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FOREWORD 

This first issue of REACT 1999 includes a variety of interesting articles designed to 
stiinulatc discussion and dcbatc on a widc rangc of issues. New curriculum develop- 
ruents and their impact on teachers and students, innovative ways of teaching grammar 
and evaluating students' writing and the need to foster a sense of emotional well-being in 
students in our current climate of educational and societal change are included, with 
co~nprehensive reviews of related research studies and the implications for classroom 
teaching. 

In the first article Moo Swcc Ngoh and Lulie Tan rcvicw thc findings of a rccent local 
study evaluating the teaching of history in sccondary schools, and offcr suggestions on 
how students'critical thinking skills can be extended through the study of history, which 
has been given a new impetus with the recent inclusion ofNational Education. 

In the second article, Lachlan Crawford and Chua Tee Teo present a comprehensive re- 
view of current thinking on the nature of emotional intelligence and its importance in the 
overall development of the individual. They suggest strategies for teachers to use to in- 
crease E.Q. and describe programmes being implemented in some local schools which 
recognise the need to redress the imbalance between the cognitivc and affcctive demands 
being made on our young. 

Turning to language mattcrs, Peter Teo reviews research from America and Asia in order 
to examine the pedagogical and practical benefits of peer evaluation in process writing, 
and the socio-cultural factors that tend to obstruct the effective implemention of such 
evaluation in Asian classrooms. He subsequently provides useful and concrete examples 
to help mini~nise soine of thc difficulties local teachers might face in their efforts to 
introduce peer evaluation with their students. 

The fourth article continues to discuss pertinent language issues. Thomas S. C. Farrell 
presents a very lively and 'appetising' account of the ongoing debate about the cfficacy 
of the 'inductive' and 'deductive' approaches to the teaching of English grammar. He 
suggests a suitablc coinproinise which integrates both approaches and gives a very 'di- 
gestible' example of teaching specific grammatical items with the help of peanut butter 
sandwiches! 

In the light of recent curriculum initiatives, Anthony Seow contributes a highly topical 
article on the consequcnces of curriculu~n change as they affect English Heads of De- 
partment in secondary schools. Based on feedback obtained from participants who re- 
cently attended a course at the National Institute of Education, he discusses how such 
changes can be assimilated and implemented with the 'least resistance' by classroom 
teachers. 



In our sixth article. Ho Boon Tiong reviewsrecent studies on brainstonning and examines 
the pr~nciples and processes involved in this technique. In the absence of conclusive 
evidence from research, he offers sound advice to teachers on how to conduct 
brainstorming sessions with their students. 

In the concluding article of this June issue, Steven Tan addresses the need for physical 
education tcachers to take a more proactive approach to the use of routines in their tcaching. 
He offers valuable advice for P.E. teachers, coupled with practical cxamples 
based on authentic situations in the physical education setting of Singapore schools, in 
order to help thctn manage their lessons more effectively. 

LINDA GAN 
Executive Editor 
REACT 
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WHAT DO OUR STUDENTS THINK 
OF HISTORY LEARNING? 

Review by Dr Moo Swee Ngoh and Ms Lulie Tan 

INTRODUCTION 

The study of history as a curricular subject 
is compulsory for all lower secondary 

pupils in Singapore. The stated objectives 

of history learning are as follows: 

to foster in the individual a strong sense 

of identity and pride in his own country 

arid appreciation of his heritage; 
to develop in the pupil a broader and 

more balanced world view by hrlping 
h im to becorne a more informed 

individual who is  better able to 
understand the regional and global 

developments in the present; and 
to develop in him an enquiring mind 

and lead him to higher-order thinking 

through the acquisition of historical 

skills and inquiry learning. 

It is clear from the educational objectives 
outlined that history learning is meant to 

be more than mere presentation of facts by 

the teacher and their acquisition by the 
students. The added new focus is on the 

promotion of higher order thinking and 
inquiry learning >kills in students through 

the study of history. This is essential for 
history learning to be meaningful. and if 

students are to be motivated and challenged 

in the process. 

Therefore the primary airn in instructional 
de5ign for the study of history is no longer 

that of conterit mastery. Instead. history 

teaching should be designed to stimulate the 

interests of students and to develop thinking 
skills related to the discipline. This will 

enable the students to use history as a basis 
for understanding the present and for 

guiding projections into the future. Some 

of the thinking skills that can be developed 
through the process of history learning and 

investigation include comparing, analysing, 
evaluating, making informed inferences. 

and drawing generalisations. 

This  ar t ic le  reports on some of the 

preliminary findings of a local study on how 

students think and ~ i ~ a k e  meaning in history 
learning. 

REVIEtV OF RESEARCH 

Findings from studies  on s tudents '  
cognitive processes during classroom 

instruction (Tay-Koay Siew Luan, 1992; 
Belinda Charles, 1989; Ert~iier. Neurby, and 

MacDougall. 1996) suggcst that students 
lcarn better if they are more actively 

involved in thc leaming process. Classroom 
instruction should provide opportunities for 

students to develop and to be nl~mlred into 
thinking, responsible and self-motivated 
learners. Tay's study (1992) showed that 

students not engagcd in higher-level 
thinking processes, became passive 
recipients of information. and they tended 

to lose interest in lesson-relevant nlotters. 

- -  - - 
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The study by Ertmer et al. (1996) noted that 

s tudents  who  adopted process  goa ls  
appeared more persistent when faced \vith 

difficult  tasks,  and they would a l so  

emphasise strategies needed to analysc a 
case rather than facts needed to make a 

correct analysis. 

The emphasis on promoting thinking skills 

development  in  history learning was 

introduced in 1993 at the same time when 
a revision of the history syllabus was 

undertaken.  History teachers  were 
encouraged to make the necessary changes 

in their teaching approaches, and to adopt 

strategies and methods that would help 
achieve this  important  educat ional  

objective. How successful has thi, change 

been in bringing about a de-emphasis on 

rote learning and fact acquisition and in 
pro~noting thinking in history learning by 

teachers? Are students required to do more 
of higher order thinking now in the learning 

of history? What impact, if any, has this 
made on the perceptions that studenrs have 

of history learning? 

LOCAL RESEARCH STUDY 

To answer these questions, a local study is 

currently underway of lower secondary 

history classes to find out if and hou r 

s tudents are  engaged in thinking and 

making meaning in history learning, and 

how they perceive the study of history. It 
also includes a survey among history 

teachers on their approaches, strategies and 

methods in history teaching. 

The pilot study was conducted in four 
schools involving 200 lower secondary 

students arid seven history teachers. The 
sample included a mix of government 

neighbourhood, ctutonomous, and aided 
schools. The mode of inquiry used included 

lesson observat ions,  semi-structured 

interviews, students' work (product5 of 
his tory learning ac t iv i t i es ) ,  and 
questionnaires. The questionnaires had a 4- 
point scale, and respondents were invited 

to give reasons for their responses. 

A summary of the findings (Table I )  
obtained from the questionnaire return$ 
completed by the students and classroom 

observations, and a discussion of the results 

are presented below 

-- 
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Table 1 : 
Student Responses To Questionnaire On  History Learning 

t I I always pay attention during History lessons. 

2 1 try to answer T's questions during History lessona. 

1 3 I understand most of what is taught during History lessons. 87.8 1 
1 4 I ask questions when I don't understand. 61.4 I 

I enjoy participating in grouplpair work, and role-play. 
8 1 A  P 

I think about what T is explaining during History lessons. 78.9 

) 7 I learn to compare present with past during History lessons. 

8 1 learn to onalyse the muse & effects of events. 86.4 1 
( 9 1 learn to organise History information using diagrams. 63.8 1 
1 10 I am able to imagine past events in History lessons. 84.4 1 
1 11 I think learning History is useful. 

I like learning History. 

I look forward to History lessons. 72.4 

The Findings 

An analysis of the findings show that more 
than 92% of students surveyed regarded 
the study of history to be useful. Many 
felt that they could "draw lessons from the 
past", "learn from past mistakes", "under- 
stand the present better", "know their own 
heritage and roots", and that the study of 
history would help them "understand gov- 
ernment polic~es better". Apparently, these 
students could see meaningfulness, rel- 
evance, and even importance in history 
learning. This was encouraging in view of 
the government's efforts in National Edu- 
cation the primary aim of which is to help 
our students know about Singapore's past 
and her development so as to understand 

how we have been shaped as a people, the 
present, and future challenges. 

I t  was also apparent that the niajority of 
the students (79%) liked learning history 
(Item 12). This could be due to the fact his- 
tory was considered an 'eaay' subject as 
Indicated by 88% of atudents who felt they 
could understand most of what was taught 
during their history lesson? 1Iten1 3). 

Despite all this 28% of students reported 
that they did not feel enthusiastic about 
having history lessons. The reasons cited 
inc1uded:"lessons can be boring depending 
on the topics", "too much teacher talk", and 

- - -  
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"listening to teacher's explanation i s  
boring". These responses suggested that 
many of the history lessons might still be 
teacher-centred and the students had not 
been sufficiently engaged or challenged in 
the learning process. At least 17% indicated 
that they did not pay attention during hisrory 
lessons (Item I ) ,  and 21% indicated that 
they did not think about what the teacher 
was explaining to them (Item 6). This meant 
that approximately one in five of the 
students surveyed did not appear to have 
made cogni t ive  connect ion with the 
learning process during history lessons, let 
alone be actively engaged. 

Further indications that the students might 
riot have been sufficiently engaged in  
thinking \yere given in h e  responses to Item 2. 
More than 25% of thestudents said that 
they did not try to answer their teachers' 
questions during history lessons. Some of 
rhe reatons given included "being afraid of 
giving the wrong answers". "shy to answer 
the teacher 's questions", and "some 
questions were too difficult", "the teacher 
was too fast", and "the answers were mostly 
found in the textbook". When the students 
did not understand. 39% indicated that they 
did not ask the teacher for help (Item 4). 

Evidence obtained f rom c lass room 
observations revealed that teachers a e r e  
clearly aware of the need to ask questions. 
Most of the questions asked, however. were 
low order and convergent, which merely 
required the students to recall information. 
This was the pattern especially when the 
teacher adopted a predominantly expository 
style of teaching. As the students had 
claimed. answer5 to the 'recall' questions 
could be found in the textbook. It was not 
surpris~ng therefore that some students did 
not attempt to answer them. 

Some higher-order questions were asked 
during the lessons observed. For example, 
"What (10 yolr rhirlk of Hun Wri Di as  n 
rrrler.?", "lWrs Qitr Shi H~ran,q a good or  
bad ruler?", arid "HVlt?. u'as the attack orz 
Pe(ri-1 Hurhour irnl~ortunt?" However, 
there were ofren glossed over. It was also 
observed that little wait-time was given for 
students to process their answers to these 
higher-order questions. Such a practice 
could have discouraged students from 
making an effort to answer the teacher's 
questions. 

The students did acquire certain 
thinking skills through history learning. 
More than 80% indicated that they 
learnt to make comparisons between 
past and present, to analyse the causes 
and effects of events, and to imagine past 
happenings (Items 7,8, & I0  respecr~vely j 
during history lessons. It was observed that 
group activities were conducted in some 
of the classes  .and these provided 
oppoflunities for students to develop higher 
order thinking skills. More than 81% of the 
respondents indicated that they enjoyed 
doing group work (Itern 5 ) .  

One skill that appeared to be the least 
developed anlong the students surveyed 
was that of using concept maps, graphic 
sunlnlaries and charts to organise 
hislorical information (Item 9). Only 64% 
reported that rhey had learnt to use this tool 
which is generally regarded to be important 
in helping studenrs organise their learning 
and in improving student understanding. 

CONCLUSION 

One of the main educational objectives for 
his tory learning in S ingapore  today 
emphasises  the deve lopment  of an 
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in students' perceptions of history learning. It must be recognised that 
the traditional teacher-centred expositorv style of history teaching 
(which still seems to be the predominant mode of instruction in 
Singapore classrooms) is no longer adequate. 

2. Iristructiotral strategies that ernphasise active student participation 
and engagement of student critical thinking will have to be the norm 
in history teaching. 
The study shows that students enjoy doing group work in history lessons. 
Classroom observations revealed that inquiry-oriented group discussions, 
where used, provided Inany opportunities for higher-order mental 
processes. Other activities that can be introduced include role-play, 
debates, mock trials. and the construction of mind-maps, graphic 
organisers and visual organisers to structure their learning. As shown in 
the findings, one important area that clearly needs developing is that of 
using concept-mapping and other fo rn~s  of diagrams to organise historical 
information. Incorporating purposeful group activities in history lessons 
will make history leaminp more interesting and perhaps even challenging. 

3. Effective use of quality questions and questioning skills, arid the 
encouragement of student questions are critical in developing student 
thinking in history learning. 
Evidence from the study showed that while teachers asked questions 
during history lessons. these questions were predon~inantly low-order, 
requiring the students merely to recall information that was in the 
textbook. When higher-order questions were asked students were not 
given sufficient wait time to process their answers. Students' written 
comments also showed that some teachers might not have been very 
encouraging in their questioning and responding techniques. More than 
25% of the students reported that they did not try to answer teacher's 
questions, and almost 40% would not ask their teachers if they did not 
understand the lesson. Students will develop an enquiring mind only if 
teachers encourage them to ask questions during the learning process. 
To promote higher-order thinking in their students, teachers will have to 
worh on their own questioning techniques - both in the quality of the 
questions asked and the shills in questioning and responding. 

- - -- 
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4. Through history teachingpromote the development of thirtkingprocesses 
such as con~paring, artalysing, evaluating, making ir~ formed inferences, 
and drawirzg generalisations. 
The findings showed that a large majority of the students ( 8 0 9  - 86%) 
did think about what their teachers were teaching during history lessons. 
and they learnt to use thinking processes such as comparing the present 
with the past and analysing the causes and effects of past event. They also 
learnt to imagine past happenings. Efforts at facilitating the development 
of these thinking processes in students would need to be increased and 
further reinforced. These are skills that every student should acquire in 
the course of studying history. 
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PROMOTING EMOTIONAL INTELLIGENCE 
AMONG SINGAPOREAN SCHOOL CHILDREN 

Review by Lachlan Crawford and Chua Tee Teo 

INTRODUCTION 

The concept of emotional intelligence 
(E.Q.) has attracted increasing attention 
among behavioural research scientists in 
recent years because of innovative methods 
of brain-imaging technologies. These 
technologies have enabled scientists to 
understand more clearly how the brain's 
centres for emotions function and how they 
are responsible for moving individuals from 
rage to tears. Behaviourists can now 
suggest strategies to control the emotions 
Illore successfully. The Yale psychologist 
Robert Sternberg (1996) reports that in 
schools and business organisations, senior 
personnel are taking seriously the idea that 
a little more time spent on emotional 
intelligence or social skills, which he calls 

- - - -  -- 
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'practical people skills', may pay rich 
dividends in terms of  better work 
relationships and better chances of handling 
individual personal problems. Sternberg 
suggests that if individuals are more alert 
to the importance of emotional intelligence 
and more adept at exercising it, they are 
more likely to be successful as individuals 
in spheres of employment and more adept 
at handling period? of emotional stress. 

This article briefly examines the concept of 
emotional intelligence, reveals the paucity 
of school-based research in this area and 
considers why it is becoming increasingly 
important for Singaporean school children. 
The article also explores what is being done 
to promote emotional intelligence and 
suggests a number of  strategies which 



teachers could use to increase awareness study~ngemotionnl intelligence. Theseare: 
of it. 

WHAT IS E.Q. ? 

The concept of emotional intelligence is nor 
new. Indeed, i t  may be traced as far back 
as the ancienr Greek philosophers. Finley 
(1963) reports that Socrates, for example, 
borrowed the maxim of the Delphi oracle 
'Know Thyself '  to argue thar man is 
capable of knowing his strengths and 
weaknesses by rigorous, rational thought. 
Socrates believed thar all behaviour, 
including emotional behaviour. should be 
the subject of rational thought. This, in 
essence. is the keystone of emotional 
intelligence: awareness of one's feelings as 
they occur. 

More recently, the Harvard psychologist, 
Howard Gardner (1993) also examined the 
concept in two forms - intrapersonal 
and interpersonal intelligence. The 
former. according to Gardner (1993, p. 
240). enables a person to have access to 
one's own 'feeling' life - includine one's . 

range of emotions, and to draw upon them 
as a means of understanding and guiding 
one's hehaviour. The latter. however, 
enables the individual to turn outward lo 
other individuals, to  notice and make 
distinctions among other individuals in 
terms of different mr~ods, temperaments 
and intentions. Both are deemed as 
important capacities for self-growth, the 
former to know oneself and the latter to 
Lnow others. 

The phrase emotional intelligence was 
actually proposed by Peter Salovey and 
John D. Mayer (1990) who attempted to 
map i n  great detail the ways in which \ve 
can bring intelligence to bear on our 
emotions. Afler prolonged deliberations, 
they established five domains as a basis for 

knorrin!: orzek rmotiot~s- the ability to 
monitor feelings from one moment to 
the next and to use feelings to make 
important decisions in life; 

managing emotiorzs - the ability to 
manage distressing moods well and to 
control impulses; 

rnorivatirzg oneself - the ability t r ~  
marshal emotions in working towards 
goals  and to remain hopeful and 
optimistic when you have setbacks: 

recogni.ring e~notiorzs in others - the 
ahility to empathise or knowing what 
the people around you are feeling: 

harzdlir7q relatiur~.rhi~~s - the ahility to 
get along well with other people, 
managing emorions in relationships. 
and being ahle to persuade or lead 
others. 

Salovey and Mayer (1990) recognise that 
people differ in their abilities in each of 
these domains. hut they stress that these 
domains represenr a body of habits and 
responses that can be improved upon if 
there are lapses or deficiencies in particular 
areas. 

The phrase gained popularity with the 
publication of a book entitled Ernotiorzul 
l~~tellijience written by Daniel Coleman in 
1995. In the text. the author reviews the 
current research into brain architecture; 
defines the nature of emotional intelligence; 
illustrates that childhood and adolescence 
are critical periods of opportunity for setring 
the essential emotional habits that govern 
our lives: and documents how pioneering 

pp 
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schools are teaching children the emotional 
and social skills they need to keep their lives 
on track. 

Significantly, Goleman asserts that there 
is a relationship between emotional skills 
and academic success. In an interview with 
John O'Neil.  (1996) senior editor of 
Edrtcotional Leadership, he pointed out that 
skills such as  be ins  able to resist 
impulsivity, or to delay gratification in 
pursuit of a long-term goal, are helpful in 
the academic arena. He also indicated that 
learning can be affected by the emotions. 
For example if a child is chronically 
anxious, or angry, or upset in some way, he 
will not be able to give his full attention to 
his academic tasks. Goleman (1995), 
therefore, suggests that emotional skills can 
be taught to children to give them a better 
chance of using whatever intellectual 
potential they may have been given. 

REVIEW OF RELATED RESEARCH 

There is apaucity of school-based research 
in this area. Despite Goleman's assertion 
that there is a link between emotional skills 
and academic success, there is no body of 
local research to substantiate this claim. 
However, there are several studies which 
indicate that emotional intelligence is 
becoming increasingly important for  
Singaporean school students for a number 
of reasons. 

Changing patterns of family and 
community life 

As a result of the changing patterns of 
family and commun~ty life, many children 
in dual-income families are becoming more 
isolated from their parents, as both father 
and mother  enter  the workforce and 

subsequently spend less time at home. 
Moreover. the Report of the Inter-Ministry 
Conzrnitter, published in 1995, indicated a 
disturbing number of marriages which 
ended in divorce. Concerned officials now 
believe that there are increasing numbers 
of children from divorced homes who may 
have difficulty in coming to terms with the 
break up of their parents' marriage. In 
addition, many married couples are 
abrogating their responsibilities as parents 
and leaving the upbringing of their children 
to domestic helpers. Hence, parents are 
playing a smaller role in the up-bringing of 
their children. The result is that there is a 
dearth of adult figures to teach children how 
to manage contlicts constructively through 
examples or through indirect methods, such 
as moral codes and pattenis of living. 

Increase in youths arrested for crimes 

While not all youths arrested for crimes 
were school children, the Report of the 
Irtter-Ministi? Cornmittee (1995) indicated 
that 66% were 14to 15 yearolds while 25% 
were school drop-outs or students with a 
poor academic record. Moreover, half of 
the offenders polled (Report, 1995 p. 3 3 )  
said it was acceptable to break school rules, 
while one-third thought it was acceptable 
to break the law, if they were not caught. 

Support for students who are less 
academically-inclined 

Another  reason for  promoting the 
development of emotional intelligence in 
schools is the need to help many less 
academically-inclined students who are 
perhaps feeling lost in a highly-competitive 
and results-oriented school environment. 
They may suffer from low self-esteem, 
anger, frustration and loneliness. Equipping 
these students with skills in emotional or 
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personal intelligence may enable them to 
adapt and adjust to school life and academic 
demands more readily. 

Support for students who are 
academically advanced 

Similarly, the teaching of emotional 
intelligence would benefit those students 
from the academically advanced classes or 
so-called "top students" in each class. Tan 
(1996) has reported that secondary students 
in the Express stream apparently suffer 
higher academic and social stress than their 
counterparts in the Normal stream. Many 
of these students cunstantly cany with them 
performance anxiety that is constant and 
pervasive. They worry about their school 
performance and grades and are crippled 
by fears of making mistakes. Their  
anxieties are manifest in a variety of stress- 
related physical symptoms. 

Problen~s in adolescence in general 

Results of a recent study of 333 students 
from four  neighhourhood schools in 
Singapore indicate that adolescents in a 
typical secondary school generally have 
positive support at home and in school 
except that their confidence in coping with 
school work appears to decline as they grow 
older (Tan &Tan, 1999). The older students 
were also found to be more critical of adults. 
more assertive and more independent. The 
teaching of emotional intelligence will 
enable the older adolescents to gain self- 
knowledge and interpersonal skills and 
hence be able to cope with the increasing 
demands of school. 

In another local study of 467 secondary 
students from three government schools, it 
was reported that many students indicated 
that they were worried about their "current 

prohlems and about their future" 
(D'Rozario & Goh, 1998. p.16). The 
teaching of emotional intelligence to these 
students will help ease. if not eliminate, the 
concerns of adolescents about their personal 
problems. 

WHAT IS BEING DONE IN 
SINGAPORE SCHOOLS? 

Emotional intelligence is not formerly 
taught as  an independent  suhject in 
Singapore schools today. However. it 
would be fair to comment, that from 1979 
schools have attempted to promote aspects 
of "affective" education through Reli,' -lous 
Knowledge (1984 to 1989). Civics and 
Moral Education (CME) and Pastoral Care 
and Career Guidance (PCCG). Recent 
efforts also include the introduction of 
National Education which is designed to 
foster in pupils a sense of belonging and 
patriotism (Ministry of Education, 1996). 

CME programme 

The purpose of the CME programme, 
implemented in all primary and secondary 
schools, is  to develop character and 
integrity, to ensure that pupils become 
useful members of society, and to develop 
a Singaporean identity (Ministry of 
Education 199lb. p. I). The development 
of morol values and good interpersonal 
relationships has been listed as one of the 
many goals which teachers can help pupils 
achieve in weekly CME lessons (Ministry 
of Education, 1991a: 199 1 b). 

PCCG progranlnle 

The PCCG programme, first introduced in 
1988, focuses on the development of well- 
balanced individuals and members of the 
school who will promote a caring ethob. 

pp -p - - 
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equip pupils with the necemary skills to 
cope with life and be better prepared for 
the world of work (Ministry of Education, 
1991). Other  than training teacher- 
counsellors, the PCCG programme also 
teaches pupils life-skills such as personal 
and interpersonal effectiveness. effective 
learning methods and the making of career 
choices (Ministry of Education. 1999). 

It is evident that the thrust of CME and 
PCCG programmes in schools has been the 
inculcation of citizenship and moral values 
while emotional education, though not 
totally left out in the programmes, has never 
been overly emphasised. Recently. several 
schools, community centres and private 
agencies have begun to conduct formal 
classes to promote emotional intelligence. 
The proliferation of these classes is also 
seen in private schools and even at pre- 
schools. This  phenomenon can be 
attributed to the difference in nature of EQ 
programmes and CME or PCCG 
programmes. 

strengthened pathways, or neural habits 
which can be activated in times of hurt, 
frustration or duress. 

Goleman (1995. Appendix E, pp. 347-348) 
suggests that E.Q. skills include: 

11 self awareness: recognising feelings 
and building a vocabulary for them: and 
knowing the relationship between 
thoughts, feelings and reactions: 

2)  persor~ol drcisiori-making: knowing if 
thoughts or feelings are ruling a 
decision; and applying these insights to 
issues such as sex or drugs; 

3) nionuginy feelings: finding ways to 
handle fears, anxieties, anger and 
sadness: 

4) self acceptance: feeling pride and 
seeing oneself in a pusitive light; 
recognisiug strengths and weaknesses; 
being able to laugh at oneself. 

OTHER M'AYS TO PROMOTE E.Q. CONCLUSION 

While the CME and PCCG programmes 
address issues like drug and alcohol abuse, 
teenage smoking, pregnancy and more 
recently, violence, the EQ programme goes 
beyond what is taught in Moral Education 
classes. It is essentially a set of knowledge 
and skills necessary to find creative 
solutions to personal and social 
predicaments. The goal is to raise the level 
of social and emotional competence in 
children as a pan of their regular education. 
This can be achieved by practising the skills 
regularly over a sustained period of years. 
Emotional learning then hecomes 
ingrained. As experiences are repeated o\.er 
and over, the brain develops them as 

This is a century of rapid reforms and 
scientific advancement. Human lives are 
not exempt from new reforms and 
conditions. not to mention the school 
curriculum. Besides being innovative in 
thinking and perceptions, i t  is critical that 
schools re-examine methods in developing 
emotions and virtues. 
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IhIPLICATIONS FOR TEACHERS 

Teachers who wish to promote emotional intelligence among their pupils 
can consider the following. 

I .  Teach emotional intelligence eifher directly or tlrrorcgh infusion. 
Emotional intelligence in schools may be taught as a separate programme 
under the name of 'Life Skills'. 'Self Science' or 'Social Competence', 
but the advent of yet another programme in the curriculun~ of Singapore 
schools may not he too popular ~vith teachers at the moment. An 
alternative, as Goleman suggests (1995: p. 312), is to infuse lessons on 
feelings and relationships with subjects already taught, for example in 
reading and writing, maths, science, or social studies. 
An example of an integrated emotional lesson in maths would be to teach 
pupils personal decision-making by putting aside distractions: such as 
day-dreaming or talking to one's neighhour; motivating oneself to study; 
and managing one's time efficiently to learn effectively. Stories in - - 
language classes may he used to manage feelings by discussing friendships, 
allowing the pupils to hecome aware of a friend.5 needs and their need to 
share feelings with friends 

2. Spread fheprogramrne overa number of years so emotional intelligence 
skills can become ingrained. 
Teachers need to capitalise on "reachable nzotnents" (Popov, Popov & 
Kavelin, 1995, p. 16) or "rlpe oppc~rtunities" (Goleman, 1995, p. 3 13) to 
educate pupils in EQ. These are usually times of discipline or problem 
behaviours. Impulse control, conflict resolution skills and even the 
development of virtues can he taught during these times of moral dilemma. 
The teacher must be conscious of these teachable moments and use then1 
to teach EQ when the time is right. 
An example would he when a teacher hears a 10 year old make cruel 
remarks to a classmate; the teacher could take the pupil aside and speak 
to him about his remarks being unkind and hurtful to his classmate rather 
than ignoring the incident or just telling the rude pupil to stop. In another 
instance, the teacher may notice that an average ability child is consistently 
handing in work and helping her classmates voluntarily; the teacher should 
not ignore the hehaviour or simply tell her that she has been a good girl. 
The teacher should tell the pupil how much the teacher appreciates her 
diligence and concern for others even though the behaviour was uncalled 
for. Furthermore, the teacher could point out to the pupil, and the class, 

- -- 
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that the development of a hardworking attitude and helpfulness is indeed 
praiseworthy. This would develop feelings of self-worth and self- 
acceptance in the pupil concerned. 

3. Help children from broken families, school drop-outs, and low and high 
ability students cope with the pressures of everyday and school life. 
The need to love and care for our environment, and domestic and wild 
animals may be highlighted in science lessons whenever the pupils are 
taught biology. Additional themes like empathy, caring and perspecrive- 
taking can also be discussed in social studies lessons (Goleman, 1995, p. 
3 13). Mother tongue is possibly the best subject to infuse the teaching of 
EQ. for stories in mother tongue texts usually involve the culture of a 
particular race, and they are therefore most suited to teach pupils to express 
their sentiments towards their fellow human beings be they parents, 
teachers, peers, siblings or strangers. Mother tongue teachers could 
capitalise on role plays to teach empathy and hence educate the pupils on 
the feelings of others. 

I SOURCES 

D'Rozario. V.. 6i Goh, M. (June, 1998). 
How Adolescents Cope with Their 
Concerns: A Review and Study of 
Singaporean Students. Review of 
Edltcational Reseaych criid .-ld~,nnce,s f i ~ r  
Classyoom Teacheys REAC7: 1, 13-20. 

Finley, M.I. (1963). The Aiirieirr Greeks 
London: Chatto and Windus. 

Gardner. H. (1993). Frames ofMind: The 
the or:^ of Mirlt@le I~iteNige~ices (2nd ed.). 
London: Fontana Press. 

Ministry for Community Development. 
(October. 1995). Repoyt of the Intel. 
Mi11isri:v Committee on Dysfiinctior~al 
Frrmilies. Juve~~ile Delinqzie~icy and Dyuy 
dblist, (MCD 22-01-1 17). Singapore. 

Ministry of Education. (1999). Lifeskillsfn~ 
Effective Living [On-line].lrrrl~:.',' 
~:w~i.rnoe.ed~t.sg,'i~~t~~rnal/pccg/ 
l~eskills.htm Singapore: Pastoral Care and 
Career Guidance Branch, Division of 
Educational Programmes, Ministry of 
Education. 

Giam. D. (1992,. 1nde.re.i to majoy chcriigrc Ministry of Education. (1996, July 27). 
i ~ i  etiucatiorl in Singapore fkom I 9  79 ro Seminar f o r  principals on Sir~glrpore? 
1992. Singapore: Library and lnfonnation rorut~-ai~its a~idslrrvivaI(Press ReleaseNo. 
Centre, Ministry of Education. 02 196; ReferenceNo. N07-11.091 Vol. 2). 

Ministry of Education. (1995). 
Goleman: D. (1995). Emotional 
11iteNigence. New b r k :  Bantam Books. 

- - 

REACT JUNE 1999 



Assess~~~i~tr tCuidel i r~~s:  Cil-ics & Moral 
Edrrcntion; S e c o ~ r d a r ~  I - 3  [Specinl/ 
E.~pres.s/h'or-rnal (A~.ademic & Teclrrriral)]. 
Singapore: Humanities & Aesthetics 
Branch, Examinations & Assessment 
Branch, Ministry of Education. 

Ministry of Education. (1994). Pastornl 
Cure: A shurperjhc~i .~ A lrur~dbookfbr 
principals nrrd tenchers.  Singapore: 
Pastoral Care and Career Guidance Section, 
Pupil Services Branch, Schools Division, 
Ministry of Education. 

Ministry of Education. (1991 a).  civic^ nnd 
rnoral edurntion syllabus: Pri~nury School. 
Singapore: Curriculum Planning Division, 
Ministry of Education. 

Ministly ofiducution. (IY91h). Civics and 
moral education syllabus: Secondary 1-5. 
Singapore: C'rrrricul~rm Planning Di,.ision, 
Ministr). qf'Education. 

O'Neil, J.  (1996). 'On Emotional 
Intelligence: A Conversation with Daniel 
Golelnan.' Educational Leadership. 54, h- 
1 1 .  

Popov. L. K., Popov, D., & Kavelin, J. 
(1995). The Virtries Guide: A handbookfor 
parents teaclring virtues (Rev. ed.) .  
Australia: The Virtues Project. Inc. 

Salovey, P., & Mayer, J. D. (1990). 
Emotional Intelligence. Imagbiation, 
Cognitiorr and Personalih: 9. 185-21 1 

Stemberg, R. J. ( 1  996). Succe.ssfirl 
Intelligence: How' practical and creative 
Ortelligence deternrine success in life. New 
York: Simon & Schuster. 

Tan, A.G. (1996). 'Stress: morc than what 
we know.' Teaching and Learning: 17. 1, 
45-55. 

Tan. W. K., &Tan, E. (1999). Thc Social 
Adjustment of Secondary Students at Home 
and in School. In M.  Waas (Eds.) ,  
E~rhancirig Learning: Cliullenge of 
Integrating Thinking and I~tforrnatio~i 
Teclrr~ologr ii~to the Cur7ic~rl~irn: Vol 1 (p. 
100-1 05). Singapore: Educational Research 
Association. 

-- -- 

REACT JUNE 1999 



"PROCESS WRITING": 
PEER EVALUATION REVISITED 

Review by Peter Teo 

INTRODUCTION 

I t  has been two decades since Graves (I 978) 
first initiated a paradigm-shift in the 
teaching of writing, moving from a product- 
centered approach to a process-oriented 
one. Traditionally, teachers taught writing 
by focusing on the product of their students' 
writing, meticulously red-inking every 
mistake in content, organization. spelling. 
grammar and punctuation. in the misplaced 
belief that students would learn from these 
mistakes. Graves '  "Process-Writing 
Model" grew out of a disenchantment uaith 
this laborious yet unreuaarding way in which 
writing was taught, which seemed only to 
highlight students' weaknesses in, and 
hence increase their dislike for, writing. 
Instead of focusing on the s tudents '  
'finished product', Graves advocates rhat 
teachers help students understand and 
internalize the processes behind writing a 
successful  essay. These include 
brainstorming, planning, drafting, peer- 
conferencing and peer-editing. 

While most teachers in Singapore now 
recognize the value of encouraging students 
to brainstorm and plan before writing their 
essays. and correspondingly devote a fair 
amount of time and energy in guiding 
students towards mastering these pre- 
writing processes, very few devote even 
half as much time or energy in training their 
students t o  engage in effective peer- 
conferencing and peer-editing as part of the 
post-writing process. Peer-conferencing 
essentially involves getting studenrs to 
evaluate their peers' writing in order to 
provide constructive feedback to improve 
- 
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the content and organization of the essay. 
while peer-editing focuses on the language 
and expression used in the essay. 

This paper reviews some recent studies on 
peer evaluation (encompassing both peer- 
conferencing and peer-editing), with the 
aim of re-examining the efficacy and 
feasibility of using peer evaluation as a 
means to teach writing. In parricular, it will 
highlight research that alludes to the socio- 
cultural factors that tend to stand in the way 
of implementing effective peer evaluation 
in an Asian classroom context. Finally. 
suggestions for circumventing or at least 
minimizing some of these difficulties will 
be made. in the hope that the pedagogical 
and practical benefits of peer evaluatinn can 
be harnessed more fully in Singaporean 
classrooms. 

REVIEW OF RESEARCH 

Studies in America 

In a study with American high school 
students who participated in peer-editing in 
a collabnrative learning environment, Wells 
(1992) reported positive results in terms of 
the increased levels of fluency in post- 
writing skills which the target group 
demonstrated. By grouping students of 
varying fluency levels into editing teams 
to revise each other's writing drafts using 
checklists. she succeeded not only in 
motivating students to teach and learn from 
one another. but also in making them 
recognize the need for consistent and 



accurate revision as part of the (post) 
writing process. Wells concluded from her 
study that the strategy of peer-editing which 
integrates peer teaching with relevant 
grammar instruction provided by the 
teacher, a s  and when the need arises, 
alleviates some of the frustration and futility 
experienced hy teachers who attempt to 
teach the rules of standard English grammar 
in a de-contextualized manner. 

In another American writing project which 
focused on a correspondence method of 
teaching writing, Landis-Groom (1992) 
made students  f rom two universi ty 
campuses exchange papers and critiques 
to underline the nature of writing aa a 
dialogue hetween writer and reader. In so 
doing, she made students see that writing 
is not only for the teacher as the sole reader 
and critic, but also for student partners in 
another campus who .could help them in 
organizing their thoughts and improving the 
clarity and coherence of their writing. 
Students in this experimental project 
reported that they felt more relaxed writing 
for a peer. Their peer's comments and 
advice helped them see problems more 
clearly and object ively1 and,  more 
significantly, they learned the purpose of 
revision. 

These studies underscore what mature 
writers intuitively know: revision is an 
integral part of the writing process. As 
teachers of writing, we need to help our 
students realize that the first idea that pops 
into their heads and which they hurriedly 
jot down on a piece of paper is not the end 
of a written piece. We need to help them 
see that good writing is usually the result 
of much drafting and redrafting and often 

comes only after considerable rev~sion ha\ 
taken place. 

Benefits of Peer Evaluation 

One benefit of peer evaluation revealed by 
these studies is the way in which it helps 
students appreciate the presence of a reader 
other than themselves or the teacher (see 
also Long, 1992). Peer evaluation helps to 
expand students' notion of audience: that 
is, they will begin to write with a specific 
target audience in mind, improving the 
quality of their writing to make their ideas 
more transparent and relevant to their 
audience. This represents a major step that 
a basic writer will take towards becoming 
a more mature writer. As Gay (1991, p.74) 
concludes from her review of eighteen 
studies on basic writers: "basic writers 
typically c/o nor see themselves us r~.rifer-s 
or  us belonging to n cornmuniq of ~r,rirr~-.s. 
They are more likely to see thernse1~~r.s u.s 
upurt from otlzers ln,ho run ~ , r i r e )  otzd ro 

i.solute rhem.selves fror~z ii./rut they perceive 
ns,firil~rre ". 

Quite apart from its pedagogic value, one 
practical benefit of peer evaluation is that 
i t  helps students develop skilla they will 
need in the real world. Evaluating the 
writing of peers helps students develop 
analytical and critical thinking skills, which 
take them beyond writing essays to pass 
examinations. Peer evaluation activities 
also help students hecome more accurate 
judges of the strengths and weaknesses of 
their own writing. The ultimate aim of peer 
evaluation is to develop in each individual 
student an ability to examine hisiher own 
writing critically and objectively2. Another 
practical life-skill that peer evaluation can 

' hodouhl the ph,-lcdl d:'lancr hsrvsen them and rhclr pccrcnucr enhanced ,he uh!ccrlill) rnd hose\ly or l h s ~ r  crlllqur, 

Sec Ryder. H J ( I Y Y I I  U ~ n p  irdmer lo  prorllole crll lral  lhlllkhna Joicm,il ,it Her!iii!~~. 3813 21U48  for r ,ludy on a i o~opr i i l i i c  

lavrntng i t r?sy) i l l  pmslo~e rrudsrlli ub~l l ly  lo iunl!lucl inoulcdpc i nd  engagc in hlghcr laic1 lhlnking rhrougll !he ulr or pccl 
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develop in our students is a sense of esprit 
dp corps. Peer evaluation can help improve 
the classroom climate with students helping 
one another to improve their writing. It 
promotes a spirit of co-operation where 
success is based on collaboration rather than 
competition. This is in step with the new 
paradigm of teaching which advocates co- 
operative learning in place of competitive 
learning, in which individual success is 
valued above team success (Cook and Cook, 
1998). Interestingly, encouraging peer 
evaluation is also in tandem with the current 
emphasis in Singapore on the use of 
Information Technology in the classroom, 
where instead of being a dehumanizing 
influence in the classroom, technology can 
be used to build a sense of community and 
change basic writing classroom dynamics 
if teachers can take full advantage of its 
potential'. 

Last but not least, teachers can extricate 
themselves from the position of being a 
personal editor for each and every student. 
We have to realize that students are going 
to get away with as much as we will let 
them. As long as we are going to do their 
editing and proof-reading forthem, students 
are going to let us do it. Teichmann (1992) 
has observed that teachers can sometimes 
become uncertain of their role in peer 
evaluation. and i t  is this insecurity that 
makes them refuse to let go of the traditional 
teacher authority and to trust students for 
their critical ability, individuality and 
responsibility. Teachers need to realize that 
the time and effort that a8e put in during the 
initial training period to develop these 
qualities in our students is well worth it  once 
we look at the time and energy saved from 
having to mark and correct each individual 

student's work for the same en-ors over and 
over again. 

Studies in Asia 

While studies in America seem to 
recommend peer evaluation for  its 
pedagogic and practical benefits. studies 
conducted within an Asian classroom 
setting seem to point to the socio-cultural 
factors that amrk against the successful 
implementation of peer evaluation. 
Sengupta (1998) investigated the way 
learners in a secondary school writing class 
in Hong Kong viewed the roles of the 
teacher and peer as 'readers'  of the 
compositions they had written. The purpose 
was to determine the extent to which the 
broader educational context and its belief 
system shaped the learners' perception of 
peer evaluation. Her findings showed that 
self and peer evaluation produced similar 
results: not one of the twelve learners in 
her study seemed to. perform any revision 
arising out of their peers' suggestions urzless 
[my emphasis] they were problems the 
learners had already detected themselves 
(Sengupta, 1998, p. 21). In subsequent 
interviews with the learners, she discovered 
that "in rlrese students' world, tlrr real 
reader is rlre teacher or- the ernmirzer- 'who 
~ I I O ~ L S  cor-recr Ei~glish ', rlor n peer with a 
qr~estiorzable conr~nor~dofErrrrglish. " (p. 22). 

Sengupta attributes this (mis)perception 
partly to the way instruction in revision was 
designed and implemented which failed to 
help students to become the 'real reader'. 
More fundamentally, the traditional roles 
of the teacher and learner in the school 
system seem so deeply entrenched that 
knowledge has become the exclusive 

' Fol ltlurr i lcml, on I~OK calilpntcc irchmlng? 1h:ls rhc polenl~al in rh;mlc ihc wai qrudenrs le,puncl l o i h c  u ticirig of rhclr peeel,. rc.liicr\ 

are rcterced in ~ ~ a n c .  Sm<li lailhj. ~'o'olcci from rhe collipbttcr clairronm Noilrc u n ~ c r .  and 1,erc iripon,e m wrrling. nwiii,i,ij 
Eiigli%li 818 if,,, lil i , - 1 ~ ~ 8 ~  C O I I ~ ~ C .  2313. 2 1 3 1 8  FVI IUCIIY - e # l e n l  i#lionn,ill~n im Iloib (he in:ioducllun u icnrn l>o le ls  r o  {ha clarc!ounl cztn 
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domain of the teacher and cannot be 
constructed in a collaborati\,e classroom 
community. For these students, the 
demands of the educational system have 
made it impossible for them to value 
learning to write beyond the instrumental 
goal of obtaining a good grade. Since they 
believe that the teacher is the only person 
who has the power to give grades, only the 
teacher's evaluation matters, not their 
peers'. Moreover. the idea of learning from 
their peers by looking at a potential reader's 
suggestions or asking for genuine reader 
impressions is subjugated in an accurdcy- 
oriented educational system which looks at 
their peers' lack of knowledge (relative to 
the teacher's) most unfavorably. In sum. 
Sengupta's study questions the viability of 
collaborative construction of knowledge 
within an examination-driven. accuracy- 
oriented curriculum, which may preclude 
students (and teachers)  from re- 
conceptualizing their traditional roles. 

Influence of Examination-Culture 

Pakir and Low's (1995) study of the 
teaching of writing in Sinsapore raises a 
similar issue about the ir~fluence of the 
examination culture on Singapore's 
education system. They observe that "the 
e.xuminarion-orient educntiorr systenl in 
Sin,yol~ore ir!flucnces clnssroom 
prircririoners who ensure rhrit students wr-itr 
in such bi.ny (2s t o  fillfil e.ramination 
wquiremerrrc (p.108). Similar sentiments 
have also been echoed by researchers like 
Cheng (1996,  p .9 )  who perceives 
examination as 'the soul qf rlrr crho.s ahour 
educntior? in Erlsr Asinn socieries' and 
Cheah (1998)  who examines the 
examination culture and the prevailing 
literacy practices and beliefs in Singapore 
to show how they work against the 
successful implementation of literacy 

innovations such as Process Writing. She 
ohserves that, while most teachers see 
writing as a series of recursive processes 
and recognize the value of giving students 
flexibility in the choice of topic and time 
to revise their drafts to develop and 
crystallize their ideas. most of them feel 
constrained to do so by the exigencies of 
the examination. Thus. although Process 
Writing has been introduced at the upper 
primary levels in Singapore since 1986. its 
basic tenets which include the ownership 
of ideas, emphasis on the process of writing 
and conferencing as support for writing 
(Turbill. 1983) have not really been 
assimilated into classroom practice as a 
result of this over-arching influence of 
examinations which looms large in both the 
teacher's and pupils' minds. 

These observations on the examination- 
oriented education system corroborate the 
findings of Mangelsdorf (1992) who reports 
that peer reviews are invariably rated 
negatively by Asia students simply because 
they realize that peers do not possess the 
power to grade examinations. She attributes 
this not only to the examination culture but 
also to what she calls the effect of teacher- 
centered classroom cultures observed in 
many Asian societies such as Hong Kong 
and Sinyapore, which tend to construct the 
teacher as the sole proprietor of knowledge 
and work against the notion of co-  
construction of knowledge between teacher 
and students and between students. 
Findings by other researchers also indicate 
that student writers only take selective 
account of peer comments when they revise 
their writing and that there is a general 
distrust of peer (as opposed to teacher) 
evaluation (Mendonca and Johnson. 1994). 
The difficulty or reluctance that many 
students appear to have in critiquing their 
peers' writing can also be situated in more 

REACT.  JUNE 1999 



ueneral cultural factors. The awkwardness m 

of having to verbally cr~ticize a friend's 
work is real and considerable among many 
Asian students. This compels students to 
adopt 'face-saving strategies' or what 
Carson and Nelson (1996. p.18) call 
'harmony-maintenance straregies' to 
minimize the loss of face on the part of their 
peers. As such, most of the time, students 
asked to evaluate their peers' writing end 
up giving vague and vacuous comments 
like 'Quite good' or 'O.K.', rather than the 
sort of detailed and specific comments that 
teachers hope for. 

Logistical Constraints 

In addition to these socio-cultural factors 
that seem to impede the effective 
implementation of peer evaluation. 
researchers have also alluded to the 
logistical constraints teachers in Singapore 
have to grapple with. One such constraint 
is the large class size. The difficulty of 
training students to peer evaluate effectively 
and efficiently is compounded by the sheer 
number of students in a typical class (which 
average forty). Without close super\.ision, 
students might stray from the task at hand 
or may dwell on the choice of a word here 
or a spelling error there, while the real 
problem is that the peer is saying nothing 
i n  the essay. Thus, the drafts that students 
are made to do are not true drafts as there is 
often no development of the students' ideas 
from draft to draft. In other words. students, 
especially at the lower secondary level and 
below. often do not know how to prioritize 
their evaluation and need verq. close reacher 
supervision to keepon task. Cheah (1998) 
reports that the Heads of English Language 
Departments (Primary) whom she 
interviewed unanimously agreed that 
Process Writing takes too much time. that 
they have no time for conferencing and that, 

in the final analysis, Singaporean children 
are not ready for learning on their own. 
Having looked at the socio-cultural and 
other barriers that stand in the way of 
effective implementation of peer 
evaluation, a way of organizinp peer 
evaluation that attempts to address some of 
these issues will now be described. 

CONCLUSION 

In conclusion, i t  is the author's belief that 
the benefits of peer evaluation clearly 
outweirh the difficulties of implementation 
which in any case can be alleviated or 
removed altogether with training, guidance 
and sustained practice in using a set of 
carefully designed criteria or checklist to 
focus and direct student evaluation. More 
fundamentally, however, the deeply 
entrenched socio-cultural perceptions of 
teacher and student roles in the classroom 
must first change before peer evaluation can 
become a more productive and meaningful 
experience for both students and teacher. 
And the teacher is the best person to 
engineer such a change. 

- - -- 
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IMPLICATIONS: OVERCOMING THE DIFFICULTIES 

The most important point to note is that students need training and practice 
in peer evaluation before they can effectively evaluate their peers' writing. 
As Seow (1994) observes, the main reason why many schools in Singapore 
are still fumbling with Process Writing is that teachers have tended "to trllon; 
studants ro routinelj im'oh~e therr~.selves in brainstortning. rrvi.sing and 
editing without the st~tdt7nts nctrrtzll~, having understood anti rrcquired these 
prt~cess skills in thefirst iristc~ri~.e" (p.3). Teachers cannot assume that students 
h o w  how to engage in productive and lneaningful peer evaluation: chances 
are that they know nothing or very little about peer evaluation as they are 
not used to this sort of activity. Without proper training, guidance and 
practice, students' responses to peer writing will likely be superficial and 
not very helpful simply because they lack the critical and analytical skills 
necessary to effectively evaluate their peers' or their own writing. Students 
need to undergo systelr~atic training in peer evaluation. The following is a 
suggestion on how students can be systematically trained in peer evaluation. 

1. Organize sfuderlts in groups of four to read and critique three or four 
essays flaat represent a range of ability levels using a common set of 
criteria. For example: 

Peer Evaluation Checklist 
Focus: contcni of a na~rntivs-type essay Level: secondary threeifour erpress 

I .  Can you i m p m e  the 'Olirntation' (iotroducliun) of the stouy hy providing more deuilcdmswers 
to thc following questions 
a) who are the malu chamcrerh i n  ihc story'? 
b) where did the story taLr place? 
c) when did the story take p l ~ c r ?  

2. Arc thc characters in the story believnhle and interesting? Can you inrpruvs the charactcnsat~on 
bv: 

3. Can you add more details to the story by: 
a) asklug qurslioni like how',  'when'. wheus' .lnd 'why', 
h) developing the five <ensr,: what can be scsn hcard. touched (or felt). smelt 

or tasted. 
C )  crcnting a n  apprupriate mood or almn*pherc ior rh~. story to make the story 

more exciting, suspcnieful, scary, etr" 

4. Arc you happylsatisfied with the way rhe ,tory ended?Arc there any questions that )ou feel 
hnvc nor hzen answered satisfactorily'? Hou would you prorde  an nlte~native end,". to the 

story'' 
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2. Use scripts from another class and have the names of the writers removed 
before distributing them to the class, in order to make the task authentic without 
making the students feel an,kward about havirrg their owrr essay publicly 
critiqued. 
It is important that all the group members read the same essay and discuss their 
evaluation together. They need to practise using specific criteria that represent 
the skills that they have been taught and evaluated on. If the focus of the teaching 
has been on writing relevantly or convincingly, then the criteria in the evaluation 
sheet should focus on questions that would help students evaluate these 
characteristics and nothing else; if the focus has been on grammar, then the 
questions should correspondingly focus on this area. The key is to keep the 
criteria specific, few and simple so that students do not get confused. 

3. Instruct the group to compare the evaluations and note any significant 
differences after each member of the group has completed evaluating a script. 
The purpose is to standardize students' evaluations using acommon set of criteria. 
At this stage, it is important that the teacher discuss the evaluation of the essay 
with the whole class to make sure that the use of the criteria is understood. 
This process is to be repeated with the second and third essays. For the third 
essay, the teacher may want to switch to pair-work to ensure that every student 
knows how to do peer evaluation. This is to prevent very reticent and passive 
students from 'hiding' in the shadowsot'the other group members and just tagging 
along. 

4. Instruct studerzts to critique one another's writing using the ggcs criteria. 
To reinforce students' ability to use the criteria effectively and to make the activity 
more meaningful, instruct students to now evaluate the essays written by their 
peers in another group. When one member has finished evaluating the first script, 
it is pas>ed on to the next member of the group in a clock-wise motion. At the 
end of this round-robin exercise, each of the four essays would have been 
evaluated hy four different students. 

5. Instruct the group to discuss their evaluation by looking at their evaluation 
sheets to note any significant disparily in their evaluation. 
Any such disparity should be discussed and resolved collectively and amicably 
(if necessary. with the help of the teacher) before moving on to the next essay. 
Since there is so much productive work involved in such an exercise. it is always 
possible for the teacher to collect these evaluation sheets for grading purposes. 

1 This is to also ensure that students take the activity seriously. 

pp 
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6. Inform students to return the essays they have evaluated to their respective 
owners and give students some rime ro understand and take note of the 
strengths and weaknesses as reflected in the peer evaluation reports which 
they will receive together with their essay. 
Once students have done this, individual revision would he easy and focused. 
This method of peer svdluation is highly task-oriented and harnesses the benefits 
of a collaborative peer evaluation while avoiding the awkwardness of having 
to give negative feedhack to their peers face-to-face. With extended practice, 
students should be ahle to gradually transfer the skills they have developed in 
evaluating their peers' writing to evaluate and polish their own writing. 
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TEACHING ENGLISH GRAMMAR AND CRISP 
PEANUT BUTTER SANDWICHES 

Review by Thomas S. C. Farrell I 
INTRODUCTION 

In many countries around the world, the 
method of teaching English has changed 
over the years from an emphasis on overt 
grammar instruction in the past to a more 
communicative approach in recent times. 
This communicative approach to the 
teaching of English suggests the omission 
of grammar teaching in favor of achieving 
proficiency in Engliqh through 
communicative type activities in class. 

This is the case in Singapore too. The 
Ministry of Education in Singapore states: 
"Grammar sho~lld not, as,for as possihlt~. 
be taught in disci-ete sentences nor treatt.d 
in isolution ,fr-om other la~fgrrage 
components" (MOE Syllabus 1999. p. 61). 
However, some people (administrators, 
parents, s tudents)  have not been 
comfortable with this abandoning of overt 
grammar instruction and as such, have 
voiced complaints about the continued 
presence of grammar errors in students' 
work. especially English \vriting where 
they ~vould be visible. Now thsre sssms to 
be a movement in s o n s  countries to 
question this communicative approach to 
teaching English (and in some casts a call 
for  a re-introduction of  grammar 
instruction) in that students are still making 
grammar mistakes and this may be linked 
to lack of explicit instrnction in grammar. 
Language teaching has seen many swings 
in approaches such as this: teach grammar, 
do not teach grammar; and teachers are 
being advised to follow each swing. 
However. the ideas presented in this paper 

I 
are such that teachers can implement a 
combined approach to thc teaching of 
English grammar that takes both slvings 
into consideration. I 
The purpose of this paper is to briefly 
review some literature on the teaching of 
English grammar and then suggest a 
method of teaching English grammar that 
integrates both an inductive and a deductive 
approach. The paper first starts with a 
question of \vhy we teach grammar; next, 
the paper presents a brief review of the 
literature on grammar teaching. Finally, an 
lntsgratsd approach to the teaching of 
English grammar that is CRISP is 
presented. 

WHY TEACH GRAMRIAR? I 

The most common reason for teaching I 

grammar as a system for analyzing and 
labeling sentences has bsen to accomplish 
some practical aim or aims. typically the 
improvement of writing or speaking. For 
decades,  however, research has 
demonstrated that the teaching of grammar 

I 

Before answering the question why teach 
grammar, 1 will first define what I mean by 
grammar. This  paper uses Cross's 
definition of grammar as " t l~e  ho~fi.ofr.rrles 
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which underlie a laiiguage. "This includes I 

rules that govern the structure of words and 
the sttncture of clauses and sentences "rhut 
ore acceptable to educated native 
speakers" (Cross 1991, p.26) - in this case, 
educated native speakers of English. 



rarely accomplishes such practical goals. 
Relatively few students learn grammar well, 
fewer retain it, and still fewer transfer the 
grammar they have learned to improving 
or editing their writing. In fact, for many 
students, the systematic study of grammar 
is not even particularly helpful in avoiding 
or correcting errors, yet we still 'feel' that 
if we do not teach grammar overtly, then 
our students will make grammar mistakes. 
~ l s o ,  if we teach them grammar they will 
not make mistakes. Whcn will we learn as 
teachers (and parents) that, even though 
some students may be helped by overt 
grammar instruction, this nevertheless may 
do more harm than good in the long run? 

approach supports work done in cognitive 
research which has shown "that discovering 
rather than being told underlying patterns 
favorably affects retention" (Shaffer, 1989 
p. 401). Also, Willis (1986) says that the 
best way to teach grammar is not by 
teaching it  at all but by providing students 
with opportunities to learn it. This focus on 
opporhnities reinforces the notion of end 
use in meaningful situations. Additionally, 
Celcia-Murcia (I 99 1 )  has pointed out that 
grammar is a tool or resource to be used in 
the comprehension of oral and written 
discourse rather that something to be 
learned as an end in itself. 

However, there 1s a body of research that 
REVIEW OF RESEARCH supports the need for an explicit, or 

deducthe studv of grammar and this 1s 

The literature on teaching English grammar 
is vast and as such beyond the scope of this 
paper. Therefore 1 will review the literature 
on two approaches to the teaching of  
English grammar. the inductive and the 
deductive approach. Shaffer ( 1989, p. 395) 
defines an inductive approach to teaching 
grammar as one "in which the sr~~derirs ' 

atteririnn i.s,focu.sni or1 rlie structure being 
learned arid rhe .stirdents 01.e required to 
,forn?ulare/~~r. tIit~nlseI1~t~s the irnderlying 
parrern". She defines a deductive 
approach to teaching grammar as one 
"~t.lier% regardless ofthe tirrririg ~.eL'I~fil~e to 
t l~epractice part oj' t l~e lesson, students urt, 
given on qplanation " (p. 396). 

Deductive teaching of grammar, then, refers 
to giving the students rules of the grammar 
item before they are given examples in 
actual usage. According to Shaffer (1989) 
students should try to infer grammar rules 
from examples instead of  being told 
explicitly what the rules are. This inductive 

- - - -- - 
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borne out by empirical research performed 
by Harley, 1989; Scott, 1989; Scott, 1990, 
and Shaffer, 1989. Scott (1989,1990) found 
that explicit grammar teaching of structures 
results in improved recall and production 
of those structures on tests that target the 
particular grammar points  studied. 
Furthermore, Scott (1990) found that 
implicit grammar instruction through which 
students listen to grammatical structures 
repeated in a natural context does not 
promote learning of these target structures. 
Larsen-Freeman (1991) cautions teachers 
about jumping on the bandwagon of 
pointing to the communicative approach as 
the answer to al l  language teaching 
problems. She writes: "We used to think that 
i/.stirdt~rits learned the,foi-m, comniuriication 
would sonielio~r. tohe corn o f i ~ s e l f  ~Voir. 1r.e 
seen? lo tliirik tliot ifstrrdt~rits sorilelion. lenrn 
to commimir~ote, n r o s t e ~ .  ~ ~ I t l i e f b m i s  will 
take care of irself"(p. 3 19). In fact, Richards 
(1985, cited in Celcia-Murcia, 1991) points 
out that there is no evidence that the 
communicative approach produces better 



language students than more traditional 
approaches that focus on form. So, where 
docs this leaxe the confused teacher of 
English? It is the thesis of this paper that 
both approaches can be integrated into an 
approach where student attention " is 
Jbc,rr.~ed oil gramn?atical S ~ I - L I C ~ I I ~ T '  11.5ed itr 
coirtcxt so tlrat strrdents can consriou.s/~ 
pcrcei1.e the utrderlyingpatterns involved" 
(Shaffer, 1989p. 395). It is with this in mind 
that I present thc CRISP peanut approach 
to the teaching of English grammar in the 
next section. 

CLASSROOM APPLICATION 

Teaching grammar with the 'peanut butter 
sandwicll approach' follows Brown's (1994 
p. 349) idcas that "appropriate grammar 
focusing techniques should be ernbcdded 
in meaningful, communicative contexts; 
contribute positively to communicative 
goals: promote accuracy with fluent 
communica t ive  language;  d o  not 
overwhelm s tudents  with l inguist ic  
terminology: are lively and intrinsically 
motivating". Also this approach takes up 
Schrum & Glisan's (1994) concept o f  

'guided part~cipat~on' where teachers and 
Icarners are  the col laborators  in co- 
constructing grammar explanations. 

I 

I During the course of the lesson the teacher: , 
1. takes out a jar of peanut butter and a 

knife and two slices of bread; 

2.  puts peanut butter on the knife and then 
on one side of one of the slices ofbread; I 

3. asks the class what he she is doing. thus 
practising the present continuous tense 
and the class answers; 

4. then asks the class what he she just did, 
thus practising the past tense and the 
class answers: 

I 

5. goes on to make a sandwich always 
stopping to ask what he she was doing 
and what he she just did, reinforcing 
the meaning of the present continuous 
tense and the past tense rather than 
teaching these tenses explicitly as is 
usual in inany EngIish classcs. 

When the teacher is finished. he she gives 
out a handout (see Appendix A) for the 
students to answer. This handout can then 
be used as a diagnostic device and or a 
means of 'teaching' tenses from meaning. 
I have done this in my Grammar Module 
Classes for Secondary English teachers and 
believe me nobody was sleeping! At the end 
of the cxercise the teachcr may eat the 
sandwich in class. Homework can bc for 
the students to bring in the ingredients of : 

their favorite sandwich and go through the 
same steps outlined above in pairs to 1 
practise whatever  tenses  o r  i tems of 
grammar the teacher wants to teach. 1 

The CRlSPApproach I . . 
- - - 
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This approach is also 'CRISP' (English 
Unit, MOE. 1995, p. 10). I t  is: 

Clear: 

Relevant: 

Interesting; 

Short; 

Productive. 

. The presentation of the sandwich by 
using actual bread and peanut butter 
and making a sandwich in class is 
Clear. The students do not have much 
difficulty understanding what you are 
doing or how to answer the questions. 

It is also ReIevant to the students 
although I cannot say for sure that all 
students will have tasted and liked these 

sandwiches. 1 can say, ho\\-ever, that no 
student will sleep in the class \\-hen the 
teacher starts taking out bread. a knife 
and some peanut butter. 

Even the student with his her head 
surgically attached to the wall will 
move when the teacher starts to make 
a sandwich in class and then eats it. So, 
this is Interesting. The whole process 
takes between ten to fifteen minutes. 
Therefore it  is Short. 

I t  is also Productive as the students fill 
in the worksheet after the event of 
making a sandwich. I t  will be even 
more productive if they can duplicate 
the process for making their favourite 
sandwich, which can be assigned for 
homework. Therefore, success of this 
activity is when the students are able 
to use grammar outside the class, and 
not in "their score on discrete-point 
granfmar tests " (Brown, 1994 p. 353). 

I FURTHER IMPLICATIONS O F  RESEARCH I 
It seems that we will always have a certaln amount of controversy when the issue 
of teaching English grammar comes up. The teaching of grammar is usually done 
in reaction to students' errors-if you teach grammar overtly then the students will 
make fewer mistakes-is thc reasoning behind this statement. However, at the very 
least, teaching students rules and correcting their every error does not help a language 
learner avoid errors. At worst, i t  can impede language production because this 
attention on errors makes the student focus on form at the expense of communication. 

Teachers may combine both approaches by presenting grammar points inductively 
and by using authentic materials and visuals which involve the students directly. 
Thus grammar explanation can be interacti~le and nreariiwgft~las in the 'peanut butter 
sandwich approach'. The most important aspect of this approach is where teachers 
and learners according to Shrum & Glisan (1994 p. 92) "eollaboratr on mid co- 
C ~ I I S O . L I L . I  I I I C  grrrmllmr explanafiorts " and therefore both contribute to the success 
of the lesson. 

- 

I 
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COPING WITH SCHOOL- 

BASED CURRICULUM CHANGE 

Review by Anthony Seow 

INTRODUCTION multiple effect and mediation 

In a recent questionnaire given out in the 
Diploma in Departmental Management 
Course in NIENTU, I asked my course 
participants - borne 10 English Heads of 
Department (Secondary Schools) - to list 
the three most difficult aspects ofmanaging 
the English Department in their school. 
Although their responses were somewhat 
varied, a eood number of the respondents 
indicated that, in then role as change agents. 
having teachers to respond positively to 
change was one of the most difficult things 
to do. To understand why curriculum 
change is such a sore point, this article 
proposes to ask two pertinent questions. 

(1) What are the consequences of  a 
curriculunl change? 

(2) What needs to be done to help teachers 
accept the change? 

REVIEW OF RESEARCH 

There is a substantial amount of literature 
and research sh~dies focusing on curriculum 
develop~nent and curriculum change (see 
e.g. Bradley, 1985; White, 1988: Brindley 
61 Hood. 1990: Marsh 6i Morris. 199 1; de 
Lano. Riley and Cookes, 1994; Brady. 
1995). One research paper that specifically 
addresses the issue of curriculum change 
in Singapore is that by Breen (1994). In it; 
Breen identifies f ive  ' inevitable 
consequences' of curriculum change, viz. 
resistance, assimilation, interactivity, 

Resistance. he believes. is "a natural 
reucrion to ur~j.thii~y outside us that .reem.r 
ro demand sign~fi~orlr adaptation" (Breen, 
1994 p. 103). It is, therefore, not unusual 
for us to expect teachers in our schools; 
given an impending curriculum change, to 
manifest resistance to the innovation by 
being sometimes unreasonably difficult, 
negative towards the change or simply 
indifferent. Such forms of oven behaviour 
may exempliti. a more complex underlying 
difticuiry. it is possible that teachers may 
feel insecure in trying to come to terns with 
change, especially when they perceive 
themselves being transformed from experts 
in what they knew and did so well, to 
novices where they lack practical 
experience or have only limited knowledge. 
To put it differently, teachers may be "asked 
to give up an environment in which they 
would havepreviouslyfelt comfirtable and 
in command,for one in which there are as 
n1an.v possibilities of threat as ther.e are 
changes" (Luxon, 1994 p. 6). When a 
curriculum changes, teachers need to 
gradually adapt and adjust to the change, 
even if they do not entirely resist the change. 
It would certainly help to make the change 
easicr for teachers if the change agent 
appreciates the transitional difficulties that 
teachers may experience in regard to the 
change. 

Another natural consequence of curriculum 
change is assimilation. It is " t l~r  proccss 
where an inrroduccd chnngr is, or best, 
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eroded zrrltil ir is made to,fit into establirlrt~d 
porte~ns ufheirzg urzd doing 01: at ~ o ~ . s r .  
bvhetr the clmnge i.s sinzpcv not recognized 
thr what it is cmdusszrrned to be no dlffiwrrt 
fi-or11 what prt~vailed befirrehand " (Breen, 
1994 p. 104). This being so, we can cxpcct 
our  tcachcrs in the schools to either 
genuinely accommodate the change into 
their teaching process after somc initial 
period of adjustment or see the change as 
not requiring them to teach substantially 
differently from what they have always 
been doing. As any curriculum change 
affects teachers emotionally, intellectually 
and pedagogically. i t  will normally take 
some time for teachers to realign 
themselves to the change. 

Interactivity, another inevitable 
consequence of change, is seen as "a,join/ 
erzdeai.our behveerr the initiators ofchange, 
its mediators who have to turn it into 
practice, arzd its  recipient.^ - t h ~  .rt~rric.nts 
in the schools" (Breen, 1994 p.104). 
Accordingly, there is a need for harmony 
to exist among the participants involved in 
the change such that the change is 
perceived as beneficial to all the parties 
concerned. Once this equilibrium is 
achieved, the change initiator sees the 
change as moving in the right direction; the 
teachers feel that the change is consonant 
with their beliefs about how the subject 
matter could be taught, and the students 
realize that their learning needs arc being 
satisfied. 

The fourth consequence of changc is what 
Breen calls multiple effect. It implies that 
"one in~rovariorr will reverberate through 
o t h ~ ~ .  aspectr of pedagogic practice ond 
w.il l  tozrch upon the, n,ider realm qi'a 
teacher's daily work so tlrc~t it too will he 
changed " (Breen, 1994 p. 104). This 
s imply means that  implementing an 

innovation affects the teachers in the way 
they th~nk, teach, andrclate to their students. 

Finally. mediation. It suggests that "airy 
proposed edrtcntional chaiige i.7 always 
interpreted tliro~~gh the f;.urnr~.s (?i'~.zference 
and e-rper-ie17ce.s ut't'thos wlron~ it is l ikeb 
to gflict" (Brcen, 1994 p. 105). In other 
words,  the change agent 's  original 
document specifying the curriculum changc 
in its idealised form is likely to be diversely 
re-interpreted by the teachers who carry out 
the change in the classroom. 

HELPING TEACHERS TO ACCEPT 
CHANGES 

The next question we need to address is tiow 
best we  can hclp teachers  accept a 
curriculum change. According to Rogers Sr 
Shoemaker (1971) - cited in Marsh & 
Morris (1991) -teachers are more likely to 
accept a curriculum innovation if: 

( I )  it has a distinct advantage over an 
existing practice: 

( 2 )  it is compatible with existing values, 
experiences and needs; 

(3) it is easier to understand and use; 
(4) it has potential for  limited 

experimentation; 
(5) it allows for observable results. 

Teachers will probably be less resistant to 
change if ( I) - (5) above are clearly in place, 
sincc such conditions would make the 
change more manageable for  them. 
However, Marsh & Morris ( 199 1 ) rcalize 
that if indeed the proposed innovation is 
closely compatible with existing values and 
experiences, then little real change will ever 
occur. It is a tn~ism that teachers are usually 
more amenable to change ifthey understand 
the rationale for change. Bradley (1985) 
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argues that the change should be reasoned 
with teachers on one oftwo premises: 

that change is necessary becausc thcre 
is an cxisting deficiency in the 
curriculum; 

that with changc, thcrc is a reasonable 
likelihood of further improvement to 
an existing curriculum that may not be 
regarded as particularly problematic. 

If indced an existing deficiency in the 
curriculum is verified, then there is a 
legitimate reason to alter an existing 
practicc and move towards change that is 
desiened to correct that deficiency. Given 
the assumption of  rational human 
behaviour, teachers are not normally 
adverse to accepting a curriculum change 
if it means that the change will redress the 
deficiency. In this case, there can be a 
genuine acceptance of the change. On the 
other hand, if the curriculum as it  stands. 
may not seem to have any apparent  
problems. the school may still be in a 
continuous mood of self-improvement. It 
seems that a healthy state for the school is 
to be in "rr  state ofbeing and becoming" - 
inother words, a state where it feelspositive 
about what i t  is but is trying to be better 
(Bradley, 1985. p. 115). 

A curriculum change may sometimes 
appear to work against tradition. For any 
planned curriculum change to be 
acceptable, " the  chrrrigc. agerzt must  
understand tlrat traditiori does riot rrced 
ve~ i j i ca t ion ,  defining. or dc;f211di11g. 
However, change.7 ivill rrec>d c~,~teiisive 
i'erijicrrtiori, definirig, N I I ~  de fe i id i~ i~"  
(ibid.). If the planned change cannot be 
defended or  if teachers pcrceive some 
weakncsscs in the change. whether  
subjective or not, then they are likcly to 

- - 
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return to the familiarity and comfort of 
tradition and abandon the change 
altogether. It has been well documented in 
the field of curriculum innovation and 
development that for :I successful change 
to occur, the change catalyst should involve 
all the participants of the innovation in all 
stages of the change process bcforc they 
can be convinced to accept the change (see 
e.g. Brindley & Hood, 1990; de Lano et 
al., 1994). Needless to say, the change 
agent must be committed to the change. 
Coping with thc change is made easier 
through collective responsibility and a 
sense of ownership. 

It may not be immediately apparent. but 
once an innovation gets undeway, what the 
change agcnt hopes to see happen in 
teachers is not so much an immediate 
improvement in teaching competence as 
a change in teacher behaviour. Consider 
what Hanzelka (1 987 p. 112) has to proffer: 
"For. s f a r  developnzent evalzrations, I 
srrggest that we begirl not with the q~restion 
(?f'~<.lrcther or not teaclrers are 'better ', but 
M/~erl~er a1.1zot they are diffirent." Towards 
this end, he contends that the change agent 
ought to be asking questions such as: 

has the program been effective in 
changing teachers? 
do they think diffcrcntly'? 
can they do things that they couldn't 
do before? 
do they feel differently? 
are d ~ f f c r c n t  things occurring in 
teachers, In C I R S S ~ C I O ~ S ~  

Once teachers feel that they are bcing 
closely evaluated for  demonstrat ing 
significant improvements in teaching, thcy 
will feel threatened especially if they are 
finding it difficult to cope with a new 
innovation. However, if the change agcnt 



allows for, what de Lano et a1 (1994 p. 490) 
suggest. "a 11iglt toler.ance,for anibigtrih," 
and encourages teachers "to change, to 
ndopt 011 innovation and use it in 1711 

~rppropriure conte.rtX, then teachers would 
probably feel less insecure in accepting the 
change. 

CONCLUSION 

In the final analysis, the success of a school- 
based curriculum change is not so much 

what the change agent is prepared to initiate 
as how 111uch the teachers are willing to go 
along with her in making the change. There 
is often "theperpetual t ~ r g o f ~ ~ ~ a ~ '  between 
tradition and change (Bradley, 1985 p. 115). 
For teachers to want to abandon tradition 
in favour of change. they would. in  the first 
instance, have to see the change as being 
practicable in the day-to-day work of the 
classroom. 

I IMPLICATIONS FOR TEACHERS 

A successful curriculum change and implementation could well entail the 
following procedure: 

- 
Prepare the teachers psychologically to accept the change by explaining 1 
the rationale for the change and getting their commitment for collective 1 
implementation of the inno\:ation ( ~ e r e s ~ e c i a l l y  Luxon, 1994. p.7); 

Trainine: - 
Familiarize the teachers with the procedure for implementing the 
innovation so that they know exactly what to do with the innovation (See 
e.g. Churchward. 198 I ,  in her argument of the need for orienting and 
training in an innovation); 

Monitoring: 
Keep tabs on the progress of the change from time to time to ensure that 
the teachers are coping with the change, but allow room for mediation 
(See Breen's Mediation above): 

Evaluating: 
Identify the strengths and weaknesses of the change with a view to 
improving the innovation; 

Revising: 
Make any necessary modifications to the innovation by consensus. (See 
e.g. Bradley, 1985. especially Chapter 2 for curriculu~n rvaltratiorz and 
revision). 

-- -- ~ 
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BRAINSTORMING: SHARPENING THE TOOL 
FOR MORE EFFECTIVE TEACHING 1 

Review by Ho Boon Tiong 

INTRODUCTION 

Teachers frequently use brainstonning in 
their classroom teaching or as part of a 
small group activity. However, in most 
cases, they almost invariably plunge 
immediately into the 'idea generation 
phase' without engaging the students in the 
earlier phases of preparation or orientation. 
They assume that the students know either 
the brainstorming topic or the problem 
statement and the rules of brainstorming 
well enough. This is usually followed by 
small group presentations after the students 
have generated a list of ideas. Again. in 
most cases, teachers do not evaluate these 
ideas, ask for comments from other groups, 
allow for discussion of the ideas presented 
or make any further reference to the list of 
ideas thereafter. Clearly, the last two phases 
of evaluation and follow-up are missing. 
This article examines the brainstorming 
principles and processes, provides a review 
of recent studies on brainstorming and 
offers some suggestions on the use of 
brainstorming as a pedagogical tool for 
more effective classroom teaching. 

REVIEW OF RESEARCH 

Brainstonning was popularized in the late 
1930s by advertising executive Alex F. 
Osborn (1963). He conceived it as a 
technique for overcoming the inhibitions 
many individuals have in generating ideas 
either alone or in groups. Osbom's best 
selling book, Appliedln7agination, lays out 

I two essential guiding principles, four 
strictly applied rules and a rigorous five- 
step process for a brainstorming session. 
The two core principles are deferred 
judgement and qltantir). breeds qualir).. This I 
latter principle comes from his observation 1 
that first solutions may not be final ones: 
but they often lead to usable ideas. 

I 
Osbom's Jour rules ofconduct for 
brainstonning are: 1 
1. no criticism; 
2. freewheeling is encouraged and 

welcomed; 
3. go for quantity; 
4. combine and improve or 

"piggybacking". 

Osborn assumed that we  are all both 
creative and judgemental. But because of 
our socialization - background, schooling, 
and various life experiences - we often pre- 
judge and censor our most creative ideas. 
The no criticism and,freewheeling of ideas 
are attempts to overcome this inhibition. 

0sbom's.five-stepprocess includes: 

I. preparation; 
2. orientation; 
3. idea generation; 
4. evaluation; 
5 .  follow-up. 

During the last stage of this process the 
group designates one  person - not 
necessarily the facilitator - to receive 
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additional ideas that members may come 
up with after the session. This person also 
reports the group's  best ideas to the 
"problem owner" (sponsor, client) if the 
owner did not attend the brainstorming 
session. 

Many studies that have been done on 
brainstorming have yielded an~biguous 
findings. While research findings have not 
been positive towards group brainstorming 
(Mullen,  Johnson,  and Salas, 1991), 
practitioners have made enthusiastic claims 
about the efficacy of group brainstonning 
(Deshmukh,  1990) .  Despite this. 
brainstorming continues to be 
reco~ilmended and accepted for one simple 
reason: people helieve thar brainstorming 
is  an effect ive problem-solving tool  
(Paulus, Dzindolet, Poletes, & Camacho, 
1993). 

Quantity vs. Qualit) 

Support for Osbom's assertion that quantity 
leads to quality has also been mixed. 
Bouchard (1969)  reported a s trong 
correlation between quality and quantity. 
However, more recent studies do not seem 
to support this claim (Gryskiewicz. 1988; 
Williams & Sternberg, 1988).  To 
understand this seeming paradox, i t  is 
important to recognize that when Osbom 
presented his techniques in 1957, the terrti 
"brainstorming" was a new word. But 
nearly forty years later, the renil has become 
a part of our language and culture. As a 
result, people enter a brainstorming context 
with expectations about brainstorming in 
temis of what it can do for problem solvers 
and how it should operate. Roivatt et at. 
( 1  997) found that people actually value idea 
quality inore highly than idea quantity. This 
suggests that brainstorming instructions 
[night be revised to downplay the  

importance of  quantity and instead 
emphasize the importance of  quality 
(Williams & Sternberg, 1988). Implicit in 
this argument is the reasonable assumption 
that brainstorming instructions will be more 
effective if they are consistent with 
participants' expectations. 

Individual Brainstorming vs. Group 
Brainstorming 

Although most people believe that group 
brainstorming is more effective than 
individual brainstorming (Paulus et al., 
1993; Paulus, Larey, & Ortega, 1995), 
controlled studies comparing group 
b r a i n s t o r m i n g  w i t h  i n d i v i d u a l  
brainstormers found that individuals in 
groups often generate 5000 fewer ideas than 
solitary brainstormers and fewer high 
quality ideas (Stroebe & Diehl; 1994; 
Mullen, et al.. 1991). Even so, those who 
participate in group brainstorming rate their 
performance more favorably than those 
who perfonn alone do (Paulus. st al., 1993; 
Paulus et al., 1995). Three reasons have 
been suggested as  to why group 
brainstorming may not be effective: 

1. ~ndividuals may loaf when they are 
not held individually accountable 
for their performance (Karau & 
Williams. 1993); 

1 L.  some individuals  are 
uneoinfortable or anxious in groups 
settings and perform poorly 
(Camacho & Paulua, 1995); 

3.  listening to others' ideas may be 
distracting and group members 
may tbrgct ideas while waiting for 
their turn to present theirs (Diehl 
& Stroebe. 1991). 



All Participants vs Selected Participants 

Osborn's "classic" brainstorming session 
brings together five to ttvelve individuals, 
chosen because of their knowledge of, or 
experience with. a problem that needs to 
be solved. However, according to Zemke 
(1993), brainstorming produces better 
results if the maximum number o f  
participants is eight or nine and not twelve 
as Osbom suggested. There is also evidence 
that group brainstorming can be more 
effective with the right group members 
(Paulus & Paulus, 1997). It  would be 
particularly beneficial ~vhen there is a broad 
divcrsity of perspectives represented in thc 
group (Stroebe & Diehl, 1994). 

Classic Form vs Other Variations 

Many people are not awarc of the many 
variations of the classical brainstorming 
procedure. These variations tend to be more 
complex than Osborn's model (Zemke, 
1993). Thcy generally aim to overcomc 
various shortcomings associated with the 
classical brainstorming or to promote a 
higher level of creativity. Scveral studies 
(Pebworth & Cooper, 1997; Thiagarajan, 
1991; Zemke?  1993)  offer some 40 
variations which practitioners claim to be 
very useful and successful. 

Practitioners these days also have the option 
of conducting electronic brainstorming 
sessions using computers. The rationale for 
electronic brainstorming is that it allows 
groups to generate ideas anonymously. - 
Anonymity may allow for evaluation 
apprehension to bc reduced. Anonymity 
may also generate a less threatening 
environment to individuals because less 
skilled members can give input without 
having to worry about being judged by 
more highly skilled members (Kay, 1995). 
Electronic brainstorming also allows for 
members of thc group to meet in separate 
locations in subgroups and then for these 
multiplc subgroup meetings to be 
interconnected via a sofhvare and a modem 
(Dennis, 1988). When i t  comes to the size 
of the group, electronic brainstorming has 
no limit; it can easily accommodate tbvelvc 
members or more. 

CONCLUSION 

From the review of the literature on 
brainstorming, it is clear that the findings 
of many studies are inconclusive. Teachers 
who frequently use brainstorming as a 
pedagogical tool in their classroom teaching 
therefore have to be made aware of these 
issues. In order to sharpen the tool for more 
effective teaching, one also has to study the 
implications of these findings. 

- ~ 
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IMPLICATIONS FOR TEACHING 

With reference to the studies cited, the following are some suggestions for 
teachers to note when conducting brainstorming sessions. 

1. Use a tnixtlrre of irzdividual and group brainstormir~g. (Leggett et al., 
1996) 
So far. there is no evidence to suggest that group brainstorming is more 
effective than individual brainstorming. In general, teachers should use a 
mixture of individual and group brainstorming. Discovering the optimal 
mix for their students may take some trial and error. A procedure that 
involves individual brainstorming after group brainstorming can be more 
effective than one in which individual brainstorming precedes group 
brainstorming. 

2. Know the students and allow for choice. (Camacho & Paulus, 1995) 
Certain people appear to be more con~fortable or effective in groups than 
others. Students who have low interaction anxiety, have a preference for 
group activities and have high verbal skills are more productive in group 
brainstorming. Teachers need to know their students well and to alloa. 
them to choose the type of brainstorming that is best suited for their 
personal characteristics so that they spend most of their time under 
conditions which they can excel in. 

3. Cse trained facilitators to assist in the brainstormittgprocedure. (Offner, 
et al., 1996) 
Most practitioners of group brainstorming recommend that brainqtorming 
groups be assisted by trained facilitators (Rawlinson, 1981). However, - - 
since it is often not feasible to have a teacher facilitator work \rith each 
brainstorming group. a more useful strategy would be to train students to 
be effective group brainstormers. Experience in group brainstorming with 
an eeective facilitator greatly enhances proup brainstorming in subsequent 
sessions than those without facilitators (Paulus et al., 1996). 

I. Experiment with variatiotzs of the classic brainstortrzitrg procedure. 
(Pebworth, 1997; Thiagarajarz, 1991; Zemke, 1993) 
According to Zemke ( 1993), variations of the classical brainstorming fall 
into two general categories: 1rztemctir.r techniques and Parallel techniques. 
Inteructive techniques such as Trigger Method, Successive Integration of 
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Prohle~n Elements (SIL) Method and Wildest Idea depend on discussion 
and oral exchange. They work best when the group is small (fewer than 
ten people), time is plentiful, differences in status and opinions or 
viewpoints are likely to he minor and discussion is deemed useful. Parallel 
techniques such as Brainwriting Pool, Method 6-3-5 and Gallery Method 
depend on solitary idea generation followed by pooling and discussion of 
the result. These methods work hest with larger groups or teams, when 
time is at a premium, when status differences need to be equalized or 
when a lot of ideas are considered important to the problem-solving 
process. 
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ROUTINES FOR THE PROACTIVE MANAGEMENT 
OF PHYSICAL EDUCATION LESSONS 

Review by Steven Tan 

INTRODUCTION 

Learning cannot  take place in an 
atmosphere of chaos.  As physical 
educators, we should be the designers and 
managers of the physical activity setting 
and learning environment. Many times, we 
may be tempted to blame our students for 
off-task or inappropriate behaviour and 
respond with punishment. However. 
frequent student misbehaviours may he a 
function of poor management practices. 
such as students waiting incessantly during 
attendance taking. o r  not distributing 
eqi~ipmerit effectively for skill practice. 

Because teachers are more likely to 
encounter disruptive behaviour during 

organisation and management periods than 
instruction or activity time (Rink, 1993; 
Siedentop. 1991 ). teachers should be 
proactive and effectively plan how they 
want sti~clents to handle these events. The 
use of routines can help make events run 
more smoothly and to maximise the 
opportunity to engage students i n  physical 
activity. 

Routines are predeterrninetl procedures 
established by teachers for dealing with 
frequently occurring situations in the 
physical education settins. Therefore. 
routines allow students to accomplish 
certain tasks within a lesson in specific 
ways. The goal of establishins routines 
with students is to let them know what the 

-- 
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expected behaviour is so that they are more 
likely to behave appropriately. The use of 
routines. therefore, helps to minimise or 
eliminate potential disruptions or delays to 
the lesbon resulting f rom disorderly 
behaviours. This article highlights some 
of the research evidence describing the use 
of routines in the effective management of 
behaviours in physical education classes. 
It also suggests several mutines for use by 
physical education teachers and provides 
guidelines for teaching them to students. 

REVIEW OF RESEARCH 

Numerous studies of effective teaching and 
classroom management by physical 
education specialists confirm the 
imponancc of establishing routines in class. 
(Fink Rr Siedentop, 1989; Nelson. Lee, 
Ashy. & Ho\vell, 1988: Oslin. 1996; 
O'Sullivan & Dyson, 1994; Perron 8: 
Downey, 1997). Although these studies 
were conducted at primary and secondary 
levels, findings were relatively consistent. 

The study of routines and expectations of 
physical education teachers has been 
limited to two studies in the primary school 
setting. Nelson et a1.(1988) studied three 
expen physical education specialists during 
the first five classes at the start of the year. 
They reported each teclcher introduced the 
majority of routines on the first day of class. 
These routines dealt mainly with 
managerial concerns such as formations, 
questioning, and starting and stopping 
a~.t~vitles. As the class proceeded, specific, 
positive feedback was provided. By the fifth 
lesson, all classes appeared to be running 
smoothly and most students learned to 
comply with the routines. At this stage, the 
focus of feedback shifted to specific 
reprimands to the few students who were 
still noncompliant. When observed again 

at the end of the first semester. the teachers 
were still using similar routines established 
at the start of the yex.  

Fink & Stedentop (1989) examined the 
development of managerial routines and 
expectations by seven effective primary 
phys~cal education teachers during the 
beginning of the year. The results revealed 
that there were strong similarities between 
these teachers and the practices of effective 
classroom teachers (Emmer. Evertson. Rr 
Anderson, 1980: Leinhardt, Weidman, & 
Hammond,  1987).  These physical 
education teachers described routines 
clearly. provided students  with 
opportunities to practice them, prompted 
appropriate s tudent  behaviours,  and 
reinforced students for compliance. 

O'Sullivan 8: Dyson ( 1994) studied 11 
secondary school physical education 
teachers who set up rules. routines, and 
expectations at the start of the school year. 
These teachers did not perceive major 
discipline problems in their classes, and this 
perception was supported by the small 
incidents of off-task behaviours observed 
in their classes. They were observed givlng 
a great deal of attention and time to the 
management of routines and appropriate 
behaviours at the beginning of the school 
year. In fact, these teachers saw appropriate 
procedures and expectations as important 
curricular content and carefully taught and 
thoroughly r e~nfo rced  them with the 
students. 

In another study, Oslin (1 996) investigated 
the use of routines as organising features 
within secondary school phy sical education 
environments. All six teachers were 
observed to give clear demonstrations of 
appropriate and inappropriate performance 
of routines. as well as specific consequences 
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for non- compliance. Effective methods of 
applying routines included frequent 
interactions with students, in whichexplicit 
information regarding appropriate 
performance was provided. Maintenance 
of routines appeared to be dependent upon 
immediate and consistent application of 
consequences for noncompliance, prompts, 
and praise for compliance. 

Perron & Downey's (1997) study described 
the management techniques used by 
secondary physical education teachers. 
Most of the eight experienced teachers used 
well-established routines and expectations 
as part of their management techniques. 
Students were familiar with the routines and 
knew the consequence of any breach of the 
regulations. 

TEACHING ROUTINES 

Although a number of routines used by 
teachers were similar in these research 
studies, the method of presentation varied 
frequently. Some teachers taught tontines 
directly, whereas others provided practice 
activities to demonstrate and maintain 
routines. Overall. effective and expert 
physical education teachers were found to 
be more systematic and thorough in the way 
they established, taught, and implemented 
routines. For example. they: 

taught s tudents  the routine ( i . e . ,  
explained the purpose and 
demonstrated good examples of 
appropriate  and inappropriate 
responses) during the first few class 
periods: 

subsequently provided numerous 
opportunities for students to practise 
these routines; 

often prompted students with positive 
and specific feedback when first 
teaching the routines; 

- reinfol-ced by praising students  
frequently those who followed the 
routines correctly; 

used consequences on students who 
were still noncompliant when the 
majority of students had learnt the 
routine. 

CONCLUSION 

Routines will vary according to school 
expectat ions and policies, teacher 
philosophies, student maturity. and 
different content areas. For example, 
primary school specialists often teach and 
use concepts of self and general space to 
young learners throughout the educational 
gymnast ics  o r  movement education 
programmes. As such, appropriate ways 
for students to he in personal space, or seek 
out general space would be taught as 
routines. Other teachers would choose to 
add elements to routines to make them 
more holistic. For example, some teachers 
add directions ahout eqnipment to the 
'attentionlqniet' routine when students are 
in a baskethall unit. When the signal is 
given to gain students' attention, students 
not only stop their activity. become quiet. 
and face the teacher, hut also place the ball 
down near the feet. 

Almost all PE teachers have routines in 
their classes. Not all. however. actively 
teach them or have routines well 
established. Therefore, routines are of little 
value unless students learn and accept 
them. It is important that routines are 
c3refully taught to students early during the 
first few weeks of a school ye3r so that they 
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know what is expected of them before teachers must share and make explicit their 
panemsofinappropriatebehaviourdevelop. expectations of students in physical 
Young learners will need practice and education classes, and ensure they 
constant reinforcement. Older students consistently enforce routines which result 
usually have established routines that in effective learning outcomes. 
teachers may want to modify. In both cases. 

IMPLICATIONS FOR TEACHING 

Routines for Different Situations and Tasks 

PE teachers have to anticipate student behaviours in the physical education 
setting. They must then decide on the stipulated ways of how they want 
students to conduct themselves in  different situations and tasks. As 
such,routines have to be taught for all aspects of student behaviour that tend 
to recur frequently in classes. The following list highlights some of the 
more common routines that can be used in physical education. 

,. ., 
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I .  Quicklv assemble students at a designated location so that attendance 
can be taken. 
For example: after changi~lp into proper PE attire. ask students to assemble 
at the assembly area within 5 minutes. Students sit in rows in one of the 
assigned 8 groups, comprising approximately 5 students. 

2. Take student attendance in an efficient way. 
For example: ask group leaders to check attendance and report the names 
of absent students in their respective groups to the teacher. 

3. Organise a warm-up acti~ity. 
Engage students in a specific warm-up without teacher prompting or 
supervision. This routine should be structured in such a way so as to free 
the teacher to deal with late arrivals and non participants (e.g., students 
who are feeling unwell or without PE attire). 
For example: ask students to run around the activity area 3 times followed 
by buetching and endurance exercises led by rotating group leaders. 

4. Request students to reassemble. 
Gather students at a designated location and into a prede termined 
formation when directed. 
For example: use two short bursts of the whistle to gather students in a 
semi-circle formation around the teacher. The inner students sit or squat 
down and the back students stand. 

5. Attract attention of students. 
Demand an immediate halt to an activity or bring to a close what students 
are doing. 
For example: use one long whistle burst to signal students to stop their 
activity, becorne quiet, and face the teacher. If students have equipment. 
they are to stop using it immediately. 

6. Have students appropriately obtaitz or put away equipment. 
For example: at a given verbal command direct "Go" group leaders to 
collect or return the equipment. 

~ ~ p~ 
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7. Keep medically unfit and iiljured students aware of what's happening 
in the lesson. 
Gather excused students around the teacher to still follow the lesson, 
particularly when the teacher is demonstrating and explaining a skill. 
These students can assist the teacher in helping to collect and put the 
equipment away while the other ~tudents  are doing their warm-up 
activities. 

8. Give signals for dismissal. 
Inform students when to leave student the activity area and prepare for 
the next scheduled activity (e.g., classroom, canteen, assembly hall). 
For example: after the group leaders have returned all the equipment, 
give a verbal signal for students to leave. 

REACT JUNE 1999 



SOURCES 

Emmer, E., & Evertson, C., & Anderson, 
L. 1 0  Effective classroom 
management at the heginning of the school 
year. Elenrcrrrar-\ S L . / I ~ O /  J O L I ~ I Z U ~ ,  80.2 19- 
231. 

Fink. J., & Siedentop, D. (1989). The 
development of routines, rules. and 
expectations at the start of the school year. 
J o u r ~ ~ u l  o f  Teaching in Physicol Educatioiz, 
8. 198-212. 

Leinhardt, G., Weidman, C., & Hammond, 
K. (1987). Introduction and integration of 
classroom routines by expert teachers. 
Curriculum Inquir\.. 17, 135- 176. 

Nelson, K., Lee, A, ,  Ashy, M., & Howell. 
D. (1 988). Rules and management routinr.~ 
established during thefirst week of school; 
A study o f  expert  physical educat ion 
teachers. Poster session presented at the 
National Convention for American Alliance 
of Health, Phytical Education, Recreation. 
and Dance, Kansas City, MO. 

Oslin, J. L. (1996). Routines as organizing 
features in middle school physical 
edu

c
ation. Journal of Teaching in Physical 

Edlrcarion. IS, 319-337. 

O'Sullivan, M., & Dyson. B. (1994). 
Rule$. routines. andexpectations of 11 high 
school physical education teachers. Joun~al  
of Teaching in Ph~s ica l  Education, 13,36 1 - 

Perron, J . ,  & Downey, P. (1997) .  
Management techniques used by high 
school physical education teachers. Jounrrrl 
qf Teaching OI Physical Education, 17,7?- 
84. 

Rink. J. E. (1998). Teachirlg Physicrrl 
Edcrcurion For Lerrrninfi (3','. ed.) .  
Dubuque. IA: WCBMcGraw-Hill. 

Siedentop,  D.  (1991).  Developing 
Teachirr~ Skills Irz Ph~,sic~ul Educrrlioii (3"' 
ed.). Mountain View, CA: Mayfield. 

-- 

REACT a JUNE 1999 

1 



ARTICLES FROM PREVIOUS ISSUES 

I -  ~~ 

REACT JUNE 1999 

ISSUE No. 1 

Intuitive Thinking and Probability 
Chun Wai Soerl 

Promoting Higher Cognitive Learning 
In Science Through a Problem-Solving 
Approach 
Christine Chin 

Enhancing Critical Thinking Through the 
Use of Term Papers 
Diana Nornrmhhoy 

Normal Technical Students' Perceptions 
of Their Classroom Environments 
Goh Swee Chiew 

The Internet and English Language 
Teaching 
Caroline Ho Mei Lin 

The Reader Response Approach to the 
Teaching of Literature 
Chua Seok Hong 

Left-handedness A Cause for Concern? 
Linda Gun 

Understanding Students '  MusicaI 
Preferences 
Timothy Teo 

Practice and ReciprocaI StyIes of 
Teaching in Primary School Pllysical 
Education 
Jeffrey Tan & Steven Tan 

School-based HIV and Aids Prevention: 
Chalk and Talk is Not Enough 
Jessica Ball 

ISSUE No. 2 

Thinking About Critical and Creative 
Thinking 
Christine Han 

Teacher Dispositions And Classroonl 
Env i ronn~en t s  Which Support  The 
Teaching of Creat ive And Critical 
Thinking Skills 
~ o o  Swee Ngoh 

Increasing Pupil Participation Through 
The Creative Use of EngIish Language 
course ~~~k~ 
Sue Nair 

Fostering Musical Creativity In Children 
sylvia f,rgujk.yin thong 

Enhancing Creativity In ScienceThrough 
Investigative Tasks 
A,narj;t sjngh Dhi/lon 

Creative Teaching In Design & 
Technology 
Peter Stensel 

The Role of Assessment In Developing 
Creativity 
Rosalind K Murr 



ARTICLES FROM PREVIOUS ISSUES 

REACT JUNE 1999 

1 

ISSUE No. 1 

Early Intervention Progranuncs For Young 
Children With Disabilities 
Quoh Mu! Ling 

Person-Centred Planning For Pupils-At- 
Risk 
Levan Lini 

How Adolescents Cope With Their Con- 
cerns: A Review And Study Of Singapore 
Students 
Vilmir D 'Roznrio & Michnel Goh 

Adapting Gifted Education For Advanced 
Learncrs In Mainstream Classrooms 
Clt~la Tee Teo 

Understanding Hobv Children Think: 
ATheory Of Mind Perspective 
Cnrokn S. L, Tun-Milm 

Critical Reading Skills: Some Notes For 
Teachers 
E;O~II,T;CI/I .Abdz~lluh 

Teaching Children Scientific Thinking 
Skills 
Lclcille Lee Knnz l l ; ~ h  

Cooperative Learning: Essential Compo- 
nents 
Luchlun Crnirti~~.d & Cl~uu Tee Po 

Safety Aspects In PE and ECA 
Alan CI; 'ng T H & H(1r.t). Tun E. K. 

ISSUE No. 2 

The Advantages And Dis~dvantnges Of 
Coeducational And Single-Sex Schooling 
In11 S~nitlz 

Using Student Self-Assessment In Math- 
ematics 
Paul Sh~ltler- & Lrr~.lrl~n Crubvford 

Learning To Write Across Languages And 
Cultures 
E;ti.oh Poll Foorzfi 

Approacheu To Diglossia In The 
Classroom: The Middle Way 
David Drterdirzg 

Learning Abacus: What Cognitive 
Processes Do Pupils Use? 
Foong P~i i  Yee 

Issues In Software Selection 
Chruh KIT Mrr & CIIPII I IR  Willg S L I ~ I  

Rethinking Trim And Fir (TAF)  
Programme Strategies.. . 
Weighing The Scientific Evidence 
Michurl Cl~io 



ANNOUNCING SPECIAL 
ISSUE OF REACT 

<http://www.soe.ntu.edu.sg:Y000/react~On-line1999/1999- 1 .html> 

The first Spr~. i~rl  On-l ine Iss~te ofREACT complements the aims and objectives of 
the recent EdTech 99 Conference & Exhibition and aims to: 

I .  provide a platform for the exchange of ideas, including current and future 
thinking on technology in education; 

2. enable teachers to keep alert to the latest developn~ents and thinking in 
the use of educational technology so as to enhance their teaching and 
learning methodology. 

The world is fast becoming a knowledge based economy, and education systems 
are increasingly being shaped by the new information and communications 
technologies (ICT). Effectively implementing digital learning environments 
requires more than the introduction of technology. Successful.teaching and learning 
requires students to engage in a social process of meaning for construction. 

Further details of the inaugural issue 

In rhis inaugural issue on Enhaiicirrg Teaching & Learning using ICT there are 
four articles. 

DanielAizg in an anicle on Project-based Learning ill a Web-based Colhborative 
Eizvironmenr points out that as we move into aglobal knowledge-based economy, 
there is an increasing awareness of the importance of information technology, the 
Internet. and project-based learning (PBL). In his paper he describes some of the 
components of PBL and illustrates how the tools within a web-based collaborative 
learning environmenr can facilitate and support project-based learning. The 
implications and potential of prqject-based virtual learning environments for 
designers and teachers are described. 

Nancy Harkrider considers the role of The Wired Teacher and propose5 on-line 
collegial con>n~unication as an authentic environment for professional excellence 
and offers guidelines for reachers who want to benefit from this unique method 
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for reflecting with others about their teaching practice. Research is demonstrating 
that web-based comn~unication can create favourable conditions for collaboration 
and reflection in a "reflective space" u,hich validates the social constructivist nature 
of the thinking process. Educators who would like to explore web-based 
co~nmunication may discover it to be anatural and effective extension of their "teacher 
talk" and collegial exchange of ideas. 

Looi Chee Kit describes Online Learning Communities and argues that the advent 
and proliferation of the Internet has brought about a powerful set of ideas emerging 
around the notion of an online community -a group of people with common interests 
and goals. connecting online regularly, communicating, sharing, constructing. 
learning, playing. working or building. This anicle traces the evolution of information 
and telecon~munic:ltions technologies in empowering or~line communities. Certain 
characteristics of such enabling technologies are consistent with established models 
of a knowledge-building community or a community of learners advocated by 
educators. Two projects in Singapore involving communities for learning are also 
described and implications drawn for classroon~ teachers. 

Finally Iarr Smith and Steven Coombs consider The Creative Use of IT in the 
Ciassroom and suggest that teaching students to think creatively is a vital educational 
goal. IT is a powerful tool for achieving this goal because of its flexibility, access to 
rich resources, and its infinite patiencz. Firstly. creativity is defined, based on a 
dislinction between creative products and creative processer. Then, the teaching of 
creative thinking through the use of IT is discussed. followed by three examples of 
IT tools that may be useful to the classroom teacher. The article concludes that 
enhancing creativity is a long-term investment for the benefit of Singapore, as well 
as for the individual student. 

Feedhack on the current issue, suggestions for future issues or articles, and idea5 for 
improving the web site are welcome. Please pass on the web address to your students. 
fellow teachers and schools. 

AZAM MASHHADI 
Coordinating IT Editor 
REACT ON-LIXE 
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