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FOREWORD

The eight articles featured in this second issue of REACT are an eclectic mix of
pedagogy and philosophy, providing teachers with ample food for thought about fostering
P I E S the physical, intellectual, emotional and social development of children.

Language learning and related teaching practices in the school are the predominant 
focus of the first three articles. Lawrence Zhang discusses recent research in second
language acquisition and the importance of focussing on form in communicative
interactions in second language learning and teaching. Sophia Hsia Shau Man presents a
comprehensive review of research into the role played by phonological coding,
phonological memory and phonological awareness in the process of reading and the
learning of new vocabulary. In the third article, Wang Dakun also reviews research on
vocabulary acquisition but chooses to the ongoing debate about the methods of 
teaching vocabulary to students, using either an implicit or explicit approach.

The fourth article also has a linguistic leaning, but focuses on younger children. Linda
and Yong Ming Lee report on a recent NIE study researching the phonological 

awareness of local kindergarten children and the outcomes of an programme
conducted last year, which sought to children to rhyme and alliteration. 

In the fifth article,Yap Ban Harpresents an interesting useful review of research
exploring the different types of problem posing tasks that mathematics teachers can use
to improve students' comprehension of word problems. He offers practical examples on
how to help students perceive the structure of problems and to enhance
their attitude towards solving in general.

Moving into the physical fitness arena, Michael and Steven Tan deliberate on the 
appropriateness of weight training for primary school students, in the wake of the Trim 
and Fit programmes introduced to local schools in 1992. They discuss some of the 
developmental concerns for such exercise with young people, and provide viable guidelines 
for structuring resistance training programmes.

The final two articles in this issue, the focus from the physical to the affective domain. 
Chua Tee Teo and Lachlan review reports which have studied the moral
development of children and summarise the implications for significant adults who are 
primarily responsible for fostering in the young. 



her internationally researched article, Mary Cherian, and co-authors, Doris Martin and
Julia de examine the concept of teacherly love and present the findings of their 
study of ending teacher-child relationships. 'Insights'into teachers' feelings on the 'costs'
incurred in establishing close relationships with young children add another dimension to
the world of classroom teaching. 

LINDA GAN
Executive Editor
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SHOOT THE WHITE ELEPHANT WITH A CANNON? 
THE ROLE OF FORM-FOCUSSED INSTRUCTION IN

SECOND LANGUAGEACQUISITION

Review by Lawrence Jun

INTRODUCTION

With the introduction of the Communicative
Approach to the teaching of language,
second language teachers have tended to 
neglect explicit teaching of the formal
properties of the language, for example,
grammar, to varying degrees. This has been
partly attributed to the adoption of a "strong
version" of the Communicative Approach, 
which is exclusively defined in terms
provision of meaningful input with no
attention to form or error correction. and
partly because of some practitioners'
misconceptualizatioqs of what the
Communicative Approach superficially 
entails. As a matter o f fact, the
Communicative Approach, in principle,
does not object to the idea of focussing on
form (Johnson, 1982; Oxford, 1997).
Instead, the crux of the issue is actually on

how various activities, conducive to
learners' attention to form, should be
organized to enhance learners '
improvement in acquiring and using the
language. With a revived interest in this area 
in recent years, the issue of form-focussed
language teaching and learning has been
brought to the research agenda again, 
producing results which indicate that
directing learners' attention to form is
beneficial for their language development
towards not only fluency but also accuracy.
In response to a government initiative to
emphasize accuracy in language 
production, that is, the "Speak Good
English" this article briefly 
reviews research conducted along this line
in relation to language learning and 
teaching practices in the



REVIEW OF RESEARCH

Focus on Form and Focus on Forms

In second language research literature, two 
terms are outstanding and need

on ' and on form '.
Long's definition, the 'a
on that the teacher teaches 
grammar in the classroom through 
traditional approaches, that is. in an
isolated manner. This on
usually includes a discrete-point
presentation and practice of grammatical
items. on in comparison, is
meant to incorporate the teaching of
grammar, that is, on ', within
a meaning-based instructional
approach. Long and (1998,
p.23) recent definition of
reflects their more clarified position on
what is involved in conceptualizing the

In contrast to
on involves "an

to code
the teacher and/or one or .students-
triggered by perceived problems with 
comprehension or Spada
(1997) uses
(FFI) to generally refer to the pedagogical 
effort which is intended to draw learners'
attention to language form either implicitly
or explicitly. This might include teachers'
direct teaching of grammatical rules and
their conscious reactions to students' errors 
in their language production activities. 
Clearly, Spada's definition of FFI is more
inclusive of what are dichotomized as two
independent entities in the

on and on form'.
Similarly, students'  attention to, or
awareness of can be equally 
regarded as way metacognition
about the language tasks being processed
(Zhang, 1999).

Benefits of Form-Focussed Instruction 

Along the line of FFI, abundant research
has been conducted in relation to 
instructional practices and materials used,
though recent research has begun to
investigate learner-generated attention to
form Williams, 1999). This body of
research, which can be broadly termed as
"attentiodconsciousness" or "awareness"
studies (Schmidt, has produced
results showing that learners benefited most
when they received form-focussed
instruction which was operationalized as a 
combination of metalinguistic teaching 
(explicit instruction) and corrective 
feedback provided an overall context 
of communicative language learning and
teaching (Spada and Lightbown, 1993). 

Doughty (199 investigated two groups of 
adult L2 learners learning of English
relative clauses within the context of a 
computer-assisted reading lesson. Her 
findings showed that increasing the salience 
of linguistic forms in language learning 
tasks was equally successful as providing

I
explicit metalinguistic statements in
fostering the acquisition of the structures 
of relative clauses. She also found that the
meaning-oriented group improved
significantly more than the rule-oriented
group and the control group, in the
comprehension of the text read during the 
experiment, on a post-test administered 
immediately after the instruction. She 
interpreted her findings as evidence to
endorse Richard Schmidt's (1990) "noticing
hypothesis" and his claim that getting 
learners to attend to forms in the input is 
the basic prerequisite for L2 learning.
Doughty's findings also lend support to the
argument that there are different ways to
get learners to "notice" linguistic forms in



context to enhance their success inlanguage
learning Ellis, 1995).

(1996) research focussed on the
role of input in SLA. He reported that
instruction which enabled learners to
"process information" via comprehension 
practice might be more effective than that
which required learners to engage in
premature production. He
regarded "processing" instruction as 
effective because it provided a more direct
route for the leaner to convert input into
intake. The findings from his studies and
those conducted in collaboration with 
colleagues on the comparisonofthe effects
of traditional instruction production
practice) and processing instruction on the
acquisition of object and preterite
verbs, showed learners receiving 
processing instruction outperformed the
other two groups on a cotnprehension task
and did equally well as the group receiving
traditional on a production task.

Long (1996) takes the view that instruction
that includes focus on form has at least two
advantages over purely meaning-focussed
instruction. can increase the salience of
positive evidence, and it can provide 
essential negative evidence, in the fonn of
direct or indirect negative feedback, and
there is a converging support both from
laboratory-based and non-laboratory based 
research for this view, as discussed by Ellis
(1995) and Spada (1997). More recently,
Leow (1998, p. 51) claimed that there was 
greater facilitation of intake and improved 
accuracy with what he called
centered exposure" to form,
which he defined as "learners"
participation aproblem-solving task 
is constructed noticing

or in the In
comparison, when the teacher directed and

controlled students' attention to form,
facilitation of intake was less obvious. He
also found that learners who were exposed
to verbs with irregular morphological 
changes by means of a cross-word puzzle
did better than those who had a
traditional teacher-fronted presentation of
the same material. Successful completion 
of the cross-word puzzle required that
participants f igure out  the irregular 
morphology.

Previous research has focussed on the.
effects of instruction and materials on
learners' production accuracy. Williams'
(1999) latest research, however, focussed
on learner-generated attention to form. Her
findings showed that the degree and type 
of learner-generated attention to form were
related to proficiency level and the nature 
of the activity in which the learners were
engaged and that learners overwhelmingly
chose to focus on lexical rather than 

issues because learners were
less likely to pay attention to form without
teachers' explicit instruction or emphasis. 
This was also because, according to

learners' attentional resources
were limited. However these limitations
played an essential role in L2 speech
processing, and the mechanisms in
language processing were only partially
automatic and required conscious control, 
that is, attention (Schmidt, 1990). Likewise,
Harley's position is that in
based classes, which are arguably the most
meaning-focussed of all second language
classrooms Singaporean students 
learning chemistry in English). learning
tends to be lexical-oriented and 
based with learners noticing phonologically 
salient, high-frequency lexical items. 
Learners usually fail to notice
morphosyntactic features-morphological.
structural and syntactical features, which
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may lack salience and are not essential for
comprehending or meaning-making. This 
tendency of prolonged neglect of
tnorphosyntactic aspects in language
production might tend to continue in the
second language users' speech or writing 
long after they are proficient in using the 
language for meaningful exchanges. 

By analyzing the distribution and frequency
of self-repairs and the correction rate of
errors in the speech of 30 Hungarian 
learners of English at 3 levels o f
proficiency and of native speakers of 
Hungarian, Kormos (2000 j investigated the
role of attention in monitoring second 
language speech production. Her findings
indicate that the amount of attention paid 
to linguistic forms of the utterance did not 
vary at different states of L2 competence
and that the distribution of attention in
monitoring for errors was markedly 
different in and L2. speakers
corrected a considerably higher proportion 

errors than did L2 learners, but they 
differed in that L2 speakers corrected a
similar proportion of their lexical and
grammatical errors, whereas speakers
corrected almost twice as many of their
lexical errors than their grammatical errors.

DISCUSSION

In general, recent studies have suggested
that the incorporation of some attention to 
form into meaning-centered instruction can 
lead to students' improvement in processing
input and increasing accuracy in language
production (Long Robinson. The
results suggest that language learning 
activities which are solely experiential and
focussed on communicative exchanges are
unable to facilitate learners' development 
of some linguistics features which are 
characteristic of target-like accuracy (Ellis,

1994; Spada, 1997). Even many years of 
meaningful, comprehensible input and
ample opportunities for interaction cannot 
effectively intervene in assisting them to
achieve target-like accuracy. Recent studies 
have also suggested that some degree of
focus on form in classes that are primarily
focussed on meaning and communication
is particularly helpful in promoting
accuracy in SLA. This argument seems to
be pertinent to a multilingual context such 
as Singapore, where bilingual 
education policy functions as a regulator 
and English is defined as the (first
language) in the school curriculum. 
However, in fact, for the majority of school 
pupils in Singapore, English is a language, 
which is, if not foreign, at least secondary 
to theirmother tongues (Gopinathan, 1998). 

Therefore, the role that the linguistic
environment and types of linguistic input 
play also becomes conspicuous (Long, 

If students speak with one another
in a and write in this
besilect a colloquial sub-variety, or
simply, without knowing how
to code-switch up to an "acrolect" (the
prestige sub-variety serving as the official 
or unofficial standard? which reflects a
person's education level and language
maturity) and without realizing the severe 
consequences of sustained use of the
besilect in formal or academic encounters 
where such forms are not permissible, 
then, the aftermath could be unfavorable to
the speaker (see Platt & Weber, 1980, p.

for explanations of these terms).
Therefore, it can be expected that without 
teachers' implicit or explicit emphasis on
language students' persistent use of
the besilect would continue, and it would
take a longer time for students
themselves to become consciously attentive 
to than is the case when students are 

REACT DECEMBER 2000



given such instruction. This is also because
the goal of L2 learning in Singapore is to
develop fluency as well as accuracy and
complexity and that form-focussed
activities in the context of communication

encourage conscious learning 
of an of the formal properties of an L2.
These consciously learned
properties, forms and rules, can be
easily retrieved from for use by
students when they are in need in future in
similar contexts.

On a par with researchers' attention to 
focussed instruction is a growing concern 
for increasing learner autonomy in the
language learning process and the 
centered approach to learning and teaching,
generally known as collaborative or 
cooperative learning and teaching 

1996; Oxford, 1997). 
in language learning does not contradict this 
idea teachers can' still maintain a
learner-centered while focussing
on form. In effect, recent empirical research 
shows that collaborative learning activities 
in which there is some degree of focus on 
form have produced students who are more 
functionally proficient.

the Singapore context, reverting to
traditional grammar teaching is not a
informed choice. It might be more useful
to extend collaborative learning activities 
to include some degree of emphasis on
learners' taking more responsibility in their
learning process, with teachers being their

and resourceful chaperons. This 
suggestion would allow for a more natural
emergence, among students, of a of
consciousness of the importance of
accuracy in language production which 
would be made possible by their attention 
to form. This, in turn. can be expected to 
have some effects on students' improved

performance in speakingand writing proper 
English.

CONCLUSION

Ellis (1995) maintains that the role of
explicit and implicit teaching and learning
of language should be stressed and that the 
two different modes of teaching and
learning "interact in ways ...

that a blend of
and implicit learning be

superior to explicit
or (p. 136). The 
selective review of the studies here supports 
the view that form-focussed instruction is
beneficial to SLA. Furthermore, the results 
suggest that explicitFFI may be particularly
effective in L2 classrooms which are
comnlunicatively-based whether the 
L2 is learned via subject-matter instruction, 
as is the case in Singapore, where all the
courses except the mother tongues and the
Good Citizen series are taught in English. 

My review of research into a relatively 
broad strand of form-focussed SLA also
shows that researchers and language 
educators have come to some kind of 
consensus that the objectives of language
learning are not only to achieve fluency but
accuracy as well (Johnson, 1982; Long 
Robinson, 1998). Research also shows that
language learning activities in which
teachersdraw attention to the formal aspects
of the language have enhanced accuracy in 
students' language production and are 
beneficial to SLA. Nevertheless, research 
findings also suggest that learners tend to 
focus more on lexical rather than on 
morphosyntactic meanings Harley,
1994; Willliams, 1999). Henceforth, a
'filter.' approach is proposed to increase
students' awareness of the language so that 
they themselves will become conscious 
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monitors of their language-use events not eliminated piecemeal through various
only at the lexical Level but also at the language awareness tasks and activities
morphosyntactic level. recent research into form-focussed

instruction and on collaborative and
to as "white elephants" which should be cooperative learning theories. 

IMPLICATIONS FOR TEACHERS 

I. Focus on meaning and in

Form-meaning relationships should be regarded as relative, as
includes a stress on the structural side of the language, while "meaning"
accentuates its content to semantic aspects. 
Focussing not only on the accuracy in the use of lexical meaning but also
on niorphosyntactic features should be part and parcel of language
production activities. This means that teachers' instructional practices 
should incorporate a dual emphasis both on and form in order to
increase the accuracy and appropriateness of pupils' expression.

2. Integrate grammar into various cooperative or collaborative
tasks, given to

Organizing classroom activities around a certain theme in meaning-based
contexts, with an explicit objective of focussing on form in mind might
help pupils cope with challenges that from their lack of knowledge
about the language. 

3. language as a linguistic system and a tool human
communication.

Helping pupils understand how language is rule-governed and the way
language functions in human communication using metalanguage to
consolidate their awareness about the language as a system could be equally
beneficial for pupils.

4. Tutor pupils to become conscious about rnorphosyntactic meaning and 
its importance accrrrate language production.

This implies that teachers have to teach grammar in one way or another,
either inductively or deductively. Relevant activities in this direction can
be broadly epitomized in various language tasks designed for developing
pupils' speaking, listening, reading and writing abilities. 

REACT DECEMBER 2000



5. about the importance of not only the
but also the accuracy in production.

Pupils' attention needs to be directed to the formal aspects of the language
in communicative or collaborative learning contexts not only in language
classrooms but also in content-based learning, as studies have shown that
learners do not spontaneously attend to as frequently as expected.
This kind of instructional enhancement should persist in pupils' continual 
development in the language until automaticity in accurately using the 

becomes the norm.

6. Reinforce pupils'responsibility as learners and teacher-pupil
interaction in the

Research shows it is less likely for low-proficiency pupils to attend to
even if urged to do so; therefore, if teachers leave too much 

responsibility to pupils, they may not achieve desired results. However,
giving proper instruction to pupils on what it really means to be a responsible
learner would reinforce their stronger claim for responsibility. In this
process, teachers' negotiation with pupils for their possible willingness to
take responsibility for themselves might not work for some pupils whose 
motivation is low and whose performance is not as good as expected. In
such cases, teachers need to have talks with pupils and establish good 
relationships to implement worthwhile teacher-pupil interaction.
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PHONOLOGICAL ASPECTS OF READING AND
LEARNING VOCABULARY

Review by Sophie Hsia Shau Man

INTRODUCTION

Printed or graphic information is an integral
part of information technology. This
information which we encounter everyday 
is in phonological form to be held
in phonological short-term
(PSTM) for temporary storage. However,
since short-term memory capacity is limited 
to about seven plus or minus two items
(Miller, the phonologically coded
information decays within seconds unless 
it is maintained. How coded information is
maintained in PSTM has been the subject 
of much rigorous research for several
decades. Baddeley Gathercole
and Baddeley, 1993) explains efficiently
how incoming information can be
maintained in the limited capacity of the
PSTM through rehearsals in the 

This article reviews the
various implications of the loop theory as 
it applies to reading and the learning of new
vocabulary.

REVIEW OF RESEARCH 

Phonological coding, PSTM and
articulatory fluency

Phonological representations of words are 
formed through the development of a
phonological code, better known as the

in (Huey. 1908). This 
code is not dependent on outer speech for
its development or its operation (Baddeley,
1990: on feedback on overt speech
(Bishop 1989). It is monitored

by the acoustic shapes the person
experiences. Children have been found to 
listen to their own speech rather than to 
external sources when they engage in
activities that require attention to external 
input (Hsia, 1992, p. 367; Schwartz, 1988; 
Vihman Miller, 1988). According to
Gathercole and Baddeley
phonological coding is most effective in
helping the reader identify unfamiliar words 
by rehearsing them in the PSTM for easy 
retrieval and manipulation in long-term
memory (LTM) and rapid integration of
reading material once they are semantically
and phonologically coded. The 
phonological code develops via two very
important skills of phonemes
(implicit phoneme awareness) and specific.
knowledge of letter-sound correspondence
(explicit phoneme awareness) in addition
to phonological memory (Ellis Cataldo,
1990; Gathercole Baddeley, 1993. pp.

Morais, 1987, p. 132). These are 
skills that can be taught to beginning readers 
to help them read faster and more 
accurately.

Speed in articulation seems to be the key to
efficient PSTM processing, crucial to
success in information processing and in 
reading. Above all, articulation of words
relies heavily on one's ability to code. 
PSTM for words is determined by the
spoken duration and by the time interval in 
which one can store the items
Thomson, Lawrence, 1984). Once
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the rate of articulation is increased,
phonological memory processing is 
speeded up, and speed increases throughout 
childhood and adolescence, peaking in
young adulthood Kail, 1996).

Hsia (1997) found that Hong Kong tertiary 
level ESL learners' recall of word and
sentence strings was a function of
articulatory accuracy and speed. The more
proficient subjects were in the language, 
the faster they were able to recall the strings
and the more items they were able to recall. 

Phonological coding and the reading of 
Chinese characters 

In spite of current evidence that Chinese 
university students prefer a visual mode in
processing Chinese characters (Liu, Zhu
Wu, Hsia (1997) found that the 
phonological loop theory applies to the
reading of Chinese characters and is crucial
to subjects' retention of characters during 
processing. In a study she conducted of
Hong Kong university students, subjects 
were tested on two categories of items, 
based on a data base of frequency lists
compiled by Liu Ng (1990). All items
were components of real characters but 
were semantically pseudo in nature. One
category consisted of unnameable character 
components (A) while the other category
consisted of independently nameable 
phonetic elements (B). The reasoning was
that nameable phonetic elements would 
mediate recall in PSTM more directly than
unnameable elements as recalling phonetic 
elements involves a direct 
orthographic association in LTM for
immediate representation in PSTM. These
items were programmed to appear in spans

three, four and five, with four strings 
to each span. The items appeared in serial
order, each for 750 msec, with a pause of

0.3 before the next character appeared. 
At the disappearance of each string, subjects 
were prompted by a beep to immediately 
write down the target items in exactly the
same order they appeared. As predicted,
subjects recalled significantly more
nameable (Task B) than unnameable
characters (Task A).

Interference of phonological codes within 
the same orthographic system: caveats to
watch for

Since phonological codes become such an
integral part of one's perceptual system in
encoding incoming information, how does
one code affect another when reading the 
same orthography? For example, if one has 
learned to read Chinese in Mandarin, one
should have developed phonological codes
in Mandarin as the learning process itself
heightens one's phonological awareness of 
Mandarin sound segments (see Hsia, 1992). 
If one has to switch to Cantonese because 
one is obliged to, will the newly learned
code affect the Mandarin code? This author 
has experienced this switch from one code 
to another during the crucial years of her
development, an interaction which
interfered with her fluency in reading
Chinese texts.

In the same vein, if one has developed a set
of phonological codes in English during 
childhood but has to switch to another set
of codes drastically different from the
original, will this switch affect one's speed 
in processing? 

Phonological awareness and beginning
reading

Phonological awareness pertains to an
awareness of discrete segmental units in
words and syllables and to one's ability to 



segment in a sequence arid to blend 
into words and syllables. Phonological 

awareness skills have found to be
causally related to and predictive of
beginning reading among preschoolers
(Leong, 1991; Morais, 1987). They are

tested by asking subjects to delete 
initial or final consonants in a word, or to
blend segments into a word, etc. Hsia
(1992) further found that phonological
awareness skills developed among
preschoolers through phoneme
segmentation in Chinese transferred across
to English, regardless of differences in the 
two orthographic systems. This can be
understood in the light of the loop theory: 
segmental analysis skills facilitate 
phonological coding. The faster one can
code incoming information, the faster the
rehearsal and storage, and the faster space
in PSTM is freed for new information. The 
conclusion is that phonological awareness
skills which facilitate articulatory rehearsal, 
facilitate the process of reading.

Phonological awareness and learning of
new vocabulary

The ability to articulate unfamiliar words
also requires a phonological awareness of
the interaction of activated patterns and 
knowledge ofphonotactic rules (Gathercole 
8: Martin, 1996). Articulation enables
repetition and rehearsal of the same pattern 
of unfamiliar sounds to be maintained in 
PSTM during the learning stage until they 
are lexically and semantically coded for
LTM storage. Failure to rehearse the
unfamiliar material results in loss of their
retention in PSTM. (Ellis &Beacon, 1993).
Thus, phonological awareness enables
unfamiliar material to be rehearsed until it 
is learned and stored in long-term memory. 
Programs that were developed to train these
skills have demonstrated an increase in

fluency and memory among beginning
readers (Hulme, Maughan Brown, 199
and adult students of ESL (Hsia, 1999).

CONCLUSION

This article has briefly introduced the 
crucial role of phonological coding,
phonological memory and phonological
awareness in the process of learning new
material and in rapid reading. Research 
findings all point toward the importance
of teaching these phonological skills not 
only to beginning readers in preschools
and primary one but to L2 learners as
well. Once learners have mastered the
ability to code words rapidly and 
efficiently, reading becomes much more
fluent and and the learning of
new words much less tedious than 
anticipated.
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IMPLICATIONS FOR TEACHING 

Prior cortsideratiort should be given to the development o f the
code in reading and arts programs in primary 

schools.

Before children learn to read print, they have been living in a world of language
sounds and words. In order to make sense of what the sounds and words are
represented in, young children should be taught to explicitly detect sound 
segments in words and be aware of their positions in words so that they can
later map them on to their corresponding letters in print. This would be even 
more important for young children who haven't been exposed to spoken
English in their environment but begin to learn English in preschools. 

2. Introduce programntes to help young children develop English 
phonological codes through training in phonological awareness.

Phonological awareness programmes have been introduced in recent years in
the USA. These programmes emphasize awareness of phoneme (sound)
segments and their positions in words, segmenting and blending skills, learning 
about sound sequences and multi-syllabic words, learning about syllable and
word boundaries.As children are introduced to reading, they to articulate
words they encounter, whether they know them or not.

3. Kindergarten teachers can guide childrert irt sourtding out
thert introducegarrtes to involve children in various training exercises. 

For example, the teacher can use chips, blocks or similar objects to represent 
sound segments and ask children to blend segments to form a word or to
delete certain segments in the word. By using an array of concrete objects,
children can see the sequence of the sound segments in a word. The exercises
also become more meaningful to them as they can move the objects around
and manipulate them as they would sounds in words. In addition, rhymes can 
be introduced to teach children to discriminate sound segments within minimal 
pairs of words.

4. Kindergartert teachers cart involve their childrert in exercises that train
their phonological 

For example, young children love to play with sounds and nonsense syllables.
They can be asked to repeat multi-syllabic words and nonwords which can
increase in length as repetition continues. This exercise will stimulate young
children's imagination and prepare them for the learning of long and
syllabic words. 
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VOCABULARYACQUISITION:
IMPLICIT LEARNING AND EXPLICIT TEACHING 

Review by Wang Dakun

INTRODUCTION

Numerous studies have revealed that the
English language proficiency of second 
language learners in great measure,
correlates with their vocabulary learning 
(Gu Johnson, 1996; 
Lightbown, 1999). Hence, learning 3

second language largely means learning its
vocabulary (Gass, 1999) as vocabulary
skills make a significant contribution to
almost all aspects of second language 
proficiency. In this vein, research on

is acquired totally unconsciously as a
result of abstraction from repeated
exposures in a range of activated contexts. 
This strong position is usually
identified with Krashen (19891. Krashen's
Input Hypothesis assumes that vocabulary 
acquisition takes place so long as there is
comprehensible input as the essential
environmental ingredient. Krashen asserts
that "language is

while acquiring, you don 
vocabulary acquisition is likely to yield acquiring; is
insightful implications for effective second on the message, not form (1989, p. 440). 
language learning and 

Vocabulary learning and teaching research 
has as yet followed basically two
approaches: these being vocabulary can be
either learned implicitly and incidentally,
or taught explicitly and intentionally. In
effect, there been a long-running debate 
about which of these two methods of
learning vocabulary is important.
Given the importance of vocabulary in
language learning, this article examines the 
positions of the prominently competing 
theories and the implications for second 
language learning and instruction in 
general.

OF RESEARCH

Krashen has found support from quite a few
authors also maintain that language
learning takes place at unconscious level. 
For example, Nagy and Herman 
Anderson, Wilson and Fielding (I 988) also
advocate implicit vocabulary learning from 
context alone. For instance, Anderson, 
Wilson and Fielding (1988) asked their 
subjects to record their after-school
activities. The analysis of the data reveals
that those who reported more reading 
performed better in vocabulary hence
reading books was a good predictor of
vocabulary acquisition. In fact, Nagy and 
Herman (1987) claim that reading leads to 
greater vocabulary growth than any
program of explicit instruction. 

Implicit Learning of Vocabulary Krashen (1989) reviewed 144 studies
concerning the acquisition of vocabulary 

The extreme implicit vocabulary learning and spelling. These studies suggest that a
hypothesis holds meaning considerable amount of vocabulary
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acquisition takes place as a result of
exposure to comprehensible input. The
amount ofreading positively correlates with 
the lexical size of the readers. But it is very
important to note that all but several of the
studies Krashen (1989) reviews involve
native speakers rather than second language
learners. this sense, that
positively Krashen claims as
regards second
acquisition is still limited" (Coady,
1997, p. 226).

Explicit Teaching of Vocabulary

Contrary to the implicit position 
represented by Krashen an explicit 
vocabulary learning hypothesis holds that 
a certain amount of consciousness must be
involved in vocabulary acquisition, from the
learner noticing novel vocabulary,
selectively attending to it, and using a
variety of strategies to trying to infer its
meaning from the context 1999;
Schmidt, 1990). The explicit learning
hypothesis maintains that there are benefits
from applying cognitive strategies to
consolidate a newly encountered word by
note taking, dictionary consulting and by

learning strategies such as a
semantic approach and various mnemonic 

Laufer (1997) states that it is necessary for 
a reader to understand 95% of text coverage
in order to comprehend the text 
successfully. This implies, according to
some frequency counts obtained from 
corpus linguistics, a threshold level of the
knowledge of around 3,000 word families,
or 5000 lexical items (Laufer, 1997; Nation 

Waring, 1997). Cohen and 980)
suggest that lower level proficiency learners 
benefit from learning words out of context
rather than learning them in context.

Hulstijn (1993) finds that context is not 
always reliable and more distracting to
learners with lower level proficiency than
learners with advanced proficiency. This 
substantiates the contention of Nation
(1990) that the basic vocabulary should be
taught to students as soon as possible and
that vocabulary learning through contextual 
guessing should be delayed until learners
have mastered the basic vocabulary.

There is a large host of language 
practitioners advocating explicit vocabulary 
learning and teaching, with some
vocabulary lists and a variety of teaching 
models recommended Nation, 1990; 
West. 1953). Most work in this area has
been concerned with management of
vocabulary learning: how to reduce the 
vocabulary load, as reflected in the
frequency count (West, 1953);
how to handle specific (Nation,
1990); what methods of vocabulary
teaching have proved successful (Carter

1988).

Once learners are equipped with the basic
vocabulary, the context can serve as a useful
source and medium of vocabulary learning. 
However, presenting words in the context 
alone has been suggested to be insufficient
for optimal vocabulary learning. Learners
must use the reading skills they have 
developed to infer the meanings of
unknown words they meet (Nation, 1990). 

Besides guessing from context, the
predominant number of memory models,

models and learning strategies is
based on the crucial role of consciousness 
and attention in learning. The element of
consciousness and attention can not be 
stressed too much in the learning processes 
involved in model of human memory
(Atkinson 61 Shiffrin, various

--
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learning theories and learning strategies, 
such as depth of processing, dual coding,
dictionary use, note-taking etc. As Ellis
(1994) has argued, any aspect of vocabulary
learning having to do with meaning
involves conscious explicit learning and
added effort helps to achieve more learning. 

Current Trends in Acquiring Second 
Language Vocabulary 

our perspective on learning
vocabulary has been greatly influenced by
dominant teaching methods.The pendulum 
has swung from direct teaching of
vocabulary under the sway of the grammar
translation method to implicit acquisition

the influence o f top-down,
naturalistic, and communicative
approaches, and now, laudably, back to the
middle: implicit and explicit learning 
(Sokmen, 1997). 

Implicit learning takes place in all areas of 
life and it is therefore reasonable to assume
that it takes place in the realm of vocabulary
learning as well (Gass, 1999). However, it
is hard to thoroughly subscribe to the 
extreme implicit vocabulary learning 
hypothesis. Since input can be made salient
either by the teacher, materials, books, and
so forth, or by the students themselves, the 
attention focus of learners can be shifted 
both externally and internally. In this vein, 
though many authors take implicit learning 
as something that is learnt without the
object of that learning being the specific 
focus of attention in a classroom context, 
the pedagogically induced attention may or
may not fit in with learner attention.As Ellis
(1994) has argued the fact that we not
been taught vocabulary does not mean that

have not taught ourselves. Learners are
also their own teachers and they can control
and shift their own focus of attention.

Learners' attention go to a particular 
word as they perceive the need for it when
they are attempting to express a particular 
meaning. Learning is facilitated by such a 
recognisable knowledge gap created by
learners themselves. 

The arguments for not focussing solely on
implicit learning also come from a number 
of potential associated with
inferring words from context. Acquiring
vocabulary mainly through guessing words
in context is likely to be a very slow 
prone process. Students, especially those 
with low-level proficiency. are often
frustrated with this approach and it is
difficult to undo the possible damage done
by incorrect guessing 1997).
Even when students are trained to
flexible reading strategies to guess words 
in context, their comprehension may still 
be low due to insufficient vocabulary 
knowledge. Besides, guessing from context 
does not necessarily result in long-term
retention. Some studies have shown that 
students who were just doing extensive
reading made smaller increases in word
acquisition than those who read and
completed accompanying vocabulary 
exercises. Furthermore, putting too much
emphasis on inference skills when teaching 
vocabulary belies the fact that individual 
learners have different strategies and styles
of acquiring unfamiliar vocabnlary. 
Students with a large vocabulary are not
necessarily good at inferring, they may use 
other (Sokmen, 1997). current
research suggests that it is worthwhile to
add explicit vocabulary instruction to 
implicit vocabulary learning. Explicit
vocabulary instruction may not only
enhance the efficiency of implicit learning, 
but may also have an effect on students'
learning strategies, and overall interest and
motivation in learning words. Nevertheless, 

--
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advocating explicit learning does not 
invalidate contextual learning. Even if some
decontextualised learning, such as list
learning, may be effective for retention, the 
ultimate goal of learning language for use 
entails re-contextualization the users.
Moreover, contextual guessing may be
especially helpful to students with higher
proficiency.

Ellis (1994) offers a comprehensive review
about implicit and explicit learning of 
vocabulary. She concludes that both
implicit and explicit processes are involved 
in vocabulary learning. Whereas some
aspects of vocabulary learning are more
amenable to conscious learning, some other 
aspects are more accommodating to explicit 
teaching. concerning the 
surface forms such as the frequency,
phonologic and orthographic regularity of 
vocabulary is acquired implicitly while
semantic aspects are acquired explicitly.
Language learners acquire the more 
procedural knowledge aspect of implicit
learning repeated exposure and practice. 
Simple attention suffices for implicit 
learning mechanisms to induce regularities
in the input environment. Thus, implicit 
learning is a process, occurring naturally,
simply, and without much conscious 
operation.

However, the function of words is to convey 
meaning and indicate reference. The
mappings between lexical, conceptual and
semantic aspects of vocabulary represent 
the declarative knowledge aspect of
vocabulary learning, which is more
dependent on explicit learning processes.
People are strategic, active processors of
information. Language learners can achieve
semantic and conceptual knowledge
through various kinds of and
metacognitive learning strategies.

CONCLUSION

Implicit learning is not entirely 'implicit',
as learners must pay at least some attention
to individual words. Students generally
benefit from explicit vocabulary
instruction in conjunction with extensive
reading. To the extent that vocabulary 
learning is an implicit skill acquisition, it
is also an explicit knowledge acquisition 
process (Ellis, 1994). The tunings of the
implicit learning can be guided and 
governed by explicit learning and explicit 
learning can be consolidated and
reinforced by implicit learning. Thus, 
implicit learning and explicit learning are, 
as it were, two sides of a coin in vocabulary 
acquisition. We should not think in terms 
of or but rather 
we should see the two approaches as
complementary. While explicit teaching
can be a very good first introduction to a
word, the context encountered in the
subsequent reading can lead to new
knowledge of its 'collocation, additional 
meanings and other higher level
knowledge. In addition, repeated exposure
from reading will help to consolidate the

first learned.

In addition, explicit teaching is probably
essential for the most frequent words of
any second language, since they are
prerequisites for language use. The
learning of these basic words can not be
left to chance, but should be taught as
quickly as possible, because they open the 
door to further learning. Less frequent 
words, on the other hand, may be best 
learned by reading extensively, since there 
is just not enough time to learn them all
through conscious study. So a
considered vocabulary learning program
will eventually include both methods, with 
each lending its strengths.
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IMPLICATIONS FOR TEACHING

I . Encourage second language students to read extensively after class.

Since extensive reading plays a vital role in vocabulary building and improving
the general proficiencyofsecond language learners,it is important forteachers
to help their students develop a positive attitude toward reading in English
and orient them to the goals and methodology o f reading. Among
other things, the orientation should include the following ground guidelines.

Select reading materials based on interests reading ability. High-interest
materials within the students' linguistic can enhance the
students' motivationto read and help them developthe feelingthat reading
i s its own reward. A positive attitude toward reading in English is the
step to encourage the students to read as much as possible.
Practice the skills o feither guessing at the meanings o funknown words or
ignoring them. Reading skills o fcontextual guessing and ignoring 'wean'
the students away fromthe word-by-word processingo ftext.Consequently.
students increase their reading speed and confidence and can give
attention to working out overall meaning o f what they are reading.
Successful reading experiences lead students to enjoy language learning 
and to value their study o f English.
Use a dictionaryas ahandy aid.As arepository of scientificallydetermined
information,a dictionary is a useful tool for handling unfamiliarvocabulary
in reading. Though it is not a good practice for the students to consult a
dictionary about every unfamiliar word encountered in reading, it
undoubtedly does them good to look up unfamiliar key words affecting
comprehension.A potential with relying only on context is that
second language learners may not always be able to guess the meaning o f
a word from context. Besides, the students surely stand a greater chance o f
retaining a word when they refer to a dictionary as opposed to just wild
guessing.

a book is boring or too hard, stop reading and another book.
Struggling with difficult,dull material i s not the way to become a willing
ESL reader. Nor is it the most efficientway o f becoming an able reader.

2. Explicit is

Help second language learners develop a large sight vocabulary so that
they may automatically access word meaning. Learning the 2,000 most
frequent words in Englishcan be very productive,thus, explicitly teaching
them can provide worthwhile returns.
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Teach students words which will cause confusion, falsecognates and
'false friends'.The is well spent to explicitly teach students these
words with an eye to clearing up confusion.
Teach students difficultwords. Because students will avoid words which
are difficultin meaning, in pronunciation,or in use, preferring those that
can be generalized, lessons must be designed to the tricky, less
frequent words along with the high frequencywords.
Model various explicit methodsofvocabularyacquisition,such as semantic
mapping,semantic feature analysis, word unit analysis etc. Followingtheir
teacher's modeling, students not only learn words but also experience
'cognitive apprenticeship'.
It i s not enough to teach pupils where clues are located in contexts or the
various forms the clues may when available. Declarative knowledge
and procedural knowledge are not o f the same nature. Exposure to
successful models and interactive practice deriving information
contexts could give students opportunities to develop a sense of how to
use context to take advantage ofthe informationit offerswithout introducing
informationthat is irrelevant or causes interference. Modeling, interactive
practice and prompt feedback from the teacher can encourage students to
reflect on their vocabulary handling strategies in reading. increase their 
awareness o fwhat they do, provide them with a starting point to assess the
effectivenesso f their effortsand help them discover other more effective
strategies.

3. Encourage independent learning strategies. 

Encourage students to recognize their own learning styles. Since
vocabulary learning will take place outside classroom,students should
be encouraged to utilize strategies accommodatingto their verbal and non-
verbal cognitive styles.
Exhort students to keep notebooks about new words encountered and to
go throughtheir notebooks on aregular basis,adding more information in 
order to elaborate understandingo fthe words and rehearsetheir meanings. 
Acquiring a word is facilitated by cognitive effortin an explicit learning
process.
All effortsto encourage independent learning culminate in developing
internal motivation ofthe students to learnvocabulary. Once students come
to the with the awareness that vocabulary acquisition is crucial
to their skill in using a second language. they will want to command more
words. Such internal motivation will affecttheir vocabulary learning both
inside and outside their classroom for a long time.
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"TUNING IN TO THE SOUNDS OF ENGLISH"

Review by Linda Can Ming Lee 

INTRODUCTION

Many children find the transition to Primary 
One daunting, particularly in the area of
language learning, as the education system
in Singapore expects all students to acquire
two languages simultaneously, English and 
their own mother tongue. Expectations of 
parents and schools are high, and many
preschools, in succumbing to this pressure 
to help their children become biliterate. 
neglect oral and listening skills which are
important for early reading and writing 
development. Local research has found that 
the predominant focus, especially in
vrivate centres. is on more formal 
written activities (Gan, 1990). This not only 
limits verbal exchanges between teachers 
and pupils and peer interaction, but also 
excludes appropriate language arts 
activities which help children to 'tune' in
to the sound patterns of English. Helping 
children become aware of English
phonology is therefore not only desirable

vital if they are to develop the necessary 
decoding strategies for reading and spelling 
later on at primary school.

This article reports on a recent NIE study 
researching the phonological awareness of
local kindergarten children and the 
outcomes of an intervention programme 
conducted last year, which sought to 
sensitise children to rhyme and alliteration. 

REVIEW OF RESEARCH 

Research has not clearly established how
phonological awareness develops.

and Bryant and further studies 
Bryant and his co-researchers suggest that 
children acquire such awareness 
spontaneously from experiences with the 
oral language, for example traditional 
nursery and the generation of
rhyming words. According to Bryant,
rime awareness is a precursor to the 

ofphonemic awareness. Onset 
is the sound corresponding to any initial 
consonants in a word and rime is the sound 
corresponding to the remaining letters in
the syllable: 

Onset (head) + Rime (tail)

, at

Seymour and Evans (1994) however,
contend that children initially develop 
syllabic awareness, and then with 
alphabetic literacy training, develop the
ability to distinguish phonemes, followed
by onset-rime awareness. 

Research indicates that there are many
factors involved in the development of 
phonological awareness. Burgess and
Louigan (1 have found that alphabetic 
knowledge is related to the development
of higher levels of phonological awareness, 
such as detecting word onset (alliteration),

blending and deletion and that 
teaching programmes are more effective
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when specific instruction on letter
knowledge is included.

The nature of the oral language will also
affect phonological awareness. 
In one of their cross-linguistic studies,
Carovalas and Bruck (1993) found for
example, that Czech preschoolers had
higher levels of cluster onsets while
English children were better at onset-rime
awareness.

The linguistic culture of language learning
is also an important factor contributing to
the awareness of subsyllabic levels of
sound segments, especially onsets and
rimes and Bryant, 1990). In the 
UK there is a tradition of teaching nursery 
rhymes and playing oral language games 
in the pre-literacy years, both at home and
school, which is not the case in general in
Singapore.

Cross-Linguistic Studies 

Comparative research provides evidence
to show that Chinese children's

awareness in English does
not compare favourably with the 
phonological awareness displayed by
English monolinguals. For example, Ho
and Bryant (1997) discovered that Chinese
children seem to have more difficulties
with onset-rime and phonemic awareness. 
Evidence from Holm and Dodd's study
(1996) suggests Chinese children 
have been found to use more visual
strategies when decoding new words which
is a result of strategy transfer from their 
learning to read the Chinese logographic 
script.

Other possible reasons could be that the
transfer of phonological awareness from
the Chinese oral language limits Chinese

children's ability to develop the same level
of onset-rime and phonemic awareness as
their English counterparts, or that the
literacy environment surrounding the
child at school lacks the necessary support
to help them manipulate subsyllabic units
of sounds in English words. 

NIE Study

The study initiated in 1999, had three main
aims:

to explore the nature and extent of the 
phonological awareness of bilingual 
Chinese-speaking children in their final 
year at a local kindergarten;
to make comparisons to the
phonological skills exhibited by
English monolingual children (from the 
U.K.);
to evaluate the effects of an intervention
programme aimed at further enhancing 
these skills in the local
speaking children.

Method

The sample of Chinese children for both
the pre- and post tests and the intervention
programme came from the same
private kindergarten, operated by the PAP
Community Foundation. 32 Kindergarten
2 Chinese children were tested on the PAT
in March, 1999. The mean age
at pre-test was years. The same 
children were tested again in September
of the same year, after the completion of
the intervention programme.

For the purpose of this study, phunological 
awareness was conceptualised as
encompassing a wide range of
phonological processing skills. 
Phonological awareness was therefore
defined and operationalised by different



measures in the Phonological Abilities Test
(PAT), a standardized instrument normed 
in the on five-to seven year old
children. The administered from 
this test included letter knowledge plus: 

Rhyme detection 
Selecting a 3 others that
rhyme with target word
Rhyme production 
Generating a to
word
Completing last syllables

last syllable 2 syllable
word
Completing end phonemes
Completing last 1-syllable

Deleting beginning phonemes
first sound syllable word 

rime
Deleting end phonemes
Removing end syllable
word remaining

According to the framework
adopted for the purpose of the study,
completing last syllables measured 

awareness. Rhyme detection and 
rhyme production measured onsetlrime 
awareness. Completing end phonemes, 
deleting beginning phonemes deleting
end phonemes measured phonemic 
awareness.

The Intervention Programme

The intervention programme was
conducted in two phases April-May and
August-September, 1999. Its objectives
were to: 

provide regular experience with rhyme
(through repeated exposure to

traditional, updated and original rhymes, 
sung or spoken, individually or in pairs);. engage children in oral and listening
activities to help them in identifying and 
producing rhyming patterns in words; 
reinforce onset-rime. awareness,
blending and segmentation of sounds,
through the use ofmanipulative aids and 
activity-based worksheet material (for 
teacher and pupil use);
stimulate verbal interaction between 
teacherlpupil and through
the use of role-play, communicative
language arts materials and aids, like 
puppets and soft toys;
foster the love of reading, through 
rhyming and thematically related stories. 

A total of twelve 'Rhyme Time' lessons
were developed for the programme.
Observed and assisted were developed by
the class teachers, the authors conducted
six lessons once a week during each phase, 
to two classes, totalling seventy two
children.

A substantial part of the programme was
devoted to oral and listening activities to
help the children identify and generate 
rhyming patterns in words. The
programme initially concentrated on
'sensitizing' children to the concept of 
"rhyme", using traditional nursery rhymes 
and songs, supported by audio-cassette
recordings. 'Big Books and charts were
also used to introduce and reinforce these
rhymes. It was noticeable that the majority 
of children were not familiar many
traditional rhymes, only the few that came 
from English-speaking

Original rhymes, developed specifically 
for the programme, were also used to 
introduce and reinforce a rime segment. 
Manipulative aids were produced to
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conduct  'hands-on' blending and
segmenting experiences for the children,
and activity-based worksheet materials 
were produced for class and home use with
parents. Puppetsisoft toys and
communicative language games were used
to introduce a target rime and to encourage
verbal interaction between teacheripupil
and Role-play, initially 
introduced in the form of paired rhymes,
formed an integral part of most lessons, 
affording the children the opportunity to
match language and actions to clarify the
meanings of the word being used. A wide 
variety of children's literature, which
further highlighted targeted rimes, was
also used as further reinforcement and to
cultivate a love ofreading and storybooks. 

The class teachers were given duplicate 
lesson plans and encouraged to repeat
them using the same materials and props, 
during the days following the
demonstration lessons. They were also
given suggestions on how to extend some 
of the ideas for art and craft activities,
which one class willingly engaged in and 
subsequently produced some very creative 
pieces of work. Follow-up at home with
parents, was established through simple 
activities in the children's Rhyine
books and the manipulative rhyming aids 
children had made in school: for example, 
flip books to aid blending, and rhyming
dials.

A resource centre was set up for the
teachers at the centre, housing books 
recommended for purchase by the 
investigator and the aids produced for the
lessons, which teachers were encouraged
to reproduce for their own use.

For all the significant results, the post-test
scores were higher than the pre-test scores
in rhyme detection and production,
completing phonemes,  deleting end
phonemes and letter knowledge. When
compared to English monolingual's
performance on the PAT tests, after the
intervention programme, the Chinese 
children were found be on a par with their 
English counterparts in letter knowledge
and syllabic awareness. They also showed
improvement in their onset and rime 
awareness, in both detecting rhymes and 
more especially in producing rhymes.
However despite these improvements the
Chinese children's performance was only
comparable to the lower 50% of the
English speaking children.

There was evidence of a generalisation to
phonemic awareness. The children proved
more competent at completing phonemes 
and deleting end phonemes after the
intervention programme. However, for
deleting beginning phonemes,  no 
significant difference was found. Despite
these improvements the Chinese children 
were still only comparable to the lower

of the English monolingual children 
in these skills. 

DISCUSSION

The results indicated a promising
in children's phonological 

awareness skills after their participation in
the intervention programme. The Chinese
bilingual children performed better than 
their English counterparts on syllabic
awareness. A reason for this is
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because all Chinese 'words' are one
syllable, resulting in the syllable becoming 
a salient sound segment for Chinese 
children.

However, the Chinese children were found
to be weaker at onset-rime and phonemic 
awareness, compared to the English
monolingual children, but had nevertheless
made some improvement in these skills. A
possible reason for these weaknesses could 
be attributed to a lack of instruction that
encourages manipulation of sounds, 
the use of different processes in learning
and using Chinese.

An encouraging outcome of the 
Intervention programme was that the 
Chinese children who had very little
English at the start of the programme, and 
who were not inclined to use it in their daily
interactions at school, were not only more 
motivated to try and communicate in
English, but were also more confident and
competent in speaking the language after
the programme. They willingly took home 
their materials (in TimeBooks)
to "teach" their parents, many of whom
were predominantly Chinese speaking, and 
returned time and again to the story books
which were brought in to share with them. 



IMPLICATIONS FOR TEACHING

The results of this small-scale study have important for those 
involved in teaching and preschool curricula for young children 

to acquire literacy in English, and also for those interested in
pursuing further research in this area. 

I. Preschool Chinese-speaking bilinguals should be taught to
phonological strategies in order to facilitate their task in reading and 
spelling.

Preschool teachers need to be encouraged to be more eclectic in their approach 
to teaching reading and not just rely on look and say and whole-word methods,
which seem to be preferred.

2. On-site training should be encouraged in order
to ensure greater continuity in such intervention

Specialist language arts intervention teachers could be made available
to individual centres to advise on planning and microteaching the lessons, 
which would involve more hands-on language activities for the children (role
play, of stories etc.) to complement and reinforce the

skills being taught.

3. Such intervention should also focus on sustained oral
listening activities in order of children
struggling to biliterate.

More extensive use of commercial recordings should be made available to
refine children's listening skills, and teachers should be encouraged to record
their pupils singing and communicating in English to further motivate them 
to speak the language.

4. longitudinalstudy be a viable research design to investigate
reading and spelling progress into schoolyears.

Such a study would also to take account of the nature of children's literacy 
environments at home and identify the necessary support and activities that 
could stimulate children's development of phonological skills. It is essential
that parents be involved in any intervention programme, by supporting children
in their efforts to revise or extend material their children bring home with
them and be actively involved perhaps in the production of supplementary
concrete aids and material.
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TYPES OF MATHEMATICAL PROBLEM
POSING TASKS

Review by Yeap Ban Har

When students engage in mathematical
problem posing, they generate new
problems, or reformulate existing ones
(Silver, 1994). mathematics education, 
problem posing has long been recognized
to be an important component of
mathematical ability Polya,
Brown Walter, 1970). Polya (1954) 
described it as a self-directed activity 
fundamental to doing and making
mathematics.

More recently. Silver (1994) argued that 
students should be provided with 
opportunities to engage in problem posing
because it is:

a means of improving students' problem 
solving;
a way to improve students' dispositions 
toward mathematics;
a window into students' mathematical 
understanding;. a prominent feature of mathematical
activity;
a feature of inquiry-oriented instruction; 
and
a feature of creative activity or 
exceptional mathematical ability.

opportunities for pupils "to extend and 
"(Ministry of Education,

2000, p. 17). One of the reasons offered is 
that posing helps students become 
sensitive to mathematical relationships in
problem situations. Mayer and Hergarty
(1996) found that problem solvers who pay
attention to mathematical relationships in
problem situations tend to be more
successful than those who do not. 

This review aims to describe some problem
posing tasks that mathematics teachers can
use as part of instruction, as homework
tasks and during assessment. 

REVIEW OF RESEARCH

There is a wide range of problem
tasks, each not necessarily the as the
others. Silver (1994) emphasizes that
problem posing does not necessarily have
to precede problem solving. Some problem
solvers generate sub-problems the
solution of a larger problem. It is also not
uncommon practice among mathematicians
to think of related problems solving a 
problem.

Recent reforms in mathematics curricula Stoyanova(1999) classifies problem-posing
around the world have advocated that tasks as free, semi-structured or structured.
problem posing activities be a more A probleni-posing task is described as free
prominent feature in the mathematics when students are simply asked to pose a
classroom. This is evident in the revised from a situation, contrived or 
mathematics curriculum for Singapore realistic. A semi-structured task requires
schools. The curriculum calls for students to formulate a problem that would 



draw on their previous mathematical 
knowledge, skills and concepts. Structured 

posing tasks are those that require 
students to pose a problem based on other
problems. Stoyanova (1999) provides a
comprehensive list of examples in each
category.

Yeap (2000) classifies problem posing tasks 
according to the nature of numerical
information in the task. Numerical 
information in a problem-posing task may
be in concrete form, pictorial form or
symbolic form. A problem-posing task may
require students to pose problems during a 
visit to the zoo or to pose problems based 
on some fruit the teacher brings to class.
The former situation is open while the latter
is contrived. In such tasks, the numerical
information (such as the number of
is in concrete form. Alternatively, students
may be asked to pose problems based on a
photograph of some animals or a pie-chart
describing the number of animals 
to the cat family that the zoo has. Both
contain numerical information in pictorial
form but with differing degree of 
abstractness. In contrast, most of the tasks 
used in research studies to date only contain 
numbers in symbolic (numeral or word)
form. Yeap (2000) illustrates each category
with for the primary grades. 

Some problem posing tasks are entirely 
open. Students are asked to pose
mathematics problems but are not provided
with any numerical information. 

in her landmark study involving
10,500 secondary school students, created
this task:

"Make up a that you
think be quite a
friend of yours to solve. 
you work the answer."

Lowrie and
(2000) asked third grade children to design
mathematics problems for children in
second grade and fourth grade. Van den

and associates (1995) 
similarly required fifth grade to
pose easy and difficult problems on
percentage.

Other problem posing tasks are less open. 
Students are given numerical information
but without a context. In an investigation
involving fifth grade students, English 
11997) used tasks that required students to
pose problems for given
expressionssuch as and

Other problem posing tasks require students 
to generate a given a solution or
answer.Yeap and Kaur (1997) suggested an
activity that required students to write a
question that has an answer Ho, Lee 
and Yeap (2000) asked Primary pupils to 
write a ratio problem during an
examination.The test item is shown below.

"Write a this model."

Adults

Children

In other problem posing tasks, a situation
containing some numerical information is 
given. In his classic book. (1976)
used problems with unstated questions to
determine mathematical abilities of school 
children. He gave tasks such as:
five pipes of 5 and 8 laid
over a He was interested
in whether the respondent could perceive
the relationships implicit in the situation and 
hence formulate sensible questions such as 
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"How manypipes were laid?"

Silver and Cai (1996) middle school 
students to write questions that could be
answered based on information in a given
passage. Students were asked to write three 
different questions that could be answered
using this information: 

"Jerome, Elliot, and Arturo took
turns driving home ,from a trip.
Arturo drove 80 miles more than
Elliot. Elliot drove twice as many 
miles as Jerome. Jerome drove 50
miles."

Yet other problem posing tasks require 
students to pose problems similar to the
ones they have solved. English (1997)
asked fifth grade children to pose
problems that had a similar structure to a
combinatorial problem and a patterning
problem. A patterning problem was given:

"Sam delivered pamphlets to earn
some pocket money. On the first day,
he delivered On the
second day, he delivered 165 
pamphlets, and on the third day, he 
delivered 180 pamphlets. If he
continues to deliver pamphlets in 
this pattern, on which day will he
deliver pamphlets?"

Children were then to pose a similar 
problem.

Brown and Walter (1970,1983) had earlier
written about the 'what-if-not' strategy.
Their extensive work with pre-university
and undergraduate students emphasized
the generation of new problems from 
previously solved ones by varying the 
conditions or goals of the original 

problems. For example, when students 
have solved a trigonometric equation 
x cos x they can generate more
equations by varying the conditions 
original one. Students may pose equations:

x - cos = 1
2sin2 x cos =

cos = 0
by systematically varying one condition
each time. 

CONCLUSION

Three ways of classifying problem posing 
tasks have been described in this review.
Firstly, problem posing activities can be
classified according to whether they occur 
before,during or after problem solving. This
classification allows teachers to recognize
the role of problem posing in problem
solving. Secondly, they can be classified 
according to the nature of numerical 
information they present. This classification 
allows teachers to select tasks that embed 
mathematical in concrete, pictorial 
or symbolic forms. Thirdly, problem posing 
tasks can he classified according to how 
open the tasks are. 
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IMPLICATIONS FOR TEACHERS 

Mathematics teachers can use problem posing tasks to achieve a variety of
instructional objectives: 

I . To improve of word

The use of problems with unstated questions enables students to focus on the
content of the passage. They can demonstrate their comprehension by
posing suitable questions that can be answered using information in the
passage. response for example, to this passage: "There are 3 more girls in

4A in 4B. There are boys in class," one child
wrote "How are there in the classes?" while a second child
wrote "How many girls are there altogether? It is clear that the second
child was unable to comprehend the passage to infer that the question he
posed cannot be answered.

2. To develop to perceive the structure of a

The construction deconstruction of word problems helps students see the
structure of aproblem beyond its superficial features. The use of ill-structured
problems posed by students facilitates rich discussions that can help students
construct rich problem structure schemas.

3. To students'attitudes towards wordproblem solving.

The writing of one's own problems gives students a sense of achievement.
Teachers may compile problems posed by students into homework 
assignments.

4. To develop flexible thinking. 

The use of the 'what-if-not' strategy encourages students to consider
possibilities and the potential each offers. 

5. To misconceptions mathematical concepts.

The problems posed by children serve as a window on their thinking. A child
who was asked to pose a problem that requires the calculation of 2 x 8 wrote

has 2 Siti has 8 How do they have altogether:'"
It is clear that this child has not developed the meaning of multiplication.
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RESISTANCE TRAINING IN PRIMARY SCHOOL:
A CAUSE FOR CONCERN? 

Review by Michael Chia and Steven Tan

INTRODUCTION

Information about the health risks
associated with be ing over-fat and
overweight even at the primary school 
level is pervasive. Since the inception of
the Trim Fit (TAF) programme in
1992, many primary schools have taken 
ownership of the of 'creeping
obesity' among young people by being
proactive in their efforts to encourage
young people to be more physically active
in their daily lives. Some of these efforts 
have involved the introduction o f
resistance training programmes to young 

people. Some o f these programmes 
encompass the use of specialised weight 
training inachines such as the 
stations and also aerobic-type
like motorised treadmills and cycle

According to unpublished 
figures offered the Physical Education 
Unit of the Ministry of Education, up to

ofpriinary schools in Singapore have
sort of weight training equipment.

Whilst the use of innovative programming
such as making available weight training 
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facilities to young people is laudable, there 
are.concerns among physical educationists 
and parents about the safety and 
appropriateness of weight training for
primary school pupils. It is important and
necessary that teachers who conduct such 
weight training programmes be discerning
as to what weight training practices are 
appropriate and safe for the paediatric
population. The situation is made more
difficult as many physical education
teachers are more with the adult 
weight training principles, with little or
insufficient knowledge of the
appropriateness and applicability of such
training principles to the paediatric 
population. The problem is exacerbated by
weight training textbooks and journals 
targeted for adult consumption or by body-
building literature that propagates 
information that may be inappropriate or
harmful when applied indiscriminately to
young people. 

This paper highlights and puts into
perspective some of the scientific evidence 
regarding the value of resistance training
in young people. It also addresses some 

concerns for young people
and provides guidelines for structuring 
resistance training programmes in primary
schools.

The importance of strength
and endurance

The development of muscular strength and
muscular endurance are common 
outcomes of resistance training. Muscular 
strength is the ability of a muscle or a
group of muscles to generate maximum 
force at a particular speed over a specific
range of motion. Muscular endurance is
the ability of a muscle or a group of
muscles to generate force at a particular 
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speed and over a specific range of
over a sustained period Resistance
training which usually takes the form of
weight training is the use of free weights, 
weight training machines or even body
weight to bring about improvements in
strength and muscular endurance.

Muscular strength and muscular endurance 
are important fitness attributes to
school pupils as they are necessary in daily 
activities such as running up a flight of
stairs or carrying a bag pack filled with
schoolbooks. Strength and muscular
endurance are also essential ingredients for
success in various sports activities and are
the among the key fitness components
assessed iu annual school fitness tests,
albeit the relative importance of the two 
variables may vary, depending on the 
demands sport or the specific fitness
test.

REVIEW OF LITERATURE

Strength gains during 'preadolescence 
with training 

Previous research on boys contributed to
the view that resistance training during the
pre-pubertal years ineffective and had 
not resulted in gains in strength
(Ainsworth, 1970; Virjens, 1978). It had 
been suggested that strength gains were not
possible with training until circulating 
testosterone levels (a hormone with
muscle-building effects) increased 
substantially during mid- to late puberty
(Blimkie Bar-Or, 1996).

However, in studies that have involved
moderate to high training loads and have
controlled for the effects of growth and
motor skill acquisition, significant and 
substantial strength gains during pre-

ss the p#
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adolescence have been documented
(Blimkie, 1992;
Surburg, 1994). In concordance with adult
studies. the magnitude of strength gains 
in this group of young people with training 
is dependent on the interplay volume
(amount) of training, training intensity 
(how strenuous)and to a lesser extent, on
the duration of the training.

In a controversial 20-week study,
Blimkie, Smith, Garner, 
Sale trained a group of
active, healthy pre-pubertal boys (aged
11 years) using resistance training at

of of elbow flexion and leg 
extensions. At the close of the training, 
improvements of between 21-37% were 
documented in a series of
performances over the pre-training values.
Evidently, the cited study represents cogent 
evidence that strength gains following 
specific training in'young boys are
possible.

The optimal combination of mode (type) 
of training, the training volume, intensity 
and duration for maximum strength gains
in pre-adolescent young people have yet
to be determined and remains a fertile area
for research attention. The majority of
research studies have involved only boys, 
with apaucity of studies on girls. The issue
of whether girls demonstrate 
patterns of strength development as boys
with training therefore needs to be
addressed in future research. 

Persistence of strength gains following
training

There has been limited research in this area
since strength loss following structured 
training be off-set by concomitant
strength gains due to the normal processes 

of growth and maturation (Blimkie 
Or, 1996). In a single study on pre-
adolescent boys, a single, once-a-week
high intensity training session was
insufficient to preserve prior-training-
induced strength gains (Blimkie, Martin, 

Sale 1989). On 
the basis of the limited research, it appears
that training-induced strength gains are
impermanent and that a single high
intensity training bout per week is
insufficient to maintain training-induced
strength gains. No firm guidelines can be 
drawn about the requirements for 
maintenance of strength during

implying that further research
into this area is also needed. 

considerations for 
young people

It appears that there is an increased 
popularity the use of dynamic

to develop strength and muscular
endurance in school children today. It is
therefore prudent to pay attention to a
number of developmental considerations
for young people, so as to harness the
optimal benefits that can be derived from
such training efforts. These considerations
are that:

as children are still growing, and there
is a need to prevent the occurrence of
growing plate injuries that would result
in stunted growth (Micheli, 1996);

young people have shorter attention 
spans than adults and are less likely to
adhere to exercise for long periods of
time;

children should have exercise
opportunities which provide enjoyment
and sustain their interest;
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. young children need to feel successful 
and it is more important to stress
personal improvement rather than
individual competition;

during pre-adolescent. children have to
experience a wide variety of physical
and sporting activities rather than just
focusing on resistance training as a
predominant activity;

children are not miniature adults, so it
is necessary to select weight training
machines and equipment that have been
customised for them rather than those
designed for adults;

. as children higher potential for
injury during resistance training, it is 
imperative that they should be
supervised and monitored closely by
appropriately trained personnel.

CONCLUSION

Research suggests that young people can 
benefit from a structured and properly
supervised resistance-training programme, 
although the majority of the data are on 
boys. The benefits of resistance training
to the general health and well being of
young people are numerous. For example,
one can expect increased muscular
strength and endurance, enhanced
enjoyment and improvement in sports
performance, improved self-concept of
young people, proactive prevention of 
osteoporosis in the advanced adult years 
(particularly for females) and possibly
positive attitudes carried over into 
adulthood about resistance training as a
life-long physical activity. Physical 
education teachers play a pivotal role in
sowing the seeds, nurturing them and
allowing their pupils to harvest some of
the fruits of their resistance training 
efforts.

IMPLICATIONS

Attention to the following guidelines will help ensure the safety enjoyment
of young people dunng strength training in a sports or physical
education programme. 

I. exercise intensity 10-12 RM (if strength and
endurance are training goals) or 15-20 RM

endurance is the training goal).

The use of one-repetition effort the maximum amount
that a pupil can lift or move in a single action) in strength testing in

preadolescent young people is contentious. Prudence indicates that children 
must not attempt to perform 1 effort to avoid acute injuries to the growth
cartilage and plates located at each end of the bone. 

I I
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2. Exercise at 50% to 80% of tlte respective in a progressive
manner and Bar-Or, 1996).

Start exercising at the lower workload 50% of 10-RM) andprogressively
increase to higher workload levels. The training programme should not focus
on lifting maximal or near maximal loads 80%) since heavy weights
can be potentially dangerous and damaging to the developing skeletal and
joint structures. It is also not recommended that resistance exercise is
performed to the point of severe muscular fatigue or isolated eccentric-type
exercise lowering a weight that is too heavy as in a biceps curl exercise) 
be used.

3. Perform 1 to 2 sets of 8 to different involving body
machines, and free weights.

The 8 to 10 different exercises selected must ensure that all of the major 
muscle groups are included for a development. For example, working 
the muscles of the front of the thigh and the muscles of the back of the thighs.
Furthermore, full-range, multi-joint exercise leg press, push-
ups) as opposed to single-joint exercises leg extension, triceps extension).
To promote continual participation and of exercise, incorporate
variety into the training and allow young people to 
exercise to their favourite music.

4. Teach proper techniques for all exercise movements first, followed by
gradual application of resistance or weights. 

Educate pupils on the importance of learning proper techniques and developing
an interest in resistance training. Stress exercise should he performed
through their natural range of and in a manner in which speed is 

avoid fast and jerky movements in order to achieve optimal
improvement. Avoid comparing with other individuals as to who can lif t the
heaviest or the most number of repetitions.

5. Alternate of training with rest days. 

Train no more than two to three times a week. Children can experience a 
higher of overuse injuries if exercise is excessive or if the child
experiences acute trauma. Encourage young people to participate in other
forms of physical activities involving all major large groups to optimise
aerobic fitness and weight management.
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DEVELOPING THE MORAL INTELLIGENCE OF
CHILDREN

Review by
Chua Tee Teo and Lachlan E. D.

INTRODUCTION

Each child is potentially the light of the
world, and the same time its
depending on the moral choices he or she
makes on his or her own volition. Children
are indeed the most precious treasure a
community can possess, for in them are the
promise and guarantee of the future. Young
children are as fresh green branches which
will grow in whatever way the adults choose 
to educate them. It is therefore prudent for
all to ensure that appropriate knowledge,
values and skills are made integral parts of
children's education in order to build just
and sustainable 

As children bear the seeds of the character
of future society, it is incumbent that they
are nurtured holistically-intellectually_
socially, morally and physically. When left
to drift in a world full of moral dangers and
decline, there is no guarantee that these 
future citizens of the nation will have moral
self-discipline, the courage to deal with
hardship, the fortitude not to indulge in their 
whims when left to their own devices, and 
the perseverance to feel that they belong to
the nation and share in its purpose. It takes 
conscious educational effort in morality to
develop in the young the desired values, that
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is, all good qualities and traits, or virtues,
or attributes. Good 
characters are shaped by what adults do, or
fail to do. with respect to the education of
children.

Application of moral education in a 
knowledge-based economy means that 
children surfing Internet must
learn to be discerning about what is morally
right (Lee in Osman. 2000). They must 
learn about the good and what is 
socially acceptable as well as how to 
contribute to the community. Personal
salvation in the world today is insufficient.
All, especially the young, must be taught
to accept the realities of the
interconnectedness of the world and 
each one affects another person's life, and 
that it is collective salvation, or selflessness, 
which will see humanity through the new
millennium. After all, we now live in a
global and nuclear age and having more 
moral beings around is surely safer for the

OF RESEARCH

Holistic education for child development 
has been advocated by a number of
researchers including (Tang, 2000; Teo,
2000; Nirmala, 1999; Tan, 1998). This 
concept simply refers to nurturing children 
as whole persons with regard to their
intellect (mind), emotions (heart), physical
health (body) and morality or spiritual 
qualities (soul) (Teo, 2000). The "moral,
cognitive, physical, social, and aesthetic"
attributes of the pupil have also listed
as the Desired by
the Ministry of Education in Singapore.

The literature on holistic education is
saturated with studies on the cognitive and 

emotive development of children. However.
the on holistic education including 
moral development of children is relatively 
sparse. aim of this paper is to review 
those few reports which focus on the moral 

of children and then to 
summarise the implications for significant
adults to foster moral development in
children.

Morality for most educators is a specific 
system of conduct whereby children come 
to learn the good and the right, and reflect 
upon moral issues before engaging in a
particular course of action. From this 
perspective, education of children in their
moral intelligence in its formal sense, is the
deliberate and intentional activity of
cultivating both moral growth and moral
judgment (Stoll and Beller, The
researchers in the field believe that the
development of moral intelligence of
children is affected by three factors: 
environment, modelling and specific 
educational prdcess (Piaget, 1932;
Kohlberg, 1981; 1982; Lickona, 
1991; Fowler, 1992; Arnold 1994).

Ralph Waldo Emerson once declared that
"character is higher than the intellect".
Logic would appear to substantiate this
claim. Take a child who is clean, agreeable, 
of good character and well-behaved but
ignorant, is preferable to a child who is rude, 
unwashed ill-natured and yet deeply versed
in the sciences, arts or technology. The
reason being that the child who conducts 
himselfwell, even though he is ignorant, is 
of benefit to others, while an ill-natured
ill-behaved child is corrupted and harmful 
to others, even though he be learned.
If, however, the child is trained to be
learned and good, the result is light upon
light. Training in morals and good conduct 
is thus far more important than hook
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learning. The Greek philosopher
defines good character as the life of right
conduct-rightconduct in relation to other
persons and in relation to oneself (cited in 
Lickona, 1991, p. 50).

Robert Coles (1997) in his book, The Moral
of Children: How to Raise a 

Moral Child,discusses how a child could be
raised to be a good person whose moral 
character and strong values will steer and
sustain him or her throughout life. He
suggests that adults should take advantage
of "moral moments", or what Popov et. al.
(1995) call "teacheable moments", namely 
events and experiences when children's
consciousness of morality are heightened to 
model positive behaviours for children. 
Coles (1997, p. maintains that the child is
an ever-attentive witness of grown-up
morality-or the lack thereof. The child
looks for clues on to how he ought to behave.
and finds them galore as parents and teachers 
go about their lives, making choices: 
addressing people, in action their 
rock-bottom assumptions, desires, and
values, and thereby telling those young
observers much than they

(1997) also discusses what he calls
the "moral archaeology" of childhood. He
puts forth the notion that a child's sense of
moral consciousness is shaped at the very 
start of life by the moral convictions and
subsequent decisions and behaviours of
significant adults. He cites parents'
willingness to say "no" to a child at critical
moments as moral lessons that would
influence the child's behaviour later in life.
He shares stories, cases and personal
experiences of how children could be taught
to understand and life's ambiguities
and ironies. 

Lickona (1991) advocates the teaching in 

schools of two fundamental values, respect 
and responsibility. He feels that schools
should also set own list of target values
for their pupils and then consciously set out
to develop in the young. One role of
the school is to provide values character
education. Teachers will serve as
caregivers, mentors and models in creating
democratic, moral and caring environment.
in encouraging moral reflection and
discussion, and in teaching controversial 
issues and conflict resolution. They should 
also work closely with parents.

Popov et the other hand,
advocate that the development of virtues 
should be the duty of parents. They have 
listed at least 52 virtues to be developed in
children. Among these are truthfulness, 
justice, trustworthiness, humility, courage,
self-discipline, service and unity. Popov et

(1995) also recommend the use of the
"language of the virtues". This is a simple
"language ofspirituality" where kind words
are chosen to acknowledge effort and
growth in the children. 

The authors of this article posit that children
have both a higher moral or spiritual nature
(selfless nature), and a lower animalistic or
instinctive nature (self-centred
selfish nature). Between the "good" and
the "bad" is a thin line of choice, or 
volition. For example, children could
choose to be truthful or to lie, to hand in
their work or otherwise. Children have to 
be guided to such choices, and to learn
to be responsible for their choices. Parents,
teachers and other adults. serve as important
agents in developing morality in children.
Methods used to develop morality or virtues
in children have been suggested by
educators and researchers in published
materials. The following is a but
by no means exhaustive.
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IMPLICATIONS FOR PARENTS
AND TEACHERS

1. Set clear and reasonable boundaries. 

At an early age, children need to know the limits they become 
autonomous decision makers. The clearer they know about what is expected, 
the better their chances of feeling loved and accepted in their efforts to "do
the right thing".

2. Teach children to choices and act

At a later age, children need to be taught to make choices based on moral
principles like "justice","truthfulness","trustworthiness"and"selflessness".
They must also learn to accept the consequences of their choices. Adults
must refrain from imposing their will upon that of the child as this will stifle 
the healthy development of the child's volition. 

3. Guide children in moral reasoning (thinking). 

Children need to understand the reason or the logic behind moral choices.
Adults must take time and have patience in explaining the rationale for a
moral decision. They must help the young to if their cognitive 
powers are not yet fully developed. 

4. Look out for "teachable monzents" or

Adults need to look out for instances when the teaching of morals is feasible. 
They may teach, explain, encourage, praise, correct or celebrate, but they
must not shame the child during these of moral dilemmas. Teachers
may like to conduct class discussions to facilitate "moral explorations" and
thus help clarify the pupils' understanding and conceptions. Storytelling of 
family history and experiences, as well as open discussions about what can 
go wrong and why with respect to human behaviour, can serve as a resource
for children to draw on as they develop their sense of moral consciousness. 

5. Do not overprotect tests.

The process of growth includes the victories. the pain and the struggle.
Children must not be overprotected in of tests or they will not be able to
learn to develop moral capacities to cope. Being good in the moral 
sense means being willing to keep on changing for the better. Learning and 
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improving require effort and practice. It is important for adults to realise that 
children need to have tests of higher difficulty before they could improve in

moral standards. 

6. Model virtues be consistent in and behaviours.

Young children learn most of their values simply by watching the adult "be-
ing". Adults are their role of what matters in life; not being a perfect 
human being but the continual to fight one's own 
spiritual battles, to face tests and to be focused on one's moral development. 

7. Use langrtage of'virtues and help children acquire virtues over

Many adults unintentionally label children when they are angry or 
disappointed. Labels are limiting and they can be a form of shaming which 
discourage children. When children are misbehaving or acting on their lower
impulses, the adults can use a kindly tongue to bring children back to the best
of which they are capable. The adult then reinforces the desired virtue to be
nurtured by stating it (or them) explicitly. For instance, an adult may say,
"I'm trying to rest. I need quietness. Please be thoughtful and keep things 
quiet for the next hour." The virtues that need to be developed are courtesy,
helpfulness and thdughtfulness in this case. In another example, a parent 
may say to the child, "Be peaceful with your sister. If you're angry, use your
voice to tell her. Calm down, speak to your sister gently." The virtues to be 
developed in the second case are. peacefulness, gentleness and 

require effort and practice. It is important that adults
realise that children need to have tests of higher difficulty before they could
improve in their moral standards.

CONCLUSION

Children have innate capacities to become volition,they are more likely to take the path
moral beings. Significant adults like of least resistance, resorting to survival
teachersand parents help nurture them instincts. Parentsand teachers need to give 
so that their moral intelligence will flourish them plenty of guidance and
together with their other of encouragement for it really takes a lot of
intelligences. Children have potential both courage for one to do good, and none so to
to do good and evil. When left to their own do otherwise.

--
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TEACHERLY LOVE

Review by
Mary Cherian, Doris M. Martin and Julia Reguero de Atiles 

INTRODUCTION

Teachers often talk about how much they
love children. However, it would be safe to
assume that not all teachers love -children
or are capable of loving. Apart from general 
observations such as these, until recently 
there was not much written the love
that teachers have for children in their care. 
One reason could be that "...our
tends to downplay of the heart that 
are viewed as soft and weak"
(Miller, 198 1 , p.15).A second reason could 
he that concepts such as love are not easily 
dissected and subjected to scrutiny.

Fortunately, the last decade has seen more 
research on teacherly love, a term used by
Lisa Goldstein (1998). 

This paper examines teacherly love by 
focusing on selected findings from two
qualitative studies of teacher-child
relationships: a by Goldstein (1998) 
on the experiences of two primary grade
teachers trying to create and enact avision
of education centered around loving 
relationships; and our own ongoing study 
on the ending ofteacher-child relationships. 
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For our study, data has been collected 
through interviews in America, Mexico, 
Australia, Singapore and Wales. We found
that when our teachers were invited to talk
about their experiences of saying good-bye
to children, they frequently reflected on the
nature of their relationships with the
children. In this paper. we focus on those
parts of our data that touch on 
child relationships. Our intent is to add to 
the conversation on teacherly love by
reflecting on the data in relation to findings
of study.

REVIEW OF RESEARCH

Current thinking about care and 
commitment has been influenced by
research conducted in reaction to
Lawrence Kohlberg's (1981) work on
moral development. According to
Kohlberg, the most sophisticated level of
making moral decisions calls upon
universal principles, invoking the language 
of rights Carol (1982)
questioned Kohlberg's findings on gender
differences. Goldstein (1998) observed 
that landmark work paved the
way for a powerful influx of writing about 
the ethic of care in classroom relationships.
Today, the ethic of care is considered just
as important as Kohlberg's ethic
The research on teacher-child relationships
illuminates the value of teachers forming 
caring relationships with children 

Zan, 1994; Kidder, 1989:
Lynch Cicchetti, 1992).

The Ethic of Care

An influential proponent of the ethic of
care is Nel 
writes about every interaction providing 
one with an opportunity to enter into a
caring relationship. As individuals, we 

have the option of interacting in a caring 
or an uncaring way. In most healthy
relationships, all involved have 
opportunities to care as well as to be cared
for. Lisa Goldstein (1998) points out that 
this perspective has significant
implications for schooling. Teachers who 
look upon the act of teaching as
opportunities to participate in caring
encounters, will be teaching their students 
more than academic knowledge. Children
who are cared for will, in turn, have the
opportunity to learn to care. Goldstein
stresses that this caring goes beyond a 
modelling of desired behaviour: "it is a

stance has the potential to
educat ion" (1998, p 15).

Goldstein's research is grounded in the
intellectual foundation provided by the
ethic of care steeped in the concepts of
care, concern and connection but like

Green (1986) and Robert Fried 
she advocates for passion in

teaching as well.

Study on Teaching with Love

Goldstein (1998) defines this marriage of
passion to care, concern and connection 
as love. although she is quick to point out
her hesitance in defining love too precisely
or concretely. She conducted an in-depth
qualitative study on the role that love plays
in the professional practices of two women 
teachers (one of them, herself). The goal
was not to prove that love existed in the
chosen educational settings: the two
teachers explicitly stated that love was an
important factor in their teaching and in
the functioning of their classrooms as
caring communities. Instead, the study
explored the nature of teaching with love 
and the various contributions that love
could make to the education of young
children.

REACT. DECEMBER 2000



Through intensive participation 
observation and the use of her journals
from previous years, Goldstein explored 
the nature, the scope. the dimensions and
the variety of teacherly love. She 
collaborated with a primary grade teacher,
spending three months first assisting and 
then, co-teaching with her. The themes that 
emerged in the course of this study 
included issues relating to the more
difficult aspects love in classroom
settings: the ambivalence. dangers and
complications that may arise. Goldstein
also contrasted teacherly love with
motherly love, guided by her struggles
to understand her seemingly changed
relationships with students after her own
children were born. She concluded that
putting love in the centre educational
enterprise enhances the experiences of
both the children and the teachers
involved.

Study on Ending Relationships

Unlike Goldstein's work, our focus has
been specifically on the ending
child relationships as a way of illuminating 
the nature of the relationships as
experienced by the teachers. Diana

(1990) pointed out in her book, A
Play Life, that many of us who

work with children often fail to prepare
both ourselves and our children for the 
many occasions on which we have to face
endings. There is also a scarcity of
literature on ending relationships
(Alexander, 1997; Martin Cherian,
1990: Needleman, in contrast to
literature on beginnings of relationships

1999; Morrison, 1998; 
1999). To address this gap,

we began exploring how teachers
experience the ending of their relationships 
with young children. All interviews were

and analysed for patterns or
themes that connect teachers across their 
years of experience and grade levels. The
data was also examined for differences that 
preserve the experiences of individual
teachers within their own particular
contexts and

As we have shared preliminary findings
with both teachers and teacher educators
at education seminars and conferences
(Cherian, Martin Reguero de Atiles,
1999; Martin? Cherian 1999;
Martin, Cherian, Reguero de Atiles De

their responses to the data
have helped us to formulate new and
deeper questions. Likewise, the process of
writing this paper is part of that
analysis and stocktaking as we prepare to
proceed with more data collection. It also 
enables us to share findings that add to the
growing body of knowledge and 
understandings about teacherly love. To
this en4 the discussion below is structured
around (i) choosing to teach with love and

learning to teach with love. 

Choosing to Teach with Love

A teacher's decision to teach with love is
influenced by that teacher's willingness to
enter into relationships with students.
Advocating for teaching with love,
Goldstein (1998) commented that

is lost choose to love
No one is cheated or

deprived" (p 118). Our study brings to
light occasions when choosing to love their 
children does result in teachers feeling a
deep sense of loss when the children move
on. Teachers may also feel hurt and at
times, cheated when the love is not
reciprocated or the teacher is not prepared
to let go of the children when it is time to
part. Beginning teachers appear to be
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especially vulnerable to such feelings.

The Emotional Costs of Teacherly Love 

Teaching with love has its costs. In our
study, talked about the
realisation that loving children can hurt
because of the temporary nature of the 
teacher-child relationship. Good-byes were
often difficult.  Unlike parent-child
relationships, teachers they have to
let their children move on to join the next 
teacher's class.

As one of the teachers in our study pointed
out. emotionally exhausting Takes so

more. . .when you show love."
Yet. most of the teachers in our study
reported a willingness to love and sorne, to
love with abandon. The teachers who
experienced satisfying relationships despite
the challenges found ways to ease the
separation by celebrating the past and
preparing the children for the future.
Through rituals that acknowledged the 
place these children have assumed in their
lives, these teachers created ways to cope
with the grief they felt. 

Some teachers felt less able than others to
cope with the sense of loss. Their
willingness to enter into relationships with
the children appear to be influenced by the
teachers' understanding of the emotional
costs involved not just throughout the

of the relationships but also
when it was time to say good-bye.
Beginning teachers in particular talked
about not being prepared for the pain of
parting. Some resolved not to love the next
batch so much because they dreaded the
inevitable ending of the teacher-child
relationship at the end year.
several shared that they inevitably did form
caring relationships once again, despite 
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knowing that parting would be difficult.
One teacher explained: 

"Every year it happens... I start by
saying this year- I'm not going to get
so to them or it

to be so hard when they leave. 
I ' m not going to love them so

... teach
that it happens ...I get
close to them... hard
for them and hard for well."

Why do teachers find themselves
loving children even when they resolve not
to? Reasons given included the long periods 
of spent with the children throughout 
the year, the children's dependence on
teachers' for emotional support, an
inclination to find children lovable and the
deep conviction that good teachers should
teach with love.

Thus, at one end of the continuum are
teachers who to avoid painful
separations by vowing not to care so deeply:
to be competent, efficient teachers but not 
to love too much. At the other end are
teachers who realise that teaching with love
has its costs but nevertheless, choose to do
so. Of these, many develop healthy coping 
strategies along the way. However, there are 
those for whorn the process of loving results 
in an dependence on the 
relationships with children. 

Cases of Immature Dependence on
Children

In our study, there were teachers who
described their relationships with the
children in ways that illustrated an
immature dependence on those children.
Here again, the beginning teachers appear 
to be at greater risk. Two novice teachers 



talked about needing frequent assurance 
that the children who had moved on to the
next class still loved them. One of them said:

Igo to the next class
ask the children, still love 
You forget of will

say they love me because
who is the teacher who 

and understands them...One
was my So that, I

ask him whether he still
and he says he does and that he

my So I happy."

Another novice teacher admitted that, at
the start of every new school year, she
found herself resisting the new class
because she missed the previous class so
much. She said: 

"I will not at all. 
I cannot accept them'as
I don want to love to

my like
my love for the last batch there
so that when they 
I not cry but in when
see my new hatch, it hits me. I miss
my old So January is when I
feel a lot. Then I
all o f and then 
try love It I don want
to love so
really you

and go, don't love so
But eventually, the end of

the year you that no point."

Beginning teachers were most vulnerable
to the pain of separation either because 
they had not learned to prepare themselves 
or they were themselves dependent on the
love of the children for the validation of
their own worth.

In contrast , an experienced teacher 
described her loving relationships with
children as being well managed. She felt
she was always emotionally prepared for
the end of the year, is very
smooth" and that saying good-bye "makes

very sad.. yer happy...
is departure" because she could 
feel happy for the children moving on to
another exciting new class. To this teacher,
what was important was that "I'm still
teaching children...it still children so
the same she would be happy
as long as she could work with children. 

Levine 989) cautioned that if a teacher is
in a state of immature dependence on 
children, then the teacher may get lost in
the relationship with children and this could 
be as debilitating as refusing to enter

Teachers who are not 
spontaneously able to establish healthy,
appropriate relationships with children 
need additional support and guidance
before they can do so. As our study bears
out, there is value in teachers being able to
handle with maturity the forming,
development and ending of relationships

to Teach with

Many teachers learn to handle relationships 
through experience, Including experiences
of relationships beyond the school. Be it
through structured programmes or on the
job, continual learning to teach with love
should be an integral part of what it means
to be a caring, competent teacher.

Teachers' other life roles can contribute to
learning to teach with love. In her book, Lisa 
Goldstein (1998) frequently reflects on her 
dual roles as an early childhood teacher and
a mother young children. Before she
had her own children, she felt she loved the
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children she taught. After a break of a few
years- during which she became a mother 

she found herself redefining teacherly
love by distinguishing it motherly love.
Having the experience of both helped her 
see and appreciate each more clearly.

A teacher in our study reflected on her dual 
roles of mother and teacher as well. 
many years of teaching, she a
mother of two young children and 
subsequently her teaching ideals changed. 
In her case, her experience of being a
mother gave her dramatic insights into
what children need. The teacher said:

" I used to be edgy children.
Irritated. You know it is.
don't know how to do this, don't

to do that... I I've
changed a lot in the I've
learned to love to
rather work, work, work."

What triggered the change? Her own child
had difficulty with a teacher who was 
harsh and work-focused. The mother
realised, with some horror, that the
daughter's teacher resembled herself as a
teacher. Her motherly love made her see
children's need for teacherly love. After

sixteen years ofteaching without love, she
wondered why took her so long to realise
the importance of teacherly love. She
concluded:

that now and it feels 
wonderful when a child can
and my hand, fearing me, 
the teacher and a

CONCLUSION

As is evident the selected findings of
the two studies presented in this paper,
teacher-child relationships vary in many
ways. Teachers' willingness to enter into 
loving relationships with children is
influenced by, for instance, their early 
teaching experiences, other loving roles 
they may be in, personal needs for 
dependence and a of other factors. 
Despite the challenges, the inherent value 
of teaching with love is hard to dispute.
However, teaching with love does not
guarantee good Teaching with 
love is highly desirable but it enough.
Teacherly love should be coupled with 
teaching competence and maturity and only
then would teacherly love be in the best
interest of the child.

IMPLICATIONS FOR TEACHERS

To teach with love care, concern, commitment and passion - is a challenge
to both beginning and experienced teachers. The research on teacher-child
relationships illuminates the complexities that are involved. What are the 
implications for teachers who teach with love? Our recommendations are for
both beginning and experienced teachers. They are neither nor radical. 
Most of us would readily endorse these but to translate 
them into practice requires effort.



1. reflect on your teacher-child

Critical to teaching with love is the willingness to enter into healthy, loving 
relationships with the children. In the education sector, we frequently speak
of the of recognising and responding to individual differences 
amongst children. It is equally important to recognise and respond to the
uniqueness of every teacher as well. Each of us should start with ourselves.
The more we our apprehensions, our dreams, our
and our weaknesses, our needs - the better able we would be to prepare
ourselves to create climates conducive to individual and group
growth (Levine, 1989). 

2. Take responsibility your
ce

In order to teach with love year after year, we need to pay attention to our own
affective development respond to our own needs for support and 

Teacherly loving a great deal of the teacher and yet,
comes to an end in a relatively short time. The recurring cycle of starting and
ending relationships with cohort after cohort of children can be
Beginning teachers, prepare yourself for the process by first being aware of
your personal Experienced teachers, be vigilant about your ability 
to continue to love afresh every new class that comes way.Take personal
responsibility for sustaining yourself, growing and continuing to mature
emotionally as a teacher Chadbourne, 1994). 

3. Support yotir colleagues

Reach out to beginning teachers, in particular. The need for psychological
support is never so apparent than with the novice teacher. Regardless of how 
sound pre-service teacher education may be, true realisation of the teacher's 
challenges sinks in when a teacher starts with a class of her own. Your
colleagues who are beginning teachers may need your help as they try to 

cope with relationships with children. Writing about stress and burnout
amongst teachers, Gold and (1993) a strong case for treating
beginning teachers as a special needs group and planning for their support.
Provide that support by caring, modeling and also providing opportunities for 
catharsis.

Both novice and experienced teachers need support to teach with love and 
both must take responsibility for knowing themselves relative to the demands
of teaching with love. Let us encourage each other in our efforts to teach with
love. In doing so, we are that much more likely to continue to love to teach. 

--
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