Compared to the boys, higher 
achieving students, ethnic majority students, 
and higher SES students, the girls, lower 
achieving students, ethnic minority students, 
and lower SES students were less likely to have 
experienced an open classroom climate. Lastly, 
there was a general trend that students in 
“higher” streams (IP, Express) tended to report 
more favourable perceptions of their school 
curriculum and classroom climate. 

Insight 1f: Teacher-student relationships 
plays a key role in optimizing the motivational 
and learning profiles of low progress students 

In recent years, the Ministry of Education has 
centered its effort on uplifting low progress 
students. In this synthesis, “low progress 
students” is a term used to refer to students 
in the two lower ability streams in the broad 
education system in Singapore (i.e., students in 
the NA and NT streams, relative to those in the 
Express stream). Eight studies (S8, S10, S12, 
S13, S16, S22, S30, S32) that focused on or 
involved low progress students provided two 

KEY INSIGHTS

insights. Firstly, low progress students had 
a distinct profile of motivational beliefs and 
learning experiences that could compromise 
their future readiness. Secondly, the learning 
profile of low progress students appeared 
to be related to their perceptions of their 
relationships with teachers and of their 
learning environment.

S8, for example, found that, relative to their 
Express counterparts, NA and NT students 
tended to have a less optimal SRL profile 
characterised by having a more fixed belief 
in ability, being more externally-driven in 
learning, reporting more negative emotional 
experiences (anxiety and boredom), and 
adopting more passive, avoidance-oriented, 
and off-task learning strategies. Each 
component of these students’ negative SRL 
profile was associated with their perceptions 
of teachers and parents as key figures who 
emphasize the importance of grades and of 
teachers as the authority figures who control 
classroom activities without considering 
students’ learning needs. 

Similarly, S13 showed that NA and NT 
students were less likely to value doing well in 
school, see the relevance of schooling to their 
future goals, and have positive self-efficacy 
compared to their peers in the Express stream. 
Interestingly, although NA and NT students 
reported higher behavioural problems and 
conflicts with their form teachers, they also 
reported stronger emotional and instrumental 
support from their form teachers and were 
generally more satisfied with their relationships 

Insight	 #1:	 Students’	 learn-for-life	 competencies	 and	 dispositions	 are	
linked	 to	 their	 school	 experiences	 and	perceptions	 of	 the	 relationships	
they	have	with	teachers,	parents,	and	peers
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significantly predicted their satisfaction on 
needs for relatedness and autonomy which, 
in turn, predicted their academic resilience 
(e.g., I am good at dealing with academic 
setbacks; I don’t let a bad mark affect my 
confidence). These findings pointed to the 
importance of teachers and their classroom 
practices in nurturing the academic resilience 
of low progress students (see S33 for similar 
findings).

Taken together, the findings have 
demonstrated that low progress students 
have a pattern of motivational beliefs, 
learning experiences, and perceptions of 
the learning environment that differs from 
their higher progress counterparts. Further, 
differences were also observed within the 
low progress student population, with some 
identified as more academically resilient than 
others. The knowledge that we have gained 
about low progress students is insightful for 
our continued effort in promoting their school 
engagement and future readiness.

with their form teachers than students in the 
Express stream.

It is important to recognise that low progress 
students do not represent a homogenous 
population. S10 found that, compared to 
the less resilient low progress students1, 
the resilient low progress students reported 
greater emotional awareness, more frequent 
student-to-teacher communication, and more 
stable perceived teacher trust over the three-
year period of the study. The resilient students 
also tended to have higher motivation levels 
and perceived teacher alienation than their less 
resilient peers. Further, the resilient students 
were more competent in setting goals and 
working towards their goals, tended to deal 
with failure more positively, and reported 
receiving more competence and relatedness 
support than their less resilient peers. 

In another study with more than 800 NA 
and NT students, S30 found that students’ 
perceptions of autonomy-supportive 
classroom practices, marked by the use 
of respectful language, teachers looking 
enthusiastic about teaching, teachers 
providing students with activities that they can 
make choices on, and explaining to students 
why they learn certain things in school, 

1 S10 defined academically resilient students as NA 
and NT students who failed in Mathematics and English 
in Secondary 1 but passed on these two subjects in 
Secondary 3, whereas academically less resilient 
students as those who failed on the two subjects in 
Secondary 1 and continued to fail in Secondary 3. 

Insight	 #1:	 Students’	 learn-for-life	 competencies	 and	 dispositions	 are	
linked	 to	 their	 school	 experiences	 and	perceptions	 of	 the	 relationships	
they	have	with	teachers,	parents,	and	peers
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Based on findings of studies relevant to this 
theme, the following four key insights were 
distilled.

Insight 2a: Explicit instruction that makes 
learning visible and provides students with 
time and opportunities to reflect meaningfully 
on the relevance of concepts to real-life issues 
enhances students’ development of Learn-
for-Life competencies and dispositions

When teachers provide developmentally 
appropriate instruction, students have better 
opportunities to acquire Learn-for-Life 
competencies and dispositions. This point was 
supported by the findings of several studies 
(S12, S16, S25, S29), suggesting that explicit 
instruction, which offers active forms of learning 
and contains activities that clearly emphasise 
the nurturance of specifically intended life-long 
and life-wide skills, have an impact on such 
competencies of the students. 

Drawing from a study of Primary 5 (P5) and 
Secondary 3 (S3) Social Studies (SS) and CCE 
classrooms, S29 showed that pedagogical 
practices related to visible learning were fairly 
evident and influential. In these classrooms, SS 
and CCE teachers clearly communicated lesson 
objectives, activated students’ prior knowledge, 
and explicitly made real-life connections. Some 
key strengths of SS inquiry included teachers 
igniting students’ curiosity through ideation, 
activation of prior knowledge, and use of 
stimuli. However, deep and critical analysis of 
information was deemed lacking, and students 
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were seldom required to reflect on the inquiry 
process or on their own learning. P5 students 
felt SS had taught them respect, gratitude, 
and appreciation for other cultures, and made 
them future-ready via criticality, teamwork 
and communication skills. S3 students 
believed SS had enabled them to develop 
open-mindedness, an intent to contribute to 
society, greater awareness of societal and 
global issues, and a Singaporean identity. 

S29 also found that, in CCE, SEC domains 
like social awareness and relationship 
management were reasonably emphasised in 
P5 and S3, respectively. CCE teachers focused 
the most on care, respect, and responsibility. 
P5 students articulated that CCE had instilled 
in them moral and civic values and enhanced 
their awareness and respect for other cultures 
and human experiences. Most S3 CCE 
students indicated they had learnt resilience 
and confidence, better communication skills, 
and the importance of giving back to society. 

S12 demonstrated the potential benefits of 
purposefully designed positive psychology 
interventions (PPIs) in promoting both non-
academic (i.e., well-being) and academic 
(motivation, engagement, and achievement) 
outcomes among academically at-risk 
secondary students in Singapore. The 
potential effectiveness of two out of three 
PPIs, such as the Gratitude PPI and Hope 
PPI, in cultivating positive emotions and well-
being, and in enhancing adaptive motivation 
and learning strategies were supported by the 

Insight	 #2:	 Coherent	 and	 well-aligned	 curricular,	 pedagogical,	 and	
assessment	 approaches	 with	 a	 well-defined	 focus	 on	 intentions	 and	
outcomes	 foster	 the	 development	 and	 sustainability	 of	 learn-for-life	
competencies	and	dispositions



16

structures and processes in curriculum 
designing and planning for instructional 
practice results in a lack of coherent 
implementation. This was found in S26 where 
a case study school had the potential for 
designing its own unique curriculum around 
the nurturing of the growth mindset; however, 
a lack of ownership for the growth mindset 
curriculum led to the lack of connections 
with its practical implications on the design 
of learning and assessment experiences. 
Varied interpretations of the growth mindset 
philosophy and intentions resulted in a 
fragmented concept of the growth mindset 
which was further exacerbated by the lack of 
articulation of curriculum goals, experiences, 
organization, and evaluation considerations. 
Furthermore, there were hints of passivity and 
even resistance among the teachers. Teachers 
had expressed concern about not knowing 
enough about growth mindset to teach it 
correctly, how to bring it into the classroom, 
or assess on it. These findings highlight the 
importance of collective ownership of the 
goals of the curriculum, and of determining 
clarity and feasibility of enactment in terms of 
pedagogy and assessment experiences. 

Together, these studies suggest that carefully 
and coherently designed curriculum and 
interventions, accompanied by well-planned 
implementation and explicit pedagogies that 
give students opportunities to connect their 
perspectives and experiences, reflect on 
their own competencies, and learn together 
with their peers, are needed to support 

results of the six sub-studies. The Gratitude 
PPI appeared to have relatively stronger 
effects on well-being and had generated a 
greater increase in students’ life satisfaction 
and a reduction in depressive symptoms, while 
the Hope PPI seemed to be more effective 
in terms of preventing the worsening of the 
students’ self-reported depressive symptoms, 
rather than reducing them. The Hope PPI was 
reported to be more effective in promoting the 
use of productive learning strategies and in 
preventing the decline in intrinsic motivation 
to study. The weak effect of the Strengths 
PPI was attributed to the minimal application 
of students’ character strengths during the 
study. The results suggest that educators be 
encouraged to select purposefully designed 
PPIs that suit the needs and profiles of their 
students or implement the PPIs in combination 
and in longer duration to generate optimal 
effects in enhancing student Learn-for-Life 
competencies and dispositions.

Clear curriculum intention matters. In the 
context of music learning, S16 found that 
the Community-based Structures of Learning 
(CoMu-based SL) curriculum, which targeted 
most of the desired outcomes in the current 
music syllabus, specifically those related to 
multicultural music education, was determined 
to positively increase the critical musicality, 
engagement, and 21st century Habits of Mind 
of student learners.

On the other hand, a lack of curriculum 
deliberation and deficient integration of 

Insight	 #2:	 Coherent	 and	 well-aligned	 curricular,	 pedagogical,	 and	
assessment	 approaches	 with	 a	 well-defined	 focus	 on	 intentions	 and	
outcomes	 foster	 the	 development	 and	 sustainability	 of	 learn-for-life	
competencies	and	dispositions
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development of Learn-for-Life competencies 
and dispositions in students. Teacher intention 
and clarity in making learning visible; that 
students know the what, the why, the how and 
what it means to have learned, enables and 
empowers the learning. As with life-wide and 
life-wise learning intentions, students develop 
the capacity to take multiple perspectives and 
get opportunities to develop their values and 
character, including the capacity to engage in 
social and historical empathy.

Insight 2b: Integration of Learn-for-Life 
competency and disposition objectives 
into academic content has varying effects 
on student affective and subject domain 
outcomes. Careful and intentional embedding 
are additive, synergistic, and dynamic

Embedding the teaching of SECs in core 
instructional contents enables moderate and 
varying effects in strengthening of SECs. Two 
quasi-experimental studies, S4 and S5, one 
in the primary and the other in the secondary 
school context, provided illustrative results. The 
studies developed interventions that focused 
on infusion of SEL into classroom teaching in 
English, Mathematics, Science, and CCE. At the 
primary level, S4 showed that students gained in 
self-management and relationship management 
competencies.

In the secondary school setting, S5 found that 
the intervention resulted in the prevention of an 
erosion of SECs and other achievement-related 
variables and worked best for NA students. 
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From a pedagogical perspective, it was noted 
that subject areas in which moral values are 
embedded (e.g., CCE and English) made SEL 
infusion easier, and that teachers’ abilities to 
scaffold certain SECs in a preferred subject 
domain impacted greater on students’ SEC 
development in that subject domain. Teacher 
proficiency in SEC infusion was found to 
be dependent on their questioning skills, 
their responsiveness to students’ answers, 
their own understanding of SECs and its 
importance, and their ability to link the SECs 
to the subject they are teaching.

Two other studies, S16 and S19, further 
illustrate how integration and explicit and 
intentional embedding of life-long and life-wide 
competencies, with a focus on multicultural 
and transcultural awareness, can strengthen 
teaching and learning of both curricular 
contents and Learn-for-Life competencies. 
S16 identified 7 structures of learning (CoMu-
based SL) that must be present as music-
specific pedagogies in a lesson design 
purposed on community music-education: 
(1) Aural/Oral Learning; (2) Collaborative 
Learning; (3) Pattern-based Learning; (4) 
Active Learning; (5) Creative Learning; (6) 
Critical Learning; and (7) Authentic Learning. 
In the study, it was found that these CoMu-
based SL was specifically suited to the way 
NT and NA students prefer to learn.

Additionally, the CoMu-based SL was 
viewed as potentially increasing the critical 
musicality, student engagement, and 21st 

Insight	 #2:	 Coherent	 and	 well-aligned	 curricular,	 pedagogical,	 and	
assessment	 approaches	 with	 a	 well-defined	 focus	 on	 intentions	 and	
outcomes	 foster	 the	 development	 and	 sustainability	 of	 learn-for-life	
competencies	and	dispositions
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Immersion in MPBs, (3) Reconfiguration of 
Beliefs—State of Dissonance, (4) Discursive 
Compartmentalization, and (5) School Support 
and Theory-Practice Link. Collectively, 
findings of S19 call for the need to raise 
teachers’ awareness of the importance of 
reading in the lives of learners and their own. 
It also made clear that sustained engagement 
with MPBs and its relevance to promoting 
SEL in the classroom are critical in moving 
both the reading and Learn-for-Life agendas 
forward. 

Taken together, the effect of the integration of 
Learn-for-Life competencies and dispositions 
into academic content varies depending on 
level of competence of the teacher and the 
relevance of the particular curricular and 
instructional practices;  teacher proficiency in 
infusion which was found to be dependent on 
their questioning skills, their responsiveness 
to students’ answers, their own understanding 
of the curriculum and its importance, and 
their ability to link the competencies and 
dispositions to the subject they are teaching. 
Integration needs to be additive, synergistic, 
and dynamic.

Insight 2c: Technology plays a critical 
and complimentary role in how students 
acquire Learn-for-Life competencies and 
dispositions and how educators support 
them

Integrated classroom technologies enable 
teachers to create teachable moments around 

century Habits of Mind (HOM) of the learners. 
The CoMu-based SL enabled the students to 
explore playfully without fear of mistakes, to 
take risks and learn from mistakes, to think 
out of the box, and to face tasks that appear 
daunting at first. Students further learned the 
importance of working together and sharing 
responsibilities to achieve a common goal, 
of communicating (musical) ideas clearly and 
effectively, and of thinking critically about their 
options in order to arrive at a decision that 
could contribute to the whole. Participating 
in active music-making, and learning new 
things, helped students find personal meaning 
and persist towards goals. It was noted, 
however, that there was little manifestation of 
the envisioning and expressing of HOM, and 
this was explained as challenges particular to 
novice learners. Yet another HOM, the sense 
of awareness—the cognitive and affective 
sensitivity, qualities important to critical 
musicality—was observed to be manifested 
through the students developing a sense of 
awareness about the way their music-making 
sounds. 

On a similar trajectory of intentions, S19 
sought to discover how teachers navigate 
the pedagogical possibilities of multicultural 
picture books (MPBs) in their classrooms 
to introduce SEL. S19 captured changes 
in teacher respondents’ awareness of 
SEL through MPBs, represented in the 
following five stages: (1) Starting with 
Multiculturalism as Multi-Ethnicity; (2) 

Insight	 #2:	 Coherent	 and	 well-aligned	 curricular,	 pedagogical,	 and	
assessment	 approaches	 with	 a	 well-defined	 focus	 on	 intentions	 and	
outcomes	 foster	 the	 development	 and	 sustainability	 of	 learn-for-life	
competencies	and	dispositions
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Learn-for-Life competencies and dispositions. 
Personalised learning, optimised and scaled 
by technology, is a critical enabler of elevating 
Learn-for-Life experiences. Collaborative digital 
platforms and mixed reality experiences make 
possible immersive learning experiences for 
students that foster increased cognitive and 
social-emotional growth. 

S3 and S24 established that computer-based 
learning experiences can be effective for 
promoting life skills. In S3, a computer game 
Socialdrome, designed within a comprehensive 
social skills training programme anchored on 
a cognitive-behavioural and social learning 
framework, achieved its objective of being 
an effective online game-based learning 
environment for social skills and knowledge 
acquisition. S3 further ascertained the 
possibility of using technology to establish 
important life-skills such as problem-solving, 
anger management, emotional regulation, and 
building cooperative relationships with others. 
Similarly, S24 showed that digital storytelling 
is an effective and nonthreatening pedagogy 
for opening up the intellectual and practical 
spaces around teaching and learning, and that 
it may also be an agentic, transformational, 
investigative, therapeutic, and interpretative 
platform for collecting knowledge and 
developing understandings.

Together, findings of S3 and S24 point to 
technology’s ability to provide stimuli for 
students to help them better understand 
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themselves, and also see the world 
from others’ point of view—gaining new 
perspectives; enacting collaborative, critical 
and creative thinking skills; developing crucial 
dispositions like empathy, and discovering, 
practicing and applying life-long, life-wide, 
and life-deep competencies (see also Koh, 
Caleon, & de Roock, 2020.) Technology offers 
opportunities to the students to acquire 
deep understanding, develop the capacity 
to take multiple perspectives, to engage in 
metacognition and practice practical wisdom 
in making decisions and determining actions.

Insight 2d: Co-curricular activities 
contribute to fostering of potential growth 
of students’ Learn-for-Life competencies 
and dispositions in the areas of educational 
aspiration, general confidence, lifelong 
learning, teamwork, and society-oriented 
future goals 

In addition to core curricular and subject-
based learning, findings of S14 and S26 
point to the importance and positive role of 
student development experiences beyond 
the classroom, such as student participation 
in CCAs in fostering Learn-for-Life 
competencies and dispositions. The results 
of S14 indicated that CCA was relevant at 
both the primary and secondary levels in 
terms of the potential growth that students 
gain (e.g., educational aspiration, general 
confidence, lifelong learning, teamwork, and 
society-oriented future goal) through their 

Insight	 #2:	 Coherent	 and	 well-aligned	 curricular,	 pedagogical,	 and	
assessment	 approaches	 with	 a	 well-defined	 focus	 on	 intentions	 and	
outcomes	 foster	 the	 development	 and	 sustainability	 of	 learn-for-life	
competencies	and	dispositions
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CCA participation. Additionally, S26 found 
three interrelated competencies resulting 
from students’ engagement in their school 
band: performance, peers and patience. 
Specifically, participants noted that their self-
confidence increased because of participation 
in performances. In examining the role of 
peers in the students’ lived experiences, other 
core values of care, empathy, responsibility, 
collaboration, critical and inventive thinking 
and relationship management also emerged. 
Patience was reflected as not giving up and 
working hard for the end outcomes of their 
engagement. Student’s CCA experiences 
were also associated with the 21st CCs of 
critical and creative thinking, communication 
and collaboration.

Together, the two studies indicate that 
multiple dimensions of student learning, 
attainment of transferable skills, and Learn-
for-Life competencies and dispositions can 
be enhanced through student participation in 
CCAs. Learning opportunities are facilitated 
for the development of values, morals, and 
character and the advancement of social skills 
and autonomous motivation orientations.

Insight	 #2:	 Coherent	 and	 well-aligned	 curricular,	 pedagogical,	 and	
assessment	 approaches	 with	 a	 well-defined	 focus	 on	 intentions	 and	
outcomes	 foster	 the	 development	 and	 sustainability	 of	 learn-for-life	
competencies	and	dispositions
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Based on findings of studies relevant to this 
theme, the following four key insights were 
extracted.

Insight 3a: Teachers’ mindsets and 
relationships with students influence 
students’ development of Learn-for-Life 
competencies and dispositions

Teachers’ conviction and capacity matters. That 
is, teachers’ beliefs, biases, expectations, and 
competencies have strong impact on the fostering 
of students’ Learn-for-Life competencies and 
dispositions. Equipping teachers with the beliefs 
and abilities crucial in nurturing their students’ 
Learn-for-Life competencies and dispositions 
and allowing them to confidently embrace 
such capacities are central to their roles and 
responsibilities. Four studies (S8, S9, S25, S30) 
found positive links between teachers’ beliefs 
and mindsets about their students’ ability to 
grow and improve, and their students’ abilities 
to self-regulate. This outcome speaks not only 
to the resilience and social-emotional well-being 
targeted dispositions of CCE 2021, but to the 
development of Learn-for-Life competencies 
and dispositions as well.

S30, for example, found that while all the 
teachers observed received high researcher 
ratings in relation to implementing need-
supportive practices in their classrooms, the 
teachers with histories of successfully turning 
around the grades of lower progress students 
were perceived by students to enact need-
supportive practices more frequently than the 
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regular teachers with no such histories. It 
is important, therefore, that teachers have 
strong belief in the ability of all their students 
to learn in order to realise their students’ 
untapped potential. In other words, teachers 
need to have high expectations of their 
students. Conversely, ambiguity and a lack 
of understanding of curriculum intentions, 
uncertainty of implications, and a lack of clarity 
about development, impedes implementation 
and practice. For example, the case school in 
S25 had the potential to design its own unique 
curriculum around nurturing growth mindsets 
in their students, but a lack of buy-in and sense 
of ownership from the teachers, exacerbated 
by a lack of coherence and alignment with the 
practical implementations of taking it into the 
classroom in an already perceived overloaded 
school curriculum, resulted in non-impact. If 
students are to continue learning long past 
their formal years in school, the development 
of self-belief and growth mindsets, are 
important dispositions to have to make life-
long learning goals possible.

Teachers’ instructional competencies matter 
too. S29 showed that pedagogical practices 
which sparked students’ curiosity, activated 
students’ prior knowledge and facilitated 
real-life connections, fostered student inquiry 
in Social Studies classrooms. The impact of 
teachers’ instructional competencies was 
also reported in S5 and S6. The quality of SEL 
infusion was not dependent on the time spent 
on infusion, but rather on how well teachers 
were able to infuse SEL into the lessons. 

Insight	#3:	The	Quality	of	Students’	Learning	Environment	Influences	the	
Development	of	Their	Learn-for-Life	Competencies	and	Dispositions
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ubiquity and strength tend to crowd out other 
priorities in local education and is something 
teachers have to tussle with in the everyday 
carrying out of their duties.

Support for teacher training for inculcating 
Learn-for-Life competencies and dispositions 
is especially needed in multicultural education. 
S20 found that teachers did not plan for 
cross-cultural facilitation and generally did 
not bring to the fore cross-cultural issues in 
the classroom. Further, S20 highlighted that, 
while teachers are not altogether incorrect 
in worrying that certain cultural issues might 
be considered sensitive in Singapore, the 
exclusion of all cultural content will make 
it impossible to inculcate the dispositions 
and skills necessary for active and socially-
responsible citizenship in a multicultural 
society like Singapore, what more the practical 
wisdom that speaks to advancing life-wise 
learning goals.

Additionally, S14 and S26 showed that 
students found support for the development of 
Learn-for-Life competencies and disposition 
in their CCAs. The two studies showed that 
students who participated actively in their 
CCAs developed their self-confidence, 
communication skills, collaborative working 
skills, and relationship management skills. 
More relevantly here, S14 and S26 showed 
that it is important that teachers and CCA 
instructors continue to strive towards building 
a stable, supportive, and positive relationship 
with students and adopt autonomy-supportive 
pedagogical practices to promote the holistic 

This in turn was dependent on teachers’ 
questioning skills and technique in terms of 
the nature of questions posed (open-ended 
or close-ended), intent of the questions (to 
scaffold, elaborate, or recapitulate students’ 
learning), and their responses to students’ 
answers to their questions. While curiosity 
and SECs are not competencies that speak to 
immediate academic performance, they are 
important parts to the advancement of life-
long and life-wise learning goals respectively.

However, lack of confidence and competence 
with appropriate practices hinders instruction 
and implementation. S19 found that when 
teachers could not navigate the pedagogical 
possibilities of multicultural picture books 
and could not see the link between such 
books and promoting SEL, they made little 
impact on students’ SECs. Teachers in S25 
had also expressed deep concern about their 
competence to teach how to develop a growth 
mindset or to teach it correctly. 

That teachers need systematic training and 
institutional support in nurturing students’ 
Learn-for-Life competencies and dispositions 
is also evidenced in several other studies 
(S11, S20, S22, S28, S29). This is especially 
salient since teachers have indicated that 
focusing on students’ holistic development is 
difficult against the background of cultural and 
institutional priorities for students to do well 
in exams (S20, S21, S29). Singapore’s grade-
focussed exam culture is a much proposed 
obstacle to efficacious holistic development 
of students asides from the academics. Its 

Insight	#3:	The	Quality	of	Students’	Learning	Environment	Influences	the	
Development	of	Their	Learn-for-Life	Competencies	and	Dispositions
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development of their students. It is through 
positive student-instructor relationships that 
students are more likely to internalise the 
values, goals, and Learn-for-Life competencies 
and dispositions that instructors socialise and 
nurture during CCAs. These particular skills may 
not speak directly to the Four Lives Framework, 
but they are part of the 21CC framework goals 
that will help prepare our students for the future 
economy.

Together, these studies showed that in order to 
effectively grow the Learn-for-Life competencies 
and dispositions of their students, teachers 
need to have a positive mindset of their own 
and be equipped to apply practices that support 
the fulfilment of their students’ psychological 
and learning needs. Further, teachers have to 
believe in their methods and in their students. 

Insight 3b: Teachers’ conceptions of 
citizenship shape the learning climate they 
create, which in turn affect their students’ 
ability to engage in critical thinking and civic 
discussions 

Three studies (S6, S18, S31) looked at teachers’ 
perceptions of citizenship and considered the 
implications on pedagogy and staffing choices. 
These studies found that teachers were not 
politically and critically homogenous in their 
beliefs about what citizenship means and 
what constitutes appropriate ways to inculcate 
citizenship education by teaching social studies. 
Overall, these studies showed that citizenship 
education is a complex task and policy makers 
and curriculum writers should not assume that 
teachers are an enabled and politically and 
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critically homogenous group. Teachers’ beliefs 
and attitudes range from the conservative 
to the more liberal, and from the didactic to 
the more critical. Therefore, not all teachers 
have the personal critical-political orientation 
or capacities needed to meet the stipulated 
goals of the CCE curricula or nation-building 
activities in schools. The current assumption 
of homogeneity poses questions of how much 
teachers’ self-awareness affects the even 
distribution of effective pedagogy and critical 
education. While we might connect criticality 
in citizenship education most directly to 
the 21CC framework, it also more generally 
speaks to the kind of practical wisdom we wish 
to encourage in students in their relationships 
with fellow citizens and the ability to take and 
utilise multiple perspectives that come under 
the rubrics of life-wise and life-wide learning 
goals respectively.

More specifically, S6 found that the majority 
of Singaporean Social Studies teachers are 
supportive of critical thinking in matters of 
citizenship, but a significant minority preferred 
non-critical pedagogical approaches. S18 
found that only a minority of teachers believed 
that their role involves inculcating criticality 
in their students concerning beliefs about 
citizenship. Another study, S31, found that only 
a minority of teachers thought of patriotism in a 
cognitively critical way. All three studies point 
to a possible tension between the didactics 
of old and the critical thinking citizenry we are 
trying to engender in the 21st century. They 
raise questions about the willingness and 
abilities of some teachers to drive their Social 

Insight	#3:	The	Quality	of	Students’	Learning	Environment	Influences	the	
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process or findings, or on their own learning. 
Learning experiences which generate multiple 
perspectives, and permit engagement in 
controversial or sensitive issues, were rarely 
observed. These findings go against the 
objectives of the Social Studies curriculum 
and the 21CC framework that helps frame it. 
This is unfortunate because even with a fear 
of political sensitivities, criticality can still be 
applied to less controversial subjects. 

Another study, S1, found that confidence 
in school participation predicted expected 
civic action and civic efficacy, and that open 
classroom climate predicted political interest. 
A vibrant classroom climate where students 
freely participated in discussion seems to be 
important in developing active concerned 
citizenship in students. As citizenship is a 
collective endeavor that cannot be exercised 
in isolation from fellow citizens; its exercise 
requires some form of social communication 
and interaction. S1 suggests that, while the 
importance of social media in today’s civic 
and political engagement is indisputable, 
in-person participation remains significantly 
educative and influential, if not more so. 
Once again, this speaks to the development 
of communication skills under the 21CC 
framework, and more generally to the 
development of practical wisdom under the 
rubric of life-wise learning goals. 

Insight 3c: Teachers’ mindsets and 
practices supportive of student’s Learn-
for-Life competencies and dispositions 
require support themselves.

Studies classroom teaching with critical 
pedagogical approaches. While the CCE 
curricula spells out the need for certain core 
values, the didactic transmission of values 
goes against the wisdom of integrating CCE 
goals with the 21CC framework.

The concerns raised by the findings of the 
studies above seem to be borne out in studies 
looking at classroom practice and the effects 
of active participation on students. Two studies 
(S1, S29) have found that there is a need for 
teachers to encourage students to speak up 
in class and foster a more vibrant discursive 
environment. While one-way communication 
is a recipe for didactic pedagogy, critical 
thinking environments and the development 
of communication skills require students to 
make their own thoughts and opinions known, 
not only to teachers but to other students 
as well. Ideally, a more vibrant discursive 
environment that concurrently promotes 
democratic citizenship, should be multi-logical 
(i.e., cross-cutting communication among 
several speakers) rather and merely dialogical 
(i.e., between for example, a teacher and 
individual students). This speaks to both the 
development of communication skills under 
the 21CC framework and more generally to 
the life-wide learning goal of developing the 
ability to take and utilise multiple perspectives.

S29 found a lack of deep discussion and 
critical analysis by students in Social Studies 
classrooms, which should be a key platform 
for such forms of exchanges. Students were 
seldom required to reflect on the inquiry 

Insight	#3:	The	Quality	of	Students’	Learning	Environment	Influences	the	
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Nevertheless, two studies (S27, S32) found that 
teachers require support themselves in order 
to provide the need-supportive practices in the 
classroom. After all, developing non-academic 
traits and skills is an equally challenging and 
important task as developing academic ones. 
S27 found that perceived work pressure 
negatively predicted teachers’ level of providing 
instrumental support to help their students 
develop their self-motivation. Another study, 
S32, found that teachers who were trained to 
use positive teacher language tended to revert 
to their previous practices without a proper 
structure to support them in using their newly 
learned teaching strategy. Teachers require both 
socioemotional as well as structural support to 
continue their good work in supporting students’ 
development in Learn-for-Life competencies 
and dispositions.

Insight 3d: There is lack of research on how 
parental levels of buy-in might influence 
their children’s development in Learn-for-
Life competencies and dispositions

While the key insights in this section have 
mainly concerned teachers and classroom 
environments, it is important not to ignore that 
parental beliefs and goals are likely to play a role 
in setting the stage for students’ development 
in mental strength and other non-cognitive 
attributes. However, research involving parents 
is relatively scarce. Among this rarity, S34 
found diverse parental attitudes towards the 
role that schools play in the non-academic and 
non-cognitive development of their children. 
While some parents perceived the importance 

KEY INSIGHTS

of holistic development of their children 
in schools (i.e., the development of both 
cognitive/academic and non-cognitive/non-
academic competencies), others believed that 
cognitive and non-cognitive development to 
be mutually exclusive. There were also parents 
who did not know what holistic development 
of their children meant or involved. If we are 
to promote life-long learning in students, it 
would be beneficial if we can get parents on 
board with the development of non-academic 
and non-cognitive competencies that will help 
develop their 21CCs and scaffold supportive 
dispositions towards their life-long learning. 

Insight	#3:	The	Quality	of	Students’	Learning	Environment	Influences	the	
Development	of	Their	Learn-for-Life	Competencies	and	Dispositions
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Recommendation 1: Prioritise integration 
and alignment of Learn-for-Life concepts 
with curricula, instructional practices, and 
academic contents

Integration of curricula, instructional practices, 
and academic contents is important. School 
systems, principals, teachers, and relevant 
stakeholders must recognise that when 
Learn-for-Life concepts are integrated and 
implemented holistically and competently 
into the curricula, instructional practices, 
and academic contents, such integration 
provides a strong and positive foundation for 
the development of students’ Learn-for-Life 
competencies and dispositions. Seamless 
integration offers opportunities to more 
effectively foster these competencies and 
dispositions and ensures students’ needs 
are better met.  However, several factors are 
critical and should be noted. First, alignment 
with and belief in the meaningfulness of 
the integration of these Learn-for-Life 
competencies and dispositions with academic 
content need to be ensured, or teachers 
will be frustrated and implementation will 
be impeded by poor curriculum mapping 

RECOMMENDATIONS
The concept of the Four Lives Framework runs the risk of becoming amorphous and can be 
easily used, or misused, as a catch-all term. A primary concern should therefore be establishing a 
shared understanding of the purpose and scope of the Four Lives Framework, and its connection 
to holistic development of the student. The commitment to nurturing Learn-for-Life competencies 
and dispositions should show up in every part of the education system—from how education 
system leaders and curriculum writers conceptualise to how schools and teachers implement and 
deliver in the classrooms. This requires creating coherence across all of the programmes, practices, 
policies, initiatives, frameworks and professional learning initiatives. In this regard, this synthesis of 
local studies lends support to several recommendations, considerations, and reflections to guide 
the system in the implementation of the Learn-for-Life movement and continuous improvement 
as well as research questions to help inform possible new research agendas that systematically 
expand on emerging insights and create a more robust evidence base.

How	can	the	system	do	better?

and implementation alignment. Teachers 
and relevant stakeholders should therefore 
be involved early in the development of the 
curriculum and discussions on pedagogy to 
ensure their ownership for implementation. 
Detailed curriculum maps for each level and 
multiple subjects could be developed, and 
creative strategies encouraged. This, for 
example, can be in the form of specifying 
and making explicit Learn-for-Life-related 
objectives and content objectives for every 
lesson. Integration implies that teachers 
plan with Learn-for-Life competencies and 
dispositions in mind and integrate them 
explicitly into their lessons. They engage 
students in meaningful discussions that 
make connections between Learn-for-Life 
concepts and academic content and ensure 
time and guidance for reflection and practice 
is provided. 

As findings from several studies have indicated, 
infusion into academic content is possible and 
facilitative; however, Learn-for-Life content and 
objectives should be integrated into rigorous 
instruction through interactive, collaborative 
and future-ready competencies (FRCs)-
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friendly pedagogies. Appropriate pedagogical 
approaches will enable ongoing practice in 
FRCs and strengthen teaching and learning 
of academic content. Studies in the synthesis 
have been indicative of suitable pedagogical 
approaches for recommendation (e.g., S4, S5, 
S30, S31). Teachers are encouraged to center 
on the following eight core guiding pedagogical 
principles to ensure that integration of Learn-
for-Life concepts happens in every classroom, 
in every subject, and for all students:   

Active Learning. Collaborative and cooperative 
learning strategies are robust ways to explicitly 
teach and foster social skills, communication 
competencies, collaboration and negotiation 
skills, and build positive peer relationships as 
well as achieve good academic outcomes.

Dialogic Discourse. Dialogic teaching aims to 
improve student engagement and attainment by 
encouraging quality classroom talk. Students are 
given opportunities to reason, discuss, argue, 
and explain rather than merely respond, in order 
to develop higher-order thinking and articulacy. 

Deep Thinking. When students realise that they 
can engage in deep thinking, and are comfortable 
with their critical thinking and creative thinking 
abilities, they may begin to believe more deeply 
in themselves, and feel more self-empowered, 
which eventually may give them self-confidence 
to be ready for a successful future. Deep thinking 
pedagogies seek to deepen the quality of 
students’ capacities for sound reasoning across 
the curriculum and can be explicitly taught or 
infused regularly into content delivery and the 
daily student experiences of learning.

RECOMMENDATIONS

Student Voice. The voices of learners should 
exceed teacher talk in the classroom. 
Pedagogies like inquiry-based learning 
further encourage a broader range of student 
perspectives and experiences by engaging 
students as leaders, problem-solvers and 
decision-makers. Students should have 
developmentally appropriate opportunities to 
elevate their voice when they are invited to 
share their opinions, and form and conduct 
personal interest projects. More senior youths 
can be invited as partners in creating relevant 
and meaningful experiences that empower 
their younger peers’ development of Learn-
for-Life competencies and dispositions.

Student Reflection. Student reflection 
is a powerful tool in any Learn-for-Life-
focused classroom. Students’ reflections 
provide them an opportunity to grow in their 
content knowledge, metacognition, and self-
awareness. Students have the opportunity to 
think about their learning, to identify their own 
learning needs, and the manner in which their 
learning needs are addressed. In this way, they 
can grow in their sense of autonomy and self-
efficacy. Journaling is also an effective way to 
inspire and enhance dialogue between teacher 
and students with themselves. So often, 
students may hesitate to engage in essential 
questions and important conversations in 
open classroom discussions, but through 
written dialogue they may be more open to 
seeking clarifications and feedback, and 
may sometimes even reach out for support 
or encouragement on both academic and 
personal issues.

How	can	the	system	do	better?
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and even student agency because students 
are encouraged to pursue their own interests. 
Additionally, such approaches can foster 
critical thinking when an inquiry is set in 
the complicated real world. Design thinking 
is another pedagogical approach which 
involves different subject areas and thus, an 
integrated curriculum working well. Students 
can develop innovation and entrepreneurial 
skills. Often, the work is collaborative and 
working with and for the needs of others 
involves empathy and communication skills.

System leaders, curriculum planners, and 
the whole school community should ensure 
readiness, adequate curriculum time, 
and extensive opportunities to engage in 
collaborative discussions and planning. 
Teachers need to better understand the 
curriculum focus and pedagogical reasoning 
behind imbuing their practice with Learn-
for-Life concepts. There may be a need for 
curriculum planners to observe classroom 
implementation on the ground, so as to be 
more supportive. Systems can leverage on 
professional deliberations among teachers as 
a community of practice.

It is also important for education leaders 
and professional learning facilitators 
to synergistically support teachers’ 
competencies in Learn-for-Life-oriented 
pedagogical practices in substantive and 
ongoing ways in order to achieve sustainable 
impact. Concurrently with the development 
of teacher pedagogical competencies, it is 
equally important to foster the conducive 
environments that support the promotion of the 
Learn-for-Life competencies and dispositions. 

Authenticity. Learners should be given 
opportunities to link their learning experiences 
to the real world and have a sense of purpose 
in their learning. This may require inter-
disciplinary learning experiences.

Transferability. Higher priority should be 
given to facilitate student ability to transfer 
knowledge, skills and values from one context 
to others.

Choice and Autonomy. Students should be 
offered a diverse range of learning experience 
options, and the opportunities to propose 
personally meaningful themes and projects, 
with sufficient support to make responsible 
and well-informed choices.

Recommendation 2: System leaders and 
school leadership can create opportunities 
for teacher collaboration that explore 
and enact strategies and facilitate 
deeper interpretation and identification 
of connections between core subjects 
and Learn-for-Life competencies and 
dispositions

Teachers should be encouraged and 
supported to investigate and innovate on 
pedagogies that are complementary and 
aligned with Learn-for-Life competencies and 
dispositions. Pedagogies such as inquiry-
based and project-based learning tend to be 
favorable to a constructivist philosophy and 
a student-centered, experiential approach. 
Inquiries can span across subjects, and 
indeed, rich, challenging questions do 
encompass more than one subject area. 
These metacognitive dynamic active learning 
approaches facilitate creativity and curiosity 

RECOMMENDATIONS
How	can	the	system	do	better?
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Recommendation 3: Systems must ensure 
that students are given more and consistent 
opportunities to cultivate, practice, and 
reflect on Learn-for-Life competencies and 
dispositions in ways that are developmentally 
appropriate and personally meaningful 

Findings of this synthesis have also pointed to 
the importance of systems supporting school 
environments that promote democracy and 
respectful trusting relationships. This can be done 
by encouraging teachers to have regular positive 
interactions with their students, demonstrate 
knowledge of their students at a personal 
level, and using attunement language more 
frequently. The relationship between positive 
school climate and Learn-for-Life concepts is 
dynamic, interactive and co-influential. System 
leaders must raise awareness of the importance 
of schools engaging in rigorous evaluation of 
school climate in all its multiple dimensions.

Recommendation 4: Learn-for-Life 
competencies and dispositions transcend 
subject domains so it is logical that 
curriculum integration offers an effective way 
to teach these competencies and maintain 
and possibly boost academic achievement

System leaders could encourage and advocate 
for a stronger focus on educator understanding 
of the framework approach to curriculum 
integration. This has been done for example, 
with the CCE 2021 Curriculum Frame, which is 
a unifying framework with set outcomes, intents 
and objectives to be achieved through CCE 
lessons and Student Development Experiences. 
The framework approach to curriculum 
integration promotes a synergistic “Big Picture” 
context for curriculum designs, pedagogical 

intentions, and assessment practices. 
Clarification and amplified definitions which 
include describing what Learn-for-Life 
competencies and dispositions look like at 
progressive developmental levels for students 
would support pedagogical continuum across 
subjects and grade levels.

Recommendation 5: Support deep teacher 
understanding and grow teacher beliefs 
and competencies

Teachers matter more than ever. Findings 
from this synthesis have clearly indicated 
the dominant influence of teachers on 
students’ perceptions of themselves as 
well as their valuing of their learning and 
school experiences. Teachers’ beliefs, their 
orientations, the classroom climate they 
create, the tone of the teacher-student 
relationship they establish in their classrooms, 
and their competence and confidence in 
delivering the outcomes impact students’ 
acquisition of Learn-for-Life competencies 
and dispositions. Teachers are the key figures 
in implementing education policies. Hence, 
acknowledgement of how they personally 
negotiate and give meaning to the Learn-for-
Life curriculum agenda and initiatives, need 
to be given voice and space. Teachers need 
to know that their views and opinions are 
valid, whatever they are, but since they are 
not the only ones involved, they should be 
encouraged to explore other and alternative 
perspectives. The studies on citizenship 
education, for example, have clearly indicated 
how teachers’ personal orientations and 
beliefs influence their pedagogical focus 
and the learning climate of their instruction. 
Teachers are not passive recipients and must 

RECOMMENDATIONS
How	can	the	system	do	better?
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facilitate implementation with conviction and 
confidence, teachers should have greater 
access to necessary support and materials, 
and have extensive and regular professional 
learning opportunities which aim to build staff 
capacity for engaging effectively in practices 
that promote Learn-for-Life competencies and 
dispositions and nurture the environments for 
its promotion. They should feel supported 
and connected to their colleagues and 
engage in ongoing reflection and learning 
around their own competence, beliefs 
and pedagogical practices. Additionally, 
consideration should be given to the qualities 
of professional learning—including assurance 
of buy-in, depth of understanding, breath 
of knowledge, type of content and mode of 
delivery, duration and frequency, skillsets, 
and coaching opportunities. The call is to 
expand and ensure professional learning that 
translates into intended outcomes and long-
term systemic changes.

Given the importance of teachers’ competence 
and confidence, explicitly embedding and 
promoting Learn-for-Life competencies and 
dispositions in pre-service teacher education 
is another important step. This would help 
initiate a readiness and an integration of Learn-
for-Life concepts into the fabric of education 
at all levels from pre-school to post-secondary 
and support the vision of an entire generation 
of students who have acquired Learn-for-Life 
competencies and dispositions they will need 
for all their future adult roles.

Recommendation 6: Integrate technology 
to enable stronger development of 
key Learn-for-Life competencies and 
dispositions 

be actively engaged in all stages of policy 
and implementation. Implementing future-
ready focused education school-wide and 
nation-wide is a complex task, and policy 
makers should be aware of how differences 
in beliefs could complicate implementation 
and achievement of student outcomes. 

A possible response may be that during pre-
service and in-service professional learning, 
for example, conscious efforts may be made 
to first help teachers raise self-awareness 
and identify their own beliefs, understanding, 
and competencies, before addressing areas 
of pedagogy, or further addressing areas 
of lack and how they can be improved with 
the students. The present findings reinforce 
Fullan’s (2001) call for the need to focus on 
how teachers make sense of policies and 
practices. Only then can we develop a better 
understanding of what is happening in our 
schools with our students, and how to plan 
for improved outcomes.

This synthesis has also highlighted the need for 
enhancing teacher competencies, their sense 
of self-efficacy, and the felt needed support 
that influences the conviction and fidelity with 
which they implement Learn-for-Life agendas 
in their classrooms. Teachers are the engines 
that drive the programmes and practices, and 
their own competencies, beliefs and well-being 
strongly influence those of their students. For 
example, research evidence suggests that 
teachers implement SEL more successfully 
when they have a positive attitude toward the 
programme, are more motivated to deliver it 
with fidelity, and are more confident that they 
possess the skills and knowledge to do so 
well (Durlak & DuPree, 2008). Therefore, to 

How	can	the	system	do	better?
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Technology can play a pivotal role in fostering 
Learn-for-Life competencies and dispositions 
and personalizing learning. Collaborative 
platforms such as online-gaming, digital story-
telling (DST) platforms (as illustrated in S3 and 
S25) and immersive mixed reality tools provide 
possible augmented reality experiential learning 
which can elevate student engagement and 
focus. Students can be encouraged to work 
respectfully together on interactive, visually 
rich experiences, co-constructed by teachers 
and students to build skills and deepen 
understanding while leveraging Learn-for-
Life competencies and dispositions as they 
collaborate, negotiate, develop solutions, 
and test and refine their thinking; all the while 
engaging with technologies they can expect 
to use in the future workplace. Furthermore, 
DST was found to have educative potential 
as a platform and context for self-expression, 
communication, inquiry, self-discovery and 
knowledge building. The connection between 
Learn-for-Life competencies/dispositions and 
technology is a fairly logical one. This is because 
greater amounts of authentic learning tend to 
occur when students can use tools and skills in 
real applied ways. 

One of the greatest benefits of EdTech 
use in Learn-for-Life endeavors is that it 
enables students to direct their own learning 
experiences. Incorporating technology help 
students work to their strengths and enjoy a 
more personalised experience in the classroom. 
With higher comfort zones, customization of 
experiences, and greater accommodation 
to learner profiles, often comes increased 
performance. Additionally, if educators have 
some sort of tracking platform available to them, 
the increased access to student performance 

data can go a long way. It indicates student 
learning, their mindsets, their needs, and their 
emotional state. Teachers can try formative 
assessments or capture other forms of data 
that can be used to show students how they 
can improve, specifically if they had exhibited 
any negative behaviours at any point. 

With Artificial Intelligence (AI) technology, 
hyper-personalised design can customise 
learning profiles for each individual student 
and can tailor-make their learning experiences, 
taking into consideration the mode of learning 
preferred by the student, the student’s ability 
level and experience. Various AI-powered 
apps and systems can also help students in 
accessing instant and customised responses 
as well as in getting their doubts and personal 
questions about more sensitive issues clarified 
with their teachers. AI tools and devices have 
been aiding in making global classrooms 
accessible to all irrespective of their language or 
disabilities. These programmes are all-inclusive. 
Additionally, technology helps students build 
agency and, by assuming greater amounts of 
leadership in their own learning, students are 
often able to explore more problem-solving 
methods and have more opportunities to make 
their own decisions.

EdTech is a prevalent part of today’s education, 
and technology in classrooms has become 
increasingly immersive and powerful. Many 
are the examples of how technology integrates 
Learn-for-Life agendas. Platforms like Zoom 
and Skype facilitate student connection with 
peers from other countries. Educational 
robotic tools have been very effective with 
special needs populations, especially with 
students who have social and language 

How	can	the	system	do	better?
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profile and needs of low progress learners 
and then to make their concerns a priority in 
their education policy agenda, and further to 
translate that priority into additional resources 
and support. 

Low-progress students are likely to perceive 
themselves as lacking in effectiveness and 
efficacy, and have low academic resilience. 
Studies (e.g., Hoy, Tarter, & Woolfolk-Hoy, 
2006) suggest that academic optimism 
(conceptualised as a positive and supportive 
school climate representing the interaction 
between three factors: collective efficacy, 
teacher trust in students and parents, and 
academic emphasis), is a significant predictor 
of academic resilience. To promote low 
progress learners’ academic resilience, the 
following practices are recommended.

Schools that foster meaningful and authentic 
student engagement are more likely to have 
academically resilient students. An important 
aspect of school engagement is belongingness 
(Allen, DeLeon, Baumeister, & Leary, 2021; 
Wong & Liem, 2021), which is defined as the 
extent to which one feels personally respected, 
included, and supported by others in the 
school environment. Supportive relationships 
and having adults and peers who believe in 
the student can further foster the development 
of optimism and a personal locus of control. 
These personal characteristics are often cited 
as protective factors of academic resilience. 

Schools should also have high academic 
emphasis, which is the extent to which 
schools set high but achievable academic 
goals for students and ensure that the learning 
environment is serious and optimistic, 

disorders. Students can use platforms like 
Flipgrid or Padlet, to illustrate their thoughts 
or new things they have learned surrounding 
important current event topics, such as issues 
of conservation, violence in video games, the 
usefulness of AI platforms, or the ethics of 
self-driving cars. 

By voicing their real emotions using 
technology, they can better connect with 
the content, with their peers, and even with 
themselves—the main goals of Learn-for-Life 
education. Education system leaders must 
therefore provide opportunities for school 
leaders and teachers to explore current and 
emerging technologies and the role they play 
in developing Learn-for-Life competencies 
and dispositions and personalising learning.

Recommendation 7: Provide targeted multi-
pronged approaches to better support low 
progress learners

Multi-pronged approaches matter. Low 
progress learners, who in this LES represent 
students who were placed in the NA and NT 
streams based on their standardised test 
scores (Siti Hajar, 2012), have patterns of 
motivational beliefs, learning experiences, 
learning expectations, and perceptions of the 
learning environment that are different from 
their higher-progress peers, and it is urgent to 
attempt to address these differences as their 
current profile has long-term consequences 
for these individuals in terms of their school 
engagement and future readiness. The 
impact of low performance, low expectations 
and disaffection at school may be felt well 
into adulthood. A first step is for education 
system leaders to be aware of the distinctive 

How	can	the	system	do	better?
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students are motivated to work hard and that 
they respect academic achievement. Support 
is always given to students in establishing 
and maintaining self-esteem and self-efficacy. 
Remedial support is provided as early as 
possible, and students are inspired to make 
the most of available educational opportunities. 
Curriculum can be more flexible with variable 
learning outcomes. Learning to learn skills 
are a focus in the curriculum and any barriers 
to learning are dismantled early and vigilantly. 
Martin (2002) presents a model of academic 
resilience in which interventions are designed to 
enhance students’ affective school engagement 
and motivation to succeed academically. He 
argues that educators need to restructure 
the learning environment in three ways: (1) 
restructure instructional practices so that 
students experience frequent small successes 
and have positive beliefs about school; (2) make 
school relevant to students’ lives and interests 
in order to increase the value of schooling in 
their perception; and (3) promote a focus on 
mastery as opposed to performance so that 
students learn goal setting and persistence.

Schools can also work to develop collective 
authentic partnerships with families, where 
family support may be demonstrated by 
checking homework, discussing schoolwork 
and attending school activities. Of importance 
is educators’ belief that home-school 
collaborations are a two-way process that 
involves an exchange of information and 
results in a shared responsibility for educational 
outcomes. This is facilitated when teachers, 
parents and even students themselves hold 
similar expectations for student performance 
and outcomes. 

It is also important to recognise that academic 
resilience is not static; low progress students 
who are academically resilient at one point in 
their lives may begin to struggle if the influence 
of risk factors in their lives outweighs that 
of protective factors. School systems and 
teachers need to be especially vigilant and 
responsive to this group of students.

Recommendation 8: Offer a broad roster 
of co-curricular programming for students 
and encourage student participation in 
Co-Curricular Activities

Participation in CCA matters. A strong and 
varied co-curricular programme should be 
an integral part of the school experience 
as CCA provides an authentic platform for 
the development of students’ Learn-for-
Life competencies and dispositions such as 
teamwork, confidence, resilience, leadership 
and communication skills, and desire for 
lifelong learning. While findings in general 
point to the importance and positive role of 
school-based CCA participation, there is a 
need to develop guidelines for school-based 
CCA implementation and to encourage CCA 
instructors to adopt autonomy-supportive 
instructional practices in order to optimise 
the benefits of CCA participation for students’ 
holistic development. It is the quality, rather 
than the quantity of the participation that 
is likely to make a difference. Importantly, 
community partners and CCA instructors 
should align with school and staff members 
on common language, understanding, 
approaches, and communication around 
Learn-for-Life-related efforts and initiatives.

How	can	the	system	do	better?
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trajectories, and sexuality are fundamentally 
relevant issues that contribute to our youths’ 
general well-being and, in turn, their future 
readiness.

While prior studies have informed us about 
the nature of certain competencies relevant 
to our students’ future readiness, the 
multitude of other competencies are still less 
understood and left unexplored. These, for 
example, include students’ core values and 
the role they play in the enactment of the 
students’ SECs across different situations 
and contexts (e.g., home, school, society). As 
it is the case with many other Learn-for-Life 
competencies and dispositions, it takes time 
for students to internalise values and develop 
their value systems. Thus, longitudinal 
research is needed to examine adolescents’ 
value development and, importantly, how 
these youths apply values as guiding 
principles in their decision making, especially 
when confronted with dilemmatic situations. 
This will be a worthy undertaking.  

This synthesis has shown that cyber wellness 
(e.g., risky online behaviours, cyber bullying 
and victimization), national education (e.g., 
conceptions of citizenship, future civic 
engagement), and mental health (e.g., test 
anxiety, academic resilience) are Learn-for-
Life-related areas that have been the focus 
of NIE studies. However, family education, 
education and career counselling, as well 
as sexuality education are three other areas 
of the curriculum that have not been deeply 
investigated, although they are integral to the 
six content areas in the CCE 2021 Curriculum 
Framework. Programmatic and systematic 
research that aim to clarify various issues in 
each of these areas is, therefore, crucial to 
better understand the nature of our students’ 
beliefs and behaviours pertinent to these 
areas in an integrated manner. Further, there 
is a need to examine the extent to which the 
curriculum contents in these less examined 
areas have been effective in nurturing 
the Learn-for-Life competencies of our 
students. After all, family, educational/career 

More	research	on	understanding	less	examined	curricular	content	areas	
and	Learn-for-Life	competencies	and	dispositions
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Although the educational curricula that 
students receive and the formal learning 
they experience in the classroom will 
definitely influence the development of 
their future-ready competencies, school-
organised programmes and interest-
based activities, which are encapsulated in 
Student Development Experiences, should 
be optimally harnessed as a non-curricular 
platform that contributes towards students’ 
holistic development. These programmes 
and activities (e.g., CCA, Outdoor Adventure 
Learning, Values in Action) present students 
with challenges and situations that require 
them to apply skills and knowledge that are 
different from those required to respond 
to challenges and situations in the formal 
classroom. Studies that systematically 
evaluate the efficacy of these programmes 

and activities are needed such that they can 
be further refined to optimise the nurturance 
of students’ Learn-for-Life competencies and 
dispositions. This recommendation is especially 
pertinent as the majority of NIE studies tended 
be baseline, exploratory, or explanatory, rather 
than intervention, evaluation, or experimental in 
nature. Importantly, as students seem to reap 
the benefits from these non-formal learning 
spaces more optimally when their participation 
experiences are of high quality (e.g., involving 
tasks with an optimal level of challenge, 
or when learning environments are needs-
supportive), the programmes and activities 
need to be thoughtfully designed, competently 
implemented, and with the programme 
objectives clearly defined and communicated to 
all instructors, participants and stakeholders.

More	research	that	focuses	on	designing,	 implementing,	and	evaluating	
programmes	and	activities	associated	with	Learn-for-Life	competencies	
and	dispositions

RESEARCH GAPS
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interest-based activities appear to provide a 
promising direction of this line of research. 

In addition, findings have pointed to the 
influential role of teachers’ beliefs and 
orientations in the way teachers interact 
with students, the classroom climate they 
create, and in turn how the students see 
themselves. Indeed, teacher expectations 
concerning their students’ learning potential 
can be a catalyst to the students’ school 
motivation and engagement as well as 
their lifelong learning motivation and future 
aspirations (Rubie-Davies, 2018). While prior 
local research (e.g., Heng & Atencio, 2017) 
has unearthed preliminary information about 
teachers’ perceptions of their low progress 
students, there is a timely need to further 
focus on this specific research area to clarify 
the nature of the expectations that teachers 
have of their low progress and vulnerable 
learners, how these beliefs translate into their 
classroom practices and, more importantly, 
how these expectations can be optimised to 
benefit students’ current and lifelong learning 
motivation.    

In the current context of the policy initiative 
of leveling up the educational playing field for 
all students to optimise their future readiness, 
low progress and vulnerable students should 
be given special research attention. To 
enhance the direct impact and practical utility 
of the research for students, there is a need 
to clearly outline the targeted areas of studies 
that are particularly pertinent to low progress 
and vulnerable learners. This can be done, for 
example, by conducting “need identification” 
studies to clarify the areas of concerns that 
research should focus on, in addition to the 
specific concerns about school motivation 
and engagement that have been identified 
by the UPLIFT. To this end, research that 
seeks to culturally, developmentally, and 
technologically adapt theoretically based 
and internationally originated intervention 
programmes, such as those purported to 
develop students’ growth mindset, sense of 
purpose, and identity-based motivation, can 
be a possible starting point to foster Learn-
for-Life competencies and dispositions of 
our low progress and vulnerable students. In 
this regard, types of intervention that involve 

More	 research	 on	 the	 future	 readiness	 of	 low-progress	 and	 vulnerable	
learners2

2 Vulnerable students typically refer to students with a lack of family support, financial difficulties, low motivation, 
and, but may not necessarily, display at-risk behaviors (e.g. truancy, and disciplinary and social-emotional issues). 
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While local studies in this synthesis, as well 
as the multitude of other documented studies 
(see www.visiblelearningmetax.com/), have 
concurred that teachers do matter in making 
the difference in the classroom climate they 
create and the motivation and engagement 
of their students, less attention seems to 
have been paid to the teachers’ own well-
being, Learn-for-Life competencies and 
dispositions, and other attributes that may 
impact their teaching. Indeed, only a few 
NIE studies have focused on and involved 
in-service or NIE student teachers. As a 
key agent of growth and development that 

we wish to see in our youths, the nature of 
teachers’ own well-being and Learn-for-Life 
competencies and dispositions are areas 
that deserve our special research attention. 
As a starting point, baseline, exploratory, 
and explanatory research will do well in 
addressing these issues. However, evaluation 
of professional development programmes that 
seek to foster teachers’ well-being and their 
Learn-for-Life competencies and dispositions, 
as well as those that aim to promote teachers’ 
knowledge and skills in fostering these in their 
students, is a worth-pursuing area of future 
research too.

More	 research	 on	 well-being	 and	 Learn-for-Life	 competencies	 and	
dispositions	of	pre-service	and	in-service	teachers

Set	and	develop	culturally-	and	developmentally-appropriate	parameters	
and	measures	of	Learn-for-Life	competencies	and	dispositions	

validated measures of 21st CCs (see Koh et 
al., 2020), a more comprehensive suite of valid 
and reliable measures of students’ Learn-for-
Life competencies and dispositions still need 
to be developed. For example, culturally- 
and developmentally-appropriate measures 
of core values (e.g., respect, harmony) and 
sense of purpose seem to be non-existent. 
This endeavour may do well by first eliciting 
qualitative responses concerning the scope 
and specific indicators of the targeted 
competencies from key stakeholders. Further, 
cultural and developmental suitability aside, 
there has also been a methodological concern 
about the reliance on self-report measures 
in assessing 21st CCs (see Kyllonen, 2012). 
Clearly, a concerted research effort to develop 
and validate a suite of measures of Learn-
for-Life competencies and dispositions, self-
report or otherwise, is warranted.   

As a framework, CCE 2021 has 
comprehensively and systematically laid down 
key areas of Learn-for-Life competencies and 
dispositions as well as various approaches 
to foster students’ development of these 
competencies. In other words, the Framework 
has provided us with the “what” and the 
“how” of Learn-for-Life competencies and 
dispositions. Soon we will be confronted with 
a need to evaluate the effectiveness of the 
Framework and its corresponding curriculum. 
While such effectiveness can be inferred from 
studies involving various stakeholders such 
as educators, parents, and the community 
at large, the ultimate goal is to ascertain the 
degree to which the desirable competencies 
have been effectively nurtured in our students 
and the extent to which this growth can be 
associated with CCE 2021. Although some 
inroads have been made in generating locally 
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for-Life competencies and dispositions?; and 
(3) What can teachers do to create learning 
environments and experiences that contribute 
to the development of students’ Learn-for-
Life competencies and dispositions? Policy 
and future research recommendations 
derived from the synthesised findings are also 
proposed and discussed. The way forward 
is for teachers, policy developers, and 
researchers to harness the information in this 
report and work closely and in partnership to 
foster our youths’ Learn-for-Life competencies 
and dispositions.

This synthesis has identified 34 NIE studies 
related to understanding and fostering Learn-
for-Life competencies and dispositions 
in Singapore students. The studies have 
examined a wide range of skills, knowledge, 
perceptions, emotions, mindsets, attitudes, 
and behaviours that are linked to various Learn-
for-Life competencies and dispositions. Key 
insights are presented according to themes 
in three major sections revolving around three 
questions guiding our synthesis: (1) What is 
the nature of Singapore students’ Learn-for-
Life competencies and dispositions?; (2) What 
curricular, pedagogical, and assessment 
approaches foster the development of Learn-

CONCLUSION
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ANNEX A: LIST OF PROJECTS
S/N Principal	Investigator

(PI’s	contact)
Title	of	Project	(Project	ID) Type	of	Project Tier Participants Methods Project	

Closure	Date
Note

1 Sim Boon Yee Jasmine
jasmine.sim@nie.edu.sg

Towards Engaged Citizens: Singapore 
Students’ Civic Knowledge, Participation, 
Attitudes and Perceptions (OER 35/08 JS)

Baseline
Exploratory

2 Secondary schools [18]
- Students [3008]

Mixed Methods 
Quantitative: Test, Survey
Qualitative: Interviews

2012

2 Angeline Khoo An Investigation of Gaming Effects 
and Interventions for Young Gamers in 
Singapore (OER 41/08 AK)

Exploratory 2 Comparison study
- Patients [206]
- Students [276]
Interview Study
- Counsellors [12]
Survey study
- Counsellors, educators and 
youth workers [212]

Mixed Methods
Quantitative: Surveys (One 
for patients and students; 
One for counsellors, 
educators and youth 
workers)
Qualitative: Interviews

2012

3 Huan Swee Leng, Vivien
vivien.huan@nie.edu.sg

Social Problem-Solving Skills Gaming for 
Children (OER 42/08 VH)

Intervention
Exploratory

2 Design phase 
- Students [12]
Experimental phase 
- Students [148] 

Mixed Methods
Quantitative: Pretest-
posttest experiment
Qualitative: Game design 
task

2013

4 Ee Leong Choo, Jessie Empowering Metacognition Through 
Social-Emotional Learning (OER 18/09 JE)

Intervention 2 Primary schools [3] 
- Teachers [76]
- Students [586]

Mixed Methods
Quantitative: Pretest-
posttest and 2nd posttest 
experiment
Qualitative: Survey, 
interview, video-recording of 
intervention

2013

5 Ee Leong Choo, Jessie Equipping Secondary Students with 
Metacognitive and Social-Emotional 
Competency Skills to Meet the Challenges 
of the 21st Century (OER 40/09 JE)

Intervention 
Experimental

2 Secondary schools [3] 
- Teachers [108]
- Parents [528]
- Students [975] 

Mixed Methods
Quantitative: Pretest-
posttest experiment
Qualitative: Survey, 
interviews, video-recording 
of intervention

2014
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S/N Principal	Investigator

(PI’s	contact)
Title	of	Project	(Project	ID) Type	of	Project Tier Participants Methods Project	

Closure	Date
Note

6 Sim Boon Yee Jasmine
jasmine.sim@nie.edu.sg

Citizenship Attributes for the 21st 
Century: A Study of Singapore 
Teachers’ Perceptions in Comparative 
Perspectives (OER 19/10 LWO)

Baseline 2 Primary schools[16]
Secondary schools [14]
In-service teachers [1606] 
Interview study 
- Students [91] (from 7 primary and 6 
secondary schools)
Observation study
- Secondary school students [15]

Mixed Methods
Quantitative: Survey
Qualitative: interviews & 
classroom observations

2016

7 Angeline Khoo Singaporeans Youth in the Cyber 
World: A Study of Cyber Wellness 
Issues (OER 01/11 AK)

Intervention 1 Longitudinal study
Schools [28]
- Students [2200] 
Survey study
- Cyber wellness IT co-ordinators [12]
Interview study
- Cyber wellness IT co-ordinators [6] 
(matched sample)
TOUCH Cyber Wellness (TCW) 
interview study
- Adolescent clients [15]
- Parents [12]

Mixed Methods
Quantitative: Longitudinal 
study student survey, 
Cyber wellness IT co-
ordinators’ survey.
Qualitative: Interviews

2012

8 Luo Wenshu, Serena
wenshu.luo@nie.edu.sg

Assessing Students’ Academic 
Motivation, Emotion and Strategies 
(OER 13/12 LWS)

Baseline
Exploratory

2 Secondary schools [16]
Wave 1 survey study
- Students [3363]
Wave 2 survey study
- Students [2648]
Wave 3 assessment study
- Students [2695]

Quantitative: Two 
surveys, one test

2015 Low progress 
learners

9 Khong Yiu Lan Lana
lana.khong@nie.edu.sg 

Schools Taking the Lead in Engaging 
Parents in Partnership: Supporting 
Lower-Achieving Students in Singapore 
Schools (OER 30/12 LK)

Exploratory 1 Secondary school [1]
- Principal [1]
- Vice-Principal [1]
- Key School Personnel [6]
- Teachers [26] 
- School Counsellors [3]
- Parents [12]
- Students [6]

Mixed Methods
Quantitative: Semi-
structured interviews
Qualitative: Semi-
structured interviews. 
Observations at teacher-
parent conferences 
and principal-parents 
dialogue sessions.

2016



S/N Principal	Investigator
(PI’s	contact)

Title	of	Project	(Project	ID) Type	of	Project Tier Participants Methods Project	
Closure	Date

Note

10 Caleon Imelda Santos
imelda.caleon@nie.edu.sg

Turning Achievement Around: 
Predictors of Academic Resilience 
of Academically At-Risk Students in 
Singapore (OER 42/12 ISC)

Exploratory 2 Secondary schools [22]
Survey study
- Students [1035] 
Interview study 
- Students [20]

Mixed Methods
Quantitative: Survey in 
three waves
Qualitative: Interviews

2018 Low progress 
learners

11 Tan Liang See Curriculum Innovation and the 
Nurturing of 21st Century Learners 
(OER 54/12 TLS)

Explanatory 1 Secondary schools [3] 
- Year 1 Express and IP students 
[2013], 
- Principals, middle management and 
teachers

Mixed methods
Quantitative: Four student 
surveys
Qualitative: Focus 
group discussions with 
school leaders, teachers 
and students. Lesson 
observations.

2017

12 Caleon Imelda Santos
imelda.caleon@nie.edu.sg

Nurturing Positivity: A Positive 
Psychology Intervention to Enhance 
Well-being, Engagement, and 
Achievement among At-Risk Students 
(OER 06/13 RBK)

Intervention 1 Academically at-risk students [305]
Study 1
- Secondary One students [65]
Study 2
- Secondary One students [39]
Study 3
- Secondary Three students [41]
Study 4
- Secondary One students [41]
Study 5
- Secondary One students [68]
Study 6
- Secondary One students [51]

Quantitative
Three positive psychology 
interventions (PPIs). Two 
sub-studies tied to each 
PPI. 

For each PPI, the first 
sub-study utilised a 
quasi-experimental 
design, and served as the 
first test.

The second sub-study for 
each PPI 
utilised a split-plot 
experimental design with 
experimental and control 
groups.

2017 Low progress 
learners

13 Chong Wan Har
wanhar.chong@nie.edu.sg

The Roles of Self-Efficacy Beliefs and 
Teacher-Student Relationships in 
Student Engagement: Perspectives 
from Normal Stream Students (OER 
08/13 CWH)

Explanatory 1 Pilot survey
Secondary schools [2] 
- Students [227]
Wave 1 survey study
Secondary schools [11],
- Students [3778]
Wave 2 survey study
Secondary schools [11],
- Students [3925]
Matched pairs between waves [3186]

Quantitative
Pilot testing plus two 
waves of one survey.

2017 Low progress 
learners
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S/N Principal	Investigator

(PI’s	contact)
Title	of	Project	(Project	ID) Type	of	Project Tier Participants Methods Project	

Closure	Date
Note

14 Gregory Arief D Liem
gregory.liem@nie.edu.sg

Participation in School-Based Co-
Curricular Activities and Student 
Development: A Motivation and 
Engagement Perspective (OER 09/13 
GAD)

Explanatory 1 Primary schools [14]
Secondary schools [14]
Wave 1 survey
- Primary school students [1618]
- Secondary school students [2242]
Wave 2 survey
- Primary school students [1648]
- Secondary school students [1877]
Wave 3 survey
- Primary school students [949]
- Secondary school students [1838]

Quantitative
3 waves of one survey.

2019

15 Heng Huan Gek, Mary 
Anne
maryanne.heng@nie.edu.
sg

Finding Meaning and Purpose: What 
are Our Youth Telling Us? (OER 10/13 
MAH)

Exploratory 1 Secondary schools [2]

Survey study
- Students [577]
Interview 1 study
- Students [28] (subset of Survey 
study)
Interview 2 study
- Students [10] (subset of Interview 1 
study)

Mixed Methods
Quantitative: Surveys
Qualitative: Interviews

2018

16 Pamela Onishi
pamela.onishi@nie.edu.sg

Community Music Education: Towards 
the Development of New Pedagogies 
for the 21st century (OER 01/14 OP) 

Exploratory Secondary schools [3]
Phase 1: Qualitative study
- Students [22]
Phase 2: Pilot Study
- Express students [40] 
- Normal Academic students [25]

Mixed Methods
Quantitative: Pilot study 
with pretest-posttest 
survey.
Qualitative: interviews, 
focus group discussions, 
surveys, classroom 
observation video-
recordings, and artifacts 
(final performance 
projects).

2018 Low progress 
learners

17 Ng Ee Lynn
eelynn.ng@nie.edu.sg

Singapore Kindergarten Impact Project 
(SKIP) (OER 09/14 RB)

Explanatory 3 Private and Public Preschools [80]
- Kindergarten students [1537]
- Parents
- Teachers

Quantitative
Four waves of ability 
tests 
Surveys for parents and 
teachers.
Classroom observations 
video-recordings

2020



S/N Principal	Investigator
(PI’s	contact)

Title	of	Project	(Project	ID) Type	of	Project Tier Participants Methods Project	
Closure	Date

Note

18 Sim Boon Yee Jasmine
jasmine.sim@nie.edu.sg

Curricular-Instructional Gatekeeping 
in Singapore: How Teachers Enact 
Social Studies and Give Purpose to 
Citizenship Education (OER 10/14 JS)

Exploratory 2 Teachers [25] Qualitative
Semi-structured 
interviews, classroom 
observations and audio-
recordings

2018

19 Bacsal, Rhoda Myra 
Garces

Reading Lives and Practices of 
Singapore Teachers and the Use of 
Multicultural Children's Literature to 
Promote Socio-emotional Learning 
(OER 15/14 RB)

Exploratory 1 NIE student teachers [345] Mixed Methods
Quantitative: Survey
Qualitative: Two focus 
group discussions, 
archival/document study 
of multicultural picture 
books.

2017

20 Tupas, Ruanni Fostering Cross-cultural 
Communication and Understanding 
in the English Language Writing (OER 
19/14 TK)

Exploratory 1 Secondary schools [3]
- English teachers [6]

Qualitative
Lesson observation, 
video-recordings, focus 
group discussion

2018

21 Goh Wee Pin Jonathan
jonathan.goh@nie.edu.sg

An Investigation of the Impact of 
Leadership Practices on Student 
Learning and Development Outcomes 
in Singapore Schools (OER 23/14 JG)

Exploratory 2 Primary schools [28]
- School leaders [58],
- Key school personnel [225]
- Teachers [468]
- Students [1888]

Quantitative
Survey, performance tests 
for students.

2018

22 Lam Rachel Jane Preparing Students to Collaboratively 
Solve Community and Global Issues: 
Focusing on Low Progress Learners 
(OER 06/15 RJL)

Intervention 1 Primary School [1]
Pilot Experimental study
Primary Four classes [3] 
- Teachers [3]
- Students [100]

Implementation study
Primary Four (low progress) classes [2]
- Students [46]

Quasi-experimental
Outcome data from 
students’ preparatory 
worksheets, joint 
(collaborative) 
worksheets, problems 
solutions on posttests, 
and surveys.

2018 Low progress 
learners

23 Khng Kiat Hui
kiathui.khng@nie.edu.sg

Effects and Mechanisms of a Deep 
Breathing Intervention for Test 
Anxiety— An Exploratory Study on 
the Use of Mobile EEG Headsets in 
Educational Research (OER 08/15 
KKH)

Experimental 1 Pilot study
- Primary Five students [45]

Main study 
- Primary Five students [38] 
- Secondary One students [37]

Quantitative
Pilot Study experiments 
to determine instrument 
validity.
Main Study with pretest-
posttest measures.

2020
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Closure	Date
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24 Towndrow, Phillip 
Alexander
phillip.towndrow@nie.
edu.sg 

Visualising and Performing Character 
and Citizenship through Digital 
Storytelling (OER 11/15 PT)

Exploratory 1 Secondary schools [1]
Wave 1
Class [1]
- Normal Academic students [32]
- CCE teacher [1]
Wave 2
Class [1] (not matched)
- Normal Academic students [33]
- CCE-English language teacher [1]

Exploratory case-
inspired design 
Data from documents 
(eg lesson plans), 
students’ artefacts 
(e.g., drafts, sketches, 
DSTs pre- and post-
production, written and 
oral texts), photographs, 
videography, interviews, 
classroom observations, 
transcripts, field trips and 
field notes.

2020

25 Lim-Arasaratnam, 
Christina
christina.ratnam@nie.edu.
sg

Exploring the Designing of a Growth 
Mindset Curriculum in a Singaporean 
School (OER 15/15 CL)

Baseline 1 Secondary schools [1]
- Principal [1]
- Vice- Principals [2]
- Year heads and Programme leaders [3] 
- Sec 1 form teachers [6]

Qualitative
Interpretive case study 
with interviews and field 
observations of staff 
meetings

2019

26 Tan Yuh Chaur Leonard
leonard.tan@nie.edu.sg

Developing 21CC Through Band: 
An Exploratory Study of the Four Cs 
(OER 17/15 TYC)

Exploratory 1 Primary schools [1]
- Band CCA students [82]
- Band teachers-in-charge and band 
instructors [9]

Secondary schools [1]
- Band CCA students [108]
- Band teachers-in-charge and band 
instructors [10]

Mixed Methods
Quantitative: 2 waves of 
survey
Qualitative: Field 
observations of band 
activities, material 
artifacts, interviews.

2019

27 Wang Chee Keng, John
john.wang@nie.edu.sg

Factors Influencing the Teachers’ 
Use of Motivational Strategies in the 
Classroom (OER 22/15 JW)

Explanatory 2 Secondary Schools [10]
- Math and Science Teachers [221]
- Students [1549]

Quantitative
One survey for teachers 
and one for students.

2020

28 Chua Bee Leng
beeleng.chua@nie.edu.sg 

Problem-based Learning: A Study on 
its Impact on Learners' Motivation, 
Strategy Use, Learning Processes and 
Academic Achievement (OER 23/15 
CBL)

Intervention 2 Secondary schools [4]
- Classes [11]
- Teachers [5]
- Students [188]

Quantitative
One survey

2020
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Title	of	Project	(Project	ID) Type	of	Project Tier Participants Methods Project	
Closure	Date

Note

29 Kwek Beng Kiat, Dennis
dennis.kwek@nie.edu.sg

Core Research Programme: Baseline 
Investigation of Social Studies and 
Character & Citizenship Education 
Pedagogies in Singapore Classrooms 
(OER 25/15 KBK)

Baseline 2 Primary schools [8]
- Social Studies teachers [8]
- CCE teachers [8]

Secondary schools [7]
- Social Studies teachers [7]
- CCE teachers [7]

Mixed Methods
Quantitative: Field 
observations of 
curriculum work by 
teachers. Classroom 
observation video-
recordings
Qualitative: Post-
observation interviews, 
focus group discussions 
with students.

2020

30 Caleon, Imelda Santos 
imelda.caleon@nie.edu.sg

Lessons from Resilience-Nurturing 
Environments: Classroom Practices 
of “Turnaround” Teachers (OER 28/15 
ISC)

Explanatory 2 Secondary schools [12]
- Teachers [111]
- Students [871]
Interview study
- Teachers [19]
- Students [20]

Mixed methods
Quantitative: Survey for 
teachers and students, 
classroom observation 
video-recordings
Qualitative: Interviews 
with teachers and 
students

2020 Low progress 
learners

31 Sim Boon Yee Jasmine
jasmine.sim@nie.edu.sg

Inquiry into Patriotism Among Social 
Studies Teachers in Singapore (OER 
01/17 JS)

Exploratory 1 Social Studies teachers [28] Mixed Methods
Case study methodology 
involving Q-sort (verbally 
administered), interviews, 
and observations of 5 
selected teachers.

2020
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Closure	Date

Note

32 Goh Ee Ping Ailsa
ailsa.goh@nie.edu.sg 

Positive Teacher Language: Improving 
Teacher-Student Relationships and 
Engaging Low Progress Students 
(AFR 03/16 GEP)

Baseline 1 Primary schools [2]
- Classes [3]
- Teachers of low progress learners [6]
- Mentor teachers [6]
- Low progress students [18]

Mixed Methods
Study 1- A single-case 
research design, 
with a baseline phase, 
training phase, one 
intervention phase with 
mentor teacher check-
in, one intervention 
phase with performance 
feedback, and a 
maintenance phase.
Study 2 - A baseline 
phase, a training phase, 
an intervention phase 
with performance 
feedback, and a 
maintenance phase.
Survey and semi-
structured interviews.

2020 Low progress 
learners

33 O’Keefe, Paul Andrew Promoting Academic Interests in 
Junior College Students Through a 
Growth Mindset (AFR 05/16 PAO)

Intervention 2 Pre-U institutions [2]
- Students [789]

Mixed Methods
One two-wave 
correlational field study 
with baseline surveys.
One randomised 
controlled field 
experiment for growth 
mindset training with 
pretest-posttest surveys.

2020

34 Karuppiah, Nirmala
nirmala.karuppiah@nie.
edu.sg 

Parents’ Perception of “Play” and 
“Holistic Development” in the Early 
Years (OER 26/17 KN)

Baseline 
Exploratory

1 Kindergartens [3]
Childcare centres [4]
- Parents [30]

Qualitative
Preliminary Parent 
Background Information 
Form. Semi-structured 
interviews.

2020
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